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Preface 
 

 

The editors of this sixth issue of Inspiring Pedagogical 

Connections could not be more thrilled with the richly diverse 

articles related to writing and pedagogy that are contained in 

this issue. The contents found within connect readers with 

pedagogy that indeed inspires. 

 

Despite the many setbacks and challenges we encountered 

creating this issue during the COVID-19 pandemic, it has 

become our most robust issue yet. This issue contains nine 

articles, three each in the research, theory in practice, and 

creative multimodal sections. For the first time, the issue was 

open to authors beyond the Indiana University of 

Pennsylvania Composition and Applied Linguistics Ph.D. program. In fact, the authors in this issue 

are Ph.D. candidates, MA students, and undergraduate students from three different institutions of 

higher education: Indiana University of Pennsylvania, Soka University of America, and 

Prestigieuse Calavi Republic of Benin Adonai University. 

 

The Creative Multimodal section will wow readers with its contemporary renditions of multimodal 

creativity at its best. To start, Kenta Okazaki shares his The Power of Literacy, in which he 

translinguals his way through his multilingual, multimodal literacy narrative. In it, Okazawa 

asserts that the development of his multiliteracies connected to his ontological global citizenship 

engenders positive transformational power. Elizabeth Laughlin’s The Freedom of Creative Writing 

provides an important pedagogical lesson for writing teachers as told through a charming story of 

a young man’s journey as a writer. We close out this section with a must-read—or should we say 

a “must-experience”—memoir by Megan Heise titled Academic (or Not): An Academic Memoir 

Troubling the Ivory Tower. We suggest the piece is a “must-experience” because of its 

persuasively unconventional mode of delivery, which is precisely the argument of her piece. Heise 

argues that academia needs to change. This truly multimodal section is likewise a multimodal 

experience we anticipate will bring readers much enrichment. 

 

Cassandra Cook’s, Maribel Greene’s, and Mingle Moore’s articles are featured in our Theory into 

Practice section. Cook suggests podcasts may enhance learning. In her piece Podcasts in the 

Secondary English Classroom, she includes several concrete pedagogical examples of 

incorporating podcasts in the English curriculum. In Greene’s Translanguaging Pedagogy and 

Community of Inquiry in an OWC: Promoting Language Diversity Through Discussion Posts in 



an Eight-Week Composition Course, she also includes concrete examples of incorporating 

translanguaging in an eight-week, asynchronous online course. In Greene’s own course, she honors 

diverse language practices through her discussion boards as a form of Community of Inquiry. 

Moore puts her critical pedagogy theory into practice through a class analysis of the Greek drama 

Agamemnon in her article Personal Methodology meets Philosophical Engagement: Professors 

Using their Distinctive Critical Pedagogy Aids in Students’ Understanding of the Classical Greek 

Mythological World. Readers interested in practical applications of podcasting, translanguaging, 

and critical pedagogies will find a plethora of examples in this Theory into Practice section. 

 

The Research Section explores cross-cultural epistemologies related to sex education, educational 

indoctrination, and socio-cultural constructivist pedagogy. In Chinese Sex Education for Socialist 

Modernization, Risa Sugihara argues that China has used their national sex education curriculum 

as a means of economic development and political control. Quang Pham also explores how 

education has been misused. In Education as Indoctrination in the Third Reich, he exposes how 

Hilter employed an educative curriculum to indoctrinate racist ideology and national allegiance. 

Awouignandji Ylonfoun and Eudes Aoulou present an antidote to problematic monocultural 

pedagogies as explored through a legal case that involved different cultures. In Border 

Deconstruction and Construction from the Socio-Cultural Perspective: Lessons from a Legal 

Case, the authors argue that the Vygotskyan approach helps students expand their thinking by 

deconstructing the metaphorical borders in our minds to being open to perspectives of others. All 

three research articles highlight the ways educational content perpetuates, dismantles, and directs 

students’ epistemologies, through multicultural and cross-cultural viewpoints. 

 

The nine authors in this milestone 2021 issue of Inspiring Pedagogical Connections deserve a big 

round of applause. Their work is richly inspirational. Another round of applause goes to our team 

of peer reviewers who provided invaluable feedback to our authors. Our Section Editors 

contributed hours of expertise and coordination with the peer editors and the authors. Our sincere 

thanks, therefore, goes to Michele Graber, Creative Multimodal Section Editor; Jimalee Sowell, 

Theory in Practice Section Editor; and Omar Yacoub, Research Section Editor. 

 

 

Wenqi Cui  and  Debbie Goss 
 
Wenqi Cui and Debbie Goss 

Co-Editors-In-Chief, Inspiring Pedagogical Connections 

Ph.D. Candidates, English: Composition & Applied Linguistics 

Indiana University of Pennsylvania 

1011 South Drive, Indiana, PA 15705 
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The Power of Literacy 

Kenta Okazaki   

Soka University of America 

 

 

 

Abstract This paper explores my literacy development, linked to global citizenship and benefiting 

humanity. For 20 years, the life of literacy has reminded me of global citizenship as well as taught me 

multiple life lessons. My literacy started from learning different forms of Japanese texts: hiragana, 

katakana, and kanji. As time passed, English and French have provided new  pathways for my life. I also 

explore my digital literacy development. In all, my multidimensional literacy has been both exciting and 

challenging, cultivating my spirit of never-give-up and global citizenship. Literacy opens a new world of 

discovery of self, lessons about life, and growth as a human. 

 

Keywords: literacy narrative, facing hardship, spirit of never-give-up, global citizen 
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For 20 years, my literacy journey has been a series of life-lessons, coinciding with my 

journey as a global citizen. From my attempt to master another literacy to facing hardship and 

eventually overcoming them, such as entering Soka University of America (SUA), I want to 

confidently assert that learners can make a turning point by themselves and generate a spirit of 

humanity and a spirit of never-give-up. Bienvenue dans ma vie !  (Welcome to my life!) Je vous 

guiderai vers mon voyage littéraire. (I will guide you through my journey of literacy.) 

I started learning Japanese as my home language. According to Lara Newman, the Japanese 

writing system is composed of two types of characters, both of which have distinct usages and 

purposes. One is “kana,” which represents hiragana (ひらがな) and katakana (カタカナ), and the 

other is kanji (漢字), which adopts Chinese character. This is the order of difficulty, and Japanese 

usually start off learning hiragana. My starting point of literacy was when I was a kindergartener. 

When I was in kindergarten, I did not entirely understand kanji. I was jealous that some of my 

friends had taken flying starts and memorized several simple kanji while I was just learning 

hiragana, which basically is used to convey 46 different sounds in Japanese. I read, wrote, and 

spoke infinitely on a daily basis to learn hiragana by heart. I used a Japanese syllabary chart, 

uttering at first in the vertical order like あいうえおか . . . and then horizontal order like あかさ

たなは .   

I managed to pick up hiragana and started to learn katakana. Actually, the position of 

hiragana and katakana corresponds to each other in a Japanese syllabary chart, and some of them 

are really similar in their characters; き is キ, へ is ヘ, り is リ, and so on. Thanks to these identical 

optical correspondences, I was able to master katakana relatively easily. As a part of my projects 

in kindergarten, I created a simple postcard with sincere messages and exciting paintings for my 

elderly neighbors. I was not capable of writing down any kanji that experienced adults wisely had 

a command of, but imagining their happy faces, I tried my best and made the post card with my 

love: おげんきでながいきしてください, or please have a long happy life! This was my first 

experience as a writer and the very first time in which literacy spiritually connected me with 

somebody.  

When I became an elementary student, I finally started 常用漢字 (joyo-kanji), or the 2000 

regularly used kanji out of more than 50,000. Each kanji basically has more than two 

pronunciations. One pronunciation of kanji character is 音読み (on-yomi), or the phonetic, and the 

other is 訓読み (kun-yomi), or the meaning reading. For example, 音 pronounced on in on-yomi, 

which does not have any meaning generally. In kun-yomi, 音 is pronounced oto, which signifies 

music. This is because 音読み are derived from Chinese, a tonal language, and 訓読み are native 

Japanese interpretations.  

Learning two languages at the same time was daunting to me, but kanji was quite 

interesting and stimulating to my imagination since generally, we learned kanji with its history of 

evolution back from the ancient era. Many of the basic kanji that I learned, especially in early 



Inspiring Pedagogical Connections 2021 (6) 

Okazaki, The Power of Literacy     3 

 

 

grades of elementary school such as 日, 月, and 木 evolved from optical symbols of nature (see 

Figure 1 below).  

 

 
Fig. 1. Examples of origination and evolution in kanji … kanji are challenging texts to decode, 

but learners can evidently imagine what each kanji signifies from its origin: 1.) Sun, 2.) Moon, 

and 3.) Wood. 

 

While learning kanji, I was able to imagine how this kanji evolved from the distant past. 

Still, learning kanji needed so much energy. Every single day, as homework, I had to write down 

today’s kanji on what is called a “kanji note,” in which there are basically more than 40 squares to 

take down every single kanji stroke. This job was full of simple tasks, so it was really boring and 

painful to me. However, I eventually mastered 常用漢字, the 2000 regularly used kanji. This is 

because deeply learning kanji in my elementary school established a solid literacy foundation. 

 

Literacy Growth Through Imagination 

 

My literacy grew largely through my imagination. Borrowing the helpful hands of my 

mother, I read picture books written exclusively in hiragana. These picture books were full of 

colorful illustrations, so I enjoyed transporting myself into a fantasy world. I loved to go into the 

fantasy world of books like Aesop’s Fables! For example, when I read “The Hare and Tortoise,” I 

related to usagi (the hare) and learned each word in the book with vivid images. In addition, I was 

able to learn the moral lesson of making steady efforts from kame (the tortoise). The more hiragana 

I learned, the more interested I became in reading stories. Of course, everything we experience in 

our life is beautiful and meaningful because it contributes to our growth as a human.  

My fierce passion towards books drove me to voluntarily take leadership as a library 

manager, whose task was opening the school libraries during my lunch break. My job included 

checking which books were borrowed from whom. Every time a student came with books in front 

of the computer by which I sat, I used the barcode scanner to read the code on the books and each 

student’s identification card. This process was so quick, so I spent most of my time reading books. 

While fulfilling my duty, I was trying not to waste even a single second devouring books. This 

experience as a library manager became one of my most precious memories, and I continued as a 
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library manager throughout my middle and high school, in which I arranged books on a bookshelf 

and made many posters about book introductions. I wanted to contribute to others in my preferred 

field by letting others know the importance and delight of imagination. I also wanted others to 

experience the appeal of books. Despite knowing that different strokes are for different folks, every 

reading has great potential to change lives. 

 

New Literacies 

 

 Concurrently with learning fundamental kanji and jumping into a fantasy world that my 

books brought in, I was in the midst of fascinating literacy journeys. That is, exchanging diaries 

and messages with 3DS, a portable digital console produced by Nintendo, a game company. 

During my elementary school days, my friends and I did not possess mobile phones. Instead, to 

contact each other, we used the 3DS’s free application named Swapnote, or Nintendo Letter Box, 

which functioned to send up to four page mini-scale diaries or messages to my friends with whom 

I connected on the 3DS. We made good use of this app to decide when and where to gather and 

hang out and sometimes share secrets!  

This digital literacy activity brings my introspective memoir. Looking back on those days, 

we had a strong aspiration to behave like adults, who always contacted one another with phones 

no matter when and where they liked to do. I was always waiting for mail from my friends while 

playing some other games. Once I received messages, I got excited. I contemplated over how to 

respond and how to amuse my virtual friends. I actively engaged in reading and writing through 

technology. 1 We were immature, but we wanted to act as if we had been mature adults. My digital 

literacy life at that time was another name for an advanced playing house, but they were inscribed 

in my heart as precious memories, where I had pure ambition to grow up.  

 

 
 

 

 
1 Multimodal video explanation of digital literacy development. 

https://drive.google.com/file/d/1eDYVheuwn2UQhOQs66SZRNsYJQ8Rgp0B/view?usp=drivesdk
https://drive.google.com/file/d/1eDYVheuwn2UQhOQs66SZRNsYJQ8Rgp0B/view?usp=drivesdk
https://drive.google.com/file/d/1eDYVheuwn2UQhOQs66SZRNsYJQ8Rgp0B/view?usp=drivesdk
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Facing Hardship 

 

Improving my other language—English—was a lot of fun. Kansai Soka high school was 

ranked in the top four of global high schools in Japan, where there are extended programs to 

improve English and nurture global citizens. The most exciting activities I did as a freshman and 

beginner English learner was to read short picture books in English, write a summary, and share 

impressions in one of my English classes. My English was literally like that of a baby. On the other 

hand, learning English in this way brought me nostalgia about my beginning to learn Japanese 

with all-hiragana picture books. I felt as if I travelled back to my childhood, when I had loved to 

throw myself into the fantasy of books. I found it exciting that my English improved gradually and 

the number of books that I was able to read in a timed class increased.  

On the contrary to my utopian view that I would be a capable English learner soon in this 

way, learning literacy gave me many difficulties and cultivated a more vigorous mind of global 

citizenship. As time went on, my attitudes towards English became more and more serious because 

scores of English proficiency tests like TOEFL and SAT, which were required to submit in a 

university application, would influence my future. Also, there were a number of tests in the school 

to get opportunities of foreign trips and enter the community called Learning Cluster (LC), in 

which a group of students works together to research into and deepen one of global issues. They 

voluntarily presented it both inside and outside the school. However, despite my great efforts to 

polish my English and my passion for these precious opportunities and LC, I failed in every single 

test. When I missed my last chance to enter LC, I really lost hope; the specter inside my heart 

always whispered to me, “You should give up SUA because there has been no history that students 

who got admitted without Learning Cluster.”  

I got worried about my English, and I was depressed, comparing myself with others who 

were aimed towards the same goal but were admitted to LC. While my specter was whispering, I 

consulted again and again with many mentors, families, comrades, and mostly with myself. I was 

lastly seeing my specter, or my weakness, was defeated by encouraging words that brought me 

back to initial enthusiasm. I was revived, remembering my life-long mission. While applying for 

college, I had to work harder at my language literacy than ever before, giving up sleep and 

extracurricular activities. I defeated it with the strong sense of the ultimate purpose to enter SUA: 

being a multilingual person, broadening my horizon in multicultural environments, expanding 

everlasting friendship around the world, and being a global citizen to actualize the world in which 

people happily go hand in hand for peace. In a variety of subjects, I created my original summary 

notes with sketches to consolidate my understanding for satisfactory scores in exams. I felt these 

writing efforts for academic performances are fundamental to my organizing ideas clearly and 

thinking critically in today's challenge of more advanced academic arenas. My strong 

determination towards SUA and sense of purpose resuscitated me and gave me resilience to 

surmount difficulties and courage to find a breakthrough and make a new history in the school as 

a vanguard. John Dewey, a famous American philosopher, said, “Arriving at one goal is the 
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starting point to another” (qtd. in ”John Dewey Quotes”). I did give up comparison with others but 

never gave up on my determination to attend SUA!  

While trying to find out any good opportunities instead of LC for a long time, miracle news 

brought in from my father that I was offered a dirt-cheap homestay program in San Francisco from 

a Lions Club, a community to which my father belongs. One of my teachers urged me to go there, 

join volunteering activities or conference on social issues, and confirm my passion for SUA and 

dream! Though it sounds like such a fabulous opportunity, I was anxious about embarking on this 

adventurous journey because of differences in culture, value and my lack of confidence in 

communicating in English especially when I would participate in volunteering and conferences. I 

remembered my bitter tears when I failed in LC as well as my first resolution of contributive spirits. 

I would overcome my cowardice and decide to go to the US with lofty goals. In other words, my 

failure in English literacy in turn inculcated me into an indispensable attribute to be a global 

citizen: “The courage not to fear or deny difference; but to respect and strive to understand people 

of different cultures, and to grow from encounters with them” (Ikeda 41). 

 

Spirit of Never-Give-Up 

 

My homestay-life was eccentric. I had never expected to live in a hand-made house and 

sleep in a camping car a bit away from the house in a deep forest, where mountain lions sometimes 

appeared. Since basically my morning volunteer projects or conference started at 8 am and finished 

in the evening, my engaging in TOEFL/SAT reading, writing, and essays was a night job. Scared 

with lions possibly outside and annoyed with big mosquitos that disturbed my literacy activities, I 

stayed up until around 3:00 am to tackle TOEFL/SAT in a small camping car. I often asked Chris, 

my erudite homestay owner, about usages of high utility words and smarter expressions. I almost 

broke my heart several times; staying concentrated at late night constantly for two weeks was a 

formidable task to me.  

However, under such harsh conditions, my literacy in English improved dramatically. 

Immediately after these nerve-racking two weeks, I got the criterion of the TOEFL score, and 

especially SAT scores skyrocketed from 1080 to 1390! Sapience history evidently witnessed 

human beings have always evolved in extreme situations. Life-taking experience during homestay 

revolutionized my English literacy, and throughout humanitarian programs, I was able to grow as 

a human.  

 

The Power of Literacy 

 

Until the very end, I was able to believe in myself and stay on course. My long voyage of 

six years ends explosively with the notification of acceptance from SUA, in which I am learning a 

lot and trying the new language—French!  

      Language helps me connect to the world. Due to Covid-19, I have been staying at home and 

taking classes remotely for almost one year. In this circumstance, books are literally my best 
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friends. As ever, books make me aware of my ignorance and make me awake from my arrogance. 

As ever, books empower me to overcome loneliness and encourage me to realize insightful life 

lessons. During quarantine, I was impressed to read the enlightening book titled “君たちはどう

生きるか” or “How Do You Guys Live.” Shouichi, the author, says that it is important to 

illuminate all the people and places that are involved with the production of a bottle of infant 

formula. For example, there are cattle, herders, distributors, packers, advertisers, and many other 

people from many different countries involved in producing one bottle of formula. People often 

do not realize the big picture that illustrates how they are connected with each other to live today. 

Every single life is like a molecule that together creates a net relation on which we can only exist 

(Shouichi 106-146). This edification from infant formula allowed me to recognize another crucial 

component of global citizens: “The wisdom to perceive the interconnectedness of all life and 

living” (Ikeda 41). Life is interconnected with each other based on often invisible contributing 

relationships!  

These literacy lessons will become my life compasses for the next 80 years. Either in direct 

or indirect manners, literacy can bring out individual universal potential to be a global citizen. 

French, which has different gender constructions from other each vocabulary literacies I have 

learned, is giving me a new challenge. However, I am sure that as my literacy continues to develop, 

I will discover new worlds, new discoveres of myselfself, and will continue to be a compass 

guiding my growth as a human. Le voyage littéraire est pour moi un transmetteur du savoir ... (My 

next voyage of literacy will continue towards a bigger stage of my life …) 
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Abstract This piece is inspired by John C. Bean’s Engaging Ideas: The Professor’s Guide to Integrating 

Writing, Critical Thinking, and Active Learning in the Classroom, particularly the concepts found in chapter 

four about informal writing assignments. It was also inspired by Gary Tate, et. al book A Guide to 

Composition Pedagogies and the concepts demonstrated in the section titled “Expressive.” 
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James had always hated writing essays. 

Well, to be exact, he had a love-hate relationship with it, and the hatred usually took over. 

He remembered middle school when he would turn his papers in with simultaneous dread and fear. 

But it was tinged with excitement, the thought that maybe this time would be different. 

The teacher, Mrs. Morris, never liked him. She called his mother at least once a week. 

“James doesn’t do any of his assignments,” Mrs. Morris said. 

But it wasn’t that he didn’t do his assignments—it was that she didn’t like the way he did 

them, and so she wrote him off as lazy or unmotivated. 

Sixth-grade English class consisted of A.R. books and plot analysis. And when they 

weren’t focused on those things, Mrs. Morris required them to write about real-life issues. 

“Write about a time you were challenged,” she told them. 

James felt challenged every day, though. At least when he was at school. It was rare that 

he could go to school and be himself. He felt like he needed to put himself into some weird box. 

Instead, he wrote about goblins and witches and ghosts. He thought about Harry Potter 

and how much it inspired him. Every time he picked up a Harry Potter book, his imagination took 

off. 

But every time his teacher handed back his essay, he felt crushed. 

“James, I need to see you after class,” Mrs. Morris said in front of everyone. 

He sunk in his seat. 

Mrs. Morris continued on with her lecture that day, discussing The Outsiders with little 

enthusiasm. While she spoke, James stared at the clock. He wished to be anywhere but here. 

At last, the bell rang, and his classmates rushed out the door. He, on the other hand, had to 

talk to the teacher. He was so sick of talking to the teacher. 

Mrs. Morris snatched the essay off his desk. 

“What is this?” she asked James. 

He was humiliated. 

“Uh-” he started. 

Her eyes scanned the paper—the paper that was filled with red marks and angry comments. 

“Did you even read the prompt at all?” she later asked him. 

James stared down at his hands. “Yeah,” he said. 

Mrs. Morris folded her arms. “Then why did you write about goblins?” 

James thought about his mom. She would probably be receiving a call today. Actually, 

there’s no doubt that she would be. Interrupted once again at work to be told that her son is a 

failure. 

“Because I wanted to,” James said. His eyes never met hers. He didn’t want to start crying. 

“So, you can just write about whatever you want, then?” Mrs. Morris said. 

He shook his head, his eyes glossed over. 

At last, with disgust, she set the paper on his desk and turned her back towards him. 

“I’m making you rewrite this,” she said. “Either rewrite it or fail.” 
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Things got even worse that night when he returned home. James’ mother spoke with Mrs. 

Morris yet again, and she wouldn’t allow him to watch any TV or see his friends. 

“Sit down and write this essay,” she said. 

James wanted to scream. He felt suffocated. He sat for hours, hunched over at his desk. He 

stared at the computer screen for so long that the words looked blurry; fuzzy, even. This, of course, 

fueled his hatred towards writing. Every time his teacher assigned a writing assignment, he 

considered taking a zero on it. 

He wished that things could be different. He remembered being a little kid sitting in his 

elementary-school library. The librarian, Miss Davis, told her students to use their imagination. 

“You can be anything you want to be,” Miss Davis told them, her tone encouraging. 

James imagined himself as a writer—but not someone who wrote essays. Instead, he would 

write about magic. He would write about the ability to fly, soaring through the clouds, or the ability 

to go back in time. He imagined stepping through a time machine and deciding where he wanted 

to go. 

He could do anything—be anything. So, one day in kindergarten, he walked up to Miss 

Davis with confidence and told her about his plans. Their class was visiting the library for the 

Scholastic Book Fair. 

“I want to be a writer,” James told Miss Davis. And he meant it. 

Ms. Davis smiled at James. “A writer?” 

He nodded. 

“That’s wonderful,” she said. “What do you want to write about?” James didn’t even have 

to think about it: he knew right away. 

“Time traveling,” he told her, his eyes shining with excitement. “I want to write about a 

man who invents a time machine and then goes back in time.” 

“Wow, that is very interesting,” Ms. Davis said. Then she gestured toward the mahogany 

bookshelves that surrounded them, filled with children’s books. “Do you see all these books?” she 

asked him. 

James looked around, then nodded. 

“All these writers had to start from somewhere, James,” she told him. “They all started 

with an idea, just like you.” 

Miss Davis made a strong impact on him. She always encouraged him to keep writing, no 

matter what. And until middle school, that seemed like the right thing to do. 

Everything changed in sixth grade, though. No longer did he feel like someone who could 

express himself, someone who could be creative. He started focusing on writing a five-paragraph 

essay—and then struggled through most of it. As a result, his creativity felt stifled; ignored. 

James wished he could go back in time to kindergarten, where his writing assignments 

encouraged him to be imaginative. A time when he dared to dream.  

It’s not that James didn’t care about school, but he lacked the confidence to speak up, to 

tell his mother or Mrs. Morris why he struggled so much. When he sat down to write, his brain felt 

foggy. Sometimes it seemed like he dragged the words out of him, just to reach a page requirement. 
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It was far easier for James to write from his imagination. 

For the rest of middle school, James continued to drag himself through English class, 

hoping to dodge the dreaded essay. But it always arrived, feeling like a slap to the face. 

Why do I have to do this? James often asked himself. What is the point? 

High school was the same way, except he grew increasingly numb. Apathy clouded his 

ability to be invested in his schoolwork. “It’s not that James was a bad student,” his eleventh-grade 

teacher, Mrs. Rodriguez, would later argue. She was talking to his mother at a parent-teacher 

conference. “He just lacked proper guidance.” 

A few years later, James sat in his eleventh-grade English class. The teacher, who was, in 

fact, Mrs. Rodriguez, talked about Edgar Allan Poe and Ralph Waldo Emerson. Today, she added 

Henry David Thoreau to the conversation. 

“What did all of you think of Walden?” she asked them. Her back was facing the 

chalkboard. 

A girl named Julie raised her hand, and Mrs. Rodriguez called on her. 

“Go ahead, Julie,” Mrs. Rodriguez said. 

“I think that it shows Thoreau’s transcendental outlook on life,” Julie said. 

James usually zoned out during conversations like this, but today, he was more attentive. 

Perhaps it was because he had a cup of coffee before school. 

“Tell me more,” Mrs. Rodriguez said. She always encouraged them to continue. 

“Well, he talks about his time spent at the pond,” Julie said. “He really appreciates nature 

and what it has to offer him.” 

 

“Excellent,” Mrs. Rodriguez said. 

Then she turned towards the other students. 

“Does anyone have anything to add to that?” she asked. 

Even if James did have something to say, the other students beat him to it. Their hands shot 

into the air. 

“Go ahead, Sam,” Mrs. Rodriguez said. 

Sam sat in front of James. He had shiny blue eyes and sand-colored hair that fell to his 

shoulders. 

“It helped him find inspiration to write,” Sam said. 

Mrs. Rodriguez snapped her finger. “Bingo,” she said. 

The class erupted into side conversations, but James kept to himself. As he grew older, he 

became more and more reserved. He preferred to hide in his shell, if possible. 

“Class, quiet down,” Mrs. Rodriguez said. 

The class respected her. They turned back towards her and stopped chatting. 

She then turned towards the chalkboard and scribbled some notes about Walden. She 

included important quotes and lines of significance. 

“I want you to do a writing assignment tonight,” she said. 

Everyone groaned. 
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“I know, I know,” she said. “But this isn’t just any writing assignment. This is different.” 

“By different, do you mean the words can be invisible?” Sam asked. And then everyone 

started laughing. 

It made her laugh, too. 

“Obviously not,” she said. “But this is different than what we’ve done before.” 

She goes over to her desk and picks up a stack of papers. Then she hands them out one by 

one. 

“This is a creative writing assignment. I want you to write about anything that inspires 

you,” she said. 

James could not remember the last time he wrote about anything creative. He stopped once 

Mrs. Morris told him he couldn’t. 

“Please write about anything you want. As long as it’s school appropriate,” she said. 

Students, especially James, looked at her in amazement. Or maybe they appeared to be lost 

in translation, as if she spoke in a different language. 

“Why are all of you so surprised?” she asked. It was a genuine question. 

Julie, who always had something to say, laughed at her teacher’s response. Then she said, 

“Because none of our teachers let us do that.” 

Mrs. Rodriguez’s jaw dropped. She couldn’t believe it. 

“None of your teachers let you do creative writing?” Mrs. Rodriguez asked her student. 

“Nope,” Julie said. 

Still shocked, Mrs. Rodriguez folded her arms and racked her brain for a proper response. 

She certainly didn’t want to criticize any of her colleagues. That was not her intention, nor her 

place. 

But she knew that students performed better overall when they felt they could express 

themselves. The idea came from a book she read in graduate school, Engaging Ideas: The 

Professor’s Guide to Integrating Writing, Critical Thinking, and Active Learning in the 

Classroom. In that text, John C. Bean argued for the inclusion of expressive assignments, such as 

journaling or short freewriting assignments, in the classroom. Doing so gave students freedom, 

and as a result, they would have more confidence in their writing abilities. 

This didn’t mean removing the standard essay, which the curriculum would never allow. 

Instead, it lets students practice their writing and thinking. 

They would also be more engaged in the course, which would help them learn. 

Of course, Mrs. Rodriguez added her own layer to this by incorporating creative writing, 

but Bean advocated for students to write about whatever they wanted. 

Bean also argued that whenever students receive reinforcement about writing—whether 

positive or negative—they are more likely to keep that notion throughout their life. That is, of 

course, something challenges that notion. 

Mrs. Rodriguez wanted to challenge that notion. She wanted her students to feel positively 

toward writing, which is why she gave them the opportunity for creative writing. It would only 

improve their feelings toward their own writing abilities. 
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At last, she figured out what she wanted to say. 

“I know that a lot of you feel like writing is difficult,” Mrs. Rodriguez said to her class. 

“But I want to change that.” 

Students looked at each other without saying anything. 

“I don’t want to be that teacher who assigns homework and never allows you to express 

yourself,” Mrs. Rodriguez continued. “It’s important that you feel like your voice matters.” 

That night, James went home and opened his notebook. Drumming his pencil on the page, 

he thought of what to write about. He never possessed so much freedom in a class. The ability to 

use his imagination. 

He found that the ideas didn’t come to him so easily anymore. After years of writing essays, 

he stopped being able to write creative pieces. It was as if he lost the ability. 

Frustrated, he went for a walk with his brother, Fisher. 

“I wish I knew what to write about,” James told him. 

“You can write about anything?” Fisher asked. 

James nodded. 

They were just doing a quick lap around the neighborhood. It looked like it was going to 

rain. 

“Write about how much you hate writing,” Fisher said with a smirk. 

James sighed. “I’m serious, dude.” 

The wind blew through the trees, making the branches sway. James loved spring. 

“Why don’t you write about the stuff you used to? Like supernatural stuff,” Fisher said. 

“Maybe,” James said. 

When they returned home, James locked himself in his room. This time, when he tried to 

write, he felt like the words came to him much easier. In fact, they flowed from out of his fingertips. 

And once he got started, he felt like he couldn’t stop. 

He thought about the time traveler, the idea he had abandoned long ago. In his mind, 

though, he could see the scene crystal clear, the eureka moment when the time traveler finished 

making his machine. And the tears that streamed down his face when he realized it worked. It was 

like Frankenstein, but with time traveling. 

Then he saw foreign lands of industry and technology. Instead of moving backward, the 

time traveler decided to go to year 3000, where all really was possible. 

When his brother knocked on the door, James was ripped from his thoughts. It made him 

jump. 

“Come back later,” he said with agitation. He was in the zone. 

He ended up writing six pages, front and back. He wrote about a time traveler who visited 

different dimensions on his lunch break. He often didn’t make it back in time. 

The next day, when James turned in his paper, he felt much more confident about himself. 

He appreciated being able to express himself so freely. Having that opportunity to write about 

whatever he wanted. 

About a week later, Mrs. Rodriguez handed back their papers. She stopped at his desk. 
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“James, I loved your story,” she said. “I never knew you were such a great storyteller.” 

He felt embarrassed at first, because everyone was looking at him. But deep down, he felt 

good about himself. 

He realized he didn’t hate writing after all. 

Note:    

1.     All character’s names are fictional.  
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Abstract This academic memoir of my time as a graduate student at Naropa University represents 

my reclamation of an alternative academic mindset -- a striving to work within academia in order 

to change it, to better it, to make it more just and equitable and radically loving -- summed up in 

two short words: "or not." This born-digital project embraces the “or not” by resisting linearity, 

with multiple entry points and ways of experiencing the work. Through multimodality, I seek to 

subvert academic norms around what “counts” as scholarship and academic inquiry, drawing on 

the power of multiple forms to mirror and amplify the subversive considerations of the content. 

Ultimately, “Academic (Or Not)” seeks to invite the audience into an immersion in the potentials, 

possibilities, and past enactments of “or not” as a stance available both to students and pedagogues 

as agentive actors in academia. 
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Abstract Teachers are always looking for new ways to engage students during lessons. Because 

of the coronavirus pandemic, for most schools around the world, the end of the 2019-2020 school 

year and much of the 2020-2021 school year have been filled with inconsistencies and 

uncertainties. This lack of knowing and new learning circumstances may have left some students 

lacking engagement and motivation more than ever. One such strategy that English teachers might 

consider implementing in order to increase student participation is to use podcasts. This paper 

explores what podcasts are, how they could be beneficial to students, and offers some podcast 

activities that serve to get teachers thinking about how they might be able to use podcasts in the 

secondary English classroom. 

 

 

Keywords: podcasting, teaching, English Language Arts, student engagement, education 

 

 

 

 

 



Inspiring Pedagogical Connections 2021 (6) 

Cook, Podcasts in the Secondary English Classroom    18 

 

 

 The world is still stuck battling a pandemic that started over a year ago, and even with the 

development and distribution of vaccines in some countries, people are struggling to find some 

sense of normalcy for themselves. In particular, educators are facing a daunting task of trying to 

teach students who might be learning in a number of different situations: at home daily and taking 

care of siblings while parents work, at school only one or two days a week, or at school daily but 

are worried about potentially contracting coronavirus. Some teachers might also be working with 

students who are completely disinterested and unmotivated to learn after many schools had to close 

their doors in the spring of 2020, forcing all students to learn from home. There is no easy or right 

answer for how teachers can continue to move forward, but there is something that teachers might 

consider looking into as they navigate this new teaching reality: podcasts. The purpose of this 

article is to show how podcasts could be an invaluable teaching resource for English teachers to 

use in the secondary classroom. The first part of this article will examine what podcasts are. The 

next section will discuss the benefits that incorporating podcasts into today’s classrooms and 

curriculum could have on students. The final section suggests different sample activities that 

teachers could use with podcasts should they be interested but unsure where to start. 

 

What Is a Podcast? 

 

Podcasts are usually audio, and episodes can fall into a number of different categories: 

drama, chat casts, sports, and true crime to name a few. Basically, anyone who has access to the 

technology and has an idea can create a podcast. Hlynka (2014) suggests that “a podcast is defined 

by its technical structure: it is digital, it is online, it is available to download, it is simple for anyone 

to produce” (p. 42). However, Spinelli and Dann (2019) argue that a podcast is more than just its 

makeup; that a relationship rarely found in other mediums evolves between the creator and listener. 

Some podcasts might have visual components as well, and they “can be accessed asynchronously” 

and “downloaded to computers and mobile devices” (Oomen-Early & Early, 2015, p. 103). This 

last piece of information is especially important and useful for teachers and students if podcasts, 

whether they are teacher-made podcasts that are used to replace lectures, or podcasts that are 

assigned as supplemental listening material, are to be used in the classroom. So long as students 

have access to a smart phone, which most do these days, or a computer, they would be able to 

listen to podcasts wherever and whenever they wanted. There has been a double-digit growth since 

2005 of the usage of phones by kids ages 4 -14, and this increase is expected to continue, which 

would make it likely that the majority of students would have access to this technology and thus 

have access to podcasts (Bartholomew & Reeve, 2018). Because of this availability, students 

would have the opportunity to rewind the podcasts whenever they needed to and return to them 

later on (Cartney, 2013). For students who might have trouble staying engaged during class, the 

ability to go back and listen to information again and again is invaluable. 
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Benefits of Using Podcasts in the Secondary English Classroom 

 

Podcasts offer numerous educational benefits for students, and it would be easy for English 

teachers to justify using them as a teaching tool. Evans (2007) suggests that podcasts used in an 

educational setting can be beneficial in the following respects: 

(1) to develop reading, speaking, writing, and listening skills; (2) to acquire information; 

(3) to develop technology skills and applications; (4) to learn interactive ways to 

communicate knowledge; (5) to develop positive academic self-concept; (6) to develop 

sense of audience and purpose; (7) to develop student ownership of language; and (8) to 

encourage active participation in a learner centered focus.  

Many of the reasons that are listed above would fall into both state and national standards for 

speaking and listening, as well as writing. For example, English teachers in Pennsylvania must 

follow Pennsylvania Core Standards. There are four different categories for English grades 6-12: 

reading informational text, reading literature, writing, and speaking and listening. Each category 

has a number of different standards that relate to the main category.   

One of the standards in the speaking and listening category for grade 8 has students 

presenting information logically and making sure that the presentation is appropriate for the 

audience and the task. Because of this overlap between state standards and potential educational 

benefits in podcasts, it would be easy for teachers to incorporate podcasts into their lessons. 

Oomen-Early and Early (2015) suggest that allowing students to choose how they use new media 

in their learning can increase student engagement and improve their technology skills. Although 

essays and speeches are useful learner centered options for demonstrating knowledge and 

understanding, allowing students the opportunity to create something else, such as a podcast, 

would help them develop new technology skills, plus teachers could be encourage their students 

to engage in responsible digital citizenship through this use of media production (McCorkle & 

Palmeri, 2016).  

 Using podcasts as a teaching tool in the classroom might still be relatively new, but it is 

clear that podcasts can have an impact on student learning. One fifth grade English classroom used 

podcasts as a way to help students proofread and revise their writing. Once the activity was 

completed, it was noted that many students started to self-monitor their writing more, and it helped 

to improve student communication skills and literacies (Davis & McGrail, 2009). Teachers in the 

secondary classroom could use this idea of turning written stories into podcasts in order to help 

with the revision process as well since proofreading and editing are skills that students at all levels 

of schooling need. In another instance, a college-level writing class used podcasts to help students 

organize their thoughts for a paper that they would write later in the semester. The professor 

noticed consistent changes in student performance and engagement in the writing process (Jones, 

2010).  
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Incorporating Podcasts into the Secondary English Classroom 

 

There are numerous ways that secondary English teachers can incorporate podcasts into 

their curriculum. All the specific examples and activities that will be discussed are based on the 

context of a grade 8 English teacher but could be modified and used for different teaching 

situations at any grade level to meet the educational needs of students and teachers. This teacher 

has taught students in a traditional model, where teachers provide daily face-to-face instruction to 

all students; a hybrid model, where some students might be physically present in the classroom 

while others might be virtually present, or where students might be split into different groups with 

group A attending school and learning from home on some days and group B on the opposite days; 

and a fully virtual model, where all parties are using a virtual platform to communicate with one 

another. There are also flipped classrooms, where students complete readings and notes outside of 

the classroom so that class time can be spent collaborating with one another on assignments that 

are based on the work that was to be completed prior to class. The following activities are examples 

of how teachers could use podcasts in the English classroom. 

 

Activity 1: Book Review Podcast  

 

One way that teachers can use podcasts in the classroom is by having their students create 

a book review podcast as their own as a summative assignment, which is an assignment that comes 

at the end of a chapter or unit and is used to gauge student knowledge of material. The idea to have 

students create their own podcast to demonstrate proficiency comes from English teacher Elizabeth 

Hall (2020) who has given her students an assignment of creating a book review podcast in place 

of writing an essay. This would be an excellent project for any English teacher to use because it 

“gives student writers a real audience, a new opportunity for purposeful writing and revision, a 

chance to collaborate with peers, and – unlike the fusty book report – a genre that actually exists 

outside of the English classroom” (Rozema, 2007, p. 32).   

As students prepare to create the podcast, they can consult and utilize different websites 

and applications. Some of the most popular ones are Anchor, Audacity, GarageBand, and Alitu. 

Once technology is decided, teachers will have to give students the opportunity to familiarize 

themselves with the platform. From there, teachers should assign their students mini assignments 

with different objectives, such as having students record their voice, add sound effects, add music, 

and any other tasks that the students might be asked to include in their final podcast so that they 

can practice and work out any issues before starting to record their project. After this occurs, 

teachers will have to choose and share the parameters and a rubric for the assignment with the 

students.   

When Hall (2020) had her students complete the book review podcast, she suggested that 

they split the podcast into different segments: a brief introduction, a summary, an analysis, a quote, 

a recommendation, and a brief outroduction, which is exactly what she did in the example podcast 

called The Must Read Podcast that she made for her students. From there, it would be beneficial 
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to have students complete an outline or a script for what they are going to record. The grading will 

look different for every teacher, but some suggestions are to grade students on the content, whether 

or not they had all of the required segments, their voice volume and clarity, and their use of 

standard English while speaking. Finally, it would be in good practice for teachers to record an 

example of a book review podcast for students to listen to before they start recording their own, 

just as Hall (2020) did, so that they have a model to use as they begin working on the podcast 

creation process themselves. Allowing students the opportunity to create their own podcasts 

“facilitates critical engagement with content, which can lead to effective learning as students use 

the knowledge acquired in class as the foundation for subsequent learning as they put the content 

for their podcast together” (Ng’ambi & Lombe, 2012, p. 185). Making a podcast requires students 

to take their prior knowledge of reading, writing, and speaking and combine all of these into one 

final product. 

 

Activity 2: Listening to Podcasts  

 

Another way for English teachers to use podcasts in the classroom is by choosing different 

podcast episodes to have students listen to critically. In order for this to work, teachers should 

carefully choose podcasts and episodes that pair with and expand upon or demonstrate concepts 

that are being taught to students (Rozema, 2007). Once teachers choose their episode(s), they will 

have to decide whether they want students to listen to a podcast in its entirety or only specific 

chunks and how they want their students to listen to it. Teachers could assign the podcast outside 

of class, or teachers could choose to have students listen to the podcast as a whole group during 

class. Regardless of the method teachers choose, they will have to set a purpose for listening and 

provide some sort of note-taker or question sheet to students to ensure their critical engagement 

while they are listening and provide a debriefing period where students have the opportunity to 

engage in a discussion with their peers to talk and ask questions about what they listened to.   

For instance, if students in grade 8 were learning about narrative point of view and how 

differences in this can create suspense and humor, especially if the same story is being told from 

different perspectives, which is a standard in the reading literature category, then teachers might 

consider using the podcast Welcome to Night Vale. There are two episodes, and both are called 

“The Sandstorm,” but they are told by two different people from different cities as they each watch 

the same event unfold. For these two episodes, instead of listening to one first and then the other 

in their entirety, it would be both interesting and beneficial to play them in segments, listening to 

the first episode for a set amount of time or until it reaches a natural break in the actual podcast 

and then listening to the second episode in a similar fashion while students either take notes or 

respond to questions that the teacher creates. After each time of listening to the two episodes, there 

should be time for students to discuss what they just listened to with their peers, either in small 

groups or as a whole group.   

With these particular episodes of Welcome to Night Vale and keeping in mind the reason 

for listening, which is narrative point of view, some of the questions that students should be 
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thinking about include who the narrators of each episode are, what the different cities are called, 

the tone of each episode, with respect to both the narrators’ voices and any music that might be 

used in the episodes, the word choice of each narrator, and how the two different radio broadcasts 

would affect the listeners, specifically considering how the broadcasts might be received from 

residents in the different cities. These questions will allow students the opportunity to begin 

thinking about why the creators of the podcasts would have chosen to create these two different 

episodes with the two different narrators and what purpose it serves for listeners. This is significant 

since Ng’ambi and Lombe (2012) suggest that the process of making meaning from listening to 

podcasts is an active reflective process which requires students to bring prior knowledge into the 

activity. Students would then be able to apply this knowledge of point of view and its impact on 

the audience or readers to other stories that they read, other podcasts that they listen to, or to their 

own stories or podcasts that they create if that is the next step in a unit of study.   

 

Activity 3: Teacher-Created Podcasts  

 

An additional way that English teachers can use podcasts is by creating their own for 

instructional purposes and having students listen to them and take notes on them. This suggestion 

would be much more useful to English teachers who are operating on a flipped classroom 

instructional model or a hybrid instructional model because it would allow teachers to make better 

use of the time that they have with their students in the face-to-face in the classroom. Ideally, these 

podcasts would take the place of in-class lectures: teachers would record them and have students 

listen to them before they physically come to class so that class time could be better spent working 

on activities and collaborations with peers that give students the opportunity to demonstrate their 

knowledge and understanding of the concept that they just learned. After using a flipped model, 

Barry (2014) found that his students liked that he used music to introduce the podcast, jokes 

throughout the middle of it, and questions at the end and that they came to class more prepared, 

reading for whatever was on the agenda that day.  

If teachers are operating on a hybrid model where students are split into two different 

groups that come to school every other day, then the days where the students are learning from 

home would be the days to assign the podcasts so that the next time the students are physically in 

the classroom, they can participate in assignments that ask them to show their comprehension of 

the lesson. For example, a teacher might want his or her grade 8 students to be able to determine 

the theme of a text, how it develops throughout the text, and how it relates to the characters, setting, 

or plot, which is a standard in the reading literature category. The podcast that the teacher creates 

would probably start with defining what theme is, which is the main idea or lesson that the author 

wants to convey to the readers. It might then move into how students can find the theme by looking 

at what the characters say, think, and do, and what happens to these characters based on their 

speech, thoughts, and actions. The podcast might then give students some examples of themes, 

making note that themes have to be universal and a complete sentence, such as “be kind to others, 

and others will be kind to you.” To end the lesson, the teacher might read through a short story and 
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come up with a theme by highlighting the pieces of text that were important in determining what 

the theme was. When students come into the classroom the next day, their activity could be reading 

their own short story and determining what the theme of it is. 

 

Conclusion 

 

Incorporating podcasts into the English classroom by using any of the suggested methods 

or activities in this article might not magically solve all of the problems that teachers are facing 

right now, but podcasts do have a lot to offer educators and students based on their versatility. 

Teachers can create podcasts, have students create podcasts, or find existing podcasts that can be 

introduced to students in the classroom as supplemental materials for lessons. The number of 

existing podcasts is immense, and so is the subject matter of them. In addition, students can listen 

to podcasts anytime, anywhere, repeatedly, and on numerous devices. English teachers who have 

been considering using podcasts in the classroom should take the chance and see the impact they 

could have on student learning and engagement. 
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Abstract This reflective pedagogical article focuses on how the author made intentional decisions 

through social presence to create discussion forums that encourage, affirm, and promote language 

diversity within an eight-week online writing course. First, the author discusses her university 

context and classroom. Then she highlights her framework and why social presence is emphasized 

within this article. She also focuses on how she integrated discussion forums within the online 

writing course and gives two examples to show how discussion forums can be powerful tools in 

examining the role of language in academic discourse. Finally, the author reflects on what students 

learned and their experiences in creating the online writing course grounded in and promoting 

critical awareness of language used within the backdrop of academic discourse. 
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The shift in composition studies to allow the use of language variety in the writing process 

has increased. Translanguaging, or the act and approach in which multilinguals access their 

language resources to optimize effective communication, has proven to work in helping 

multilingual students  develop their academic writing skills (Canagarajah, 2011; Velasco & Garcia, 

2014), and there is still need for proper ethical pedagogical practices to help both educators and 

students understand the purpose of translanguaging in academic writing to teach students how to 

implement skills needed to acquire the targeted language variety for academic purposes and to also 

embrace  linguistic diversities (Matsuda, 2015; Zheng, 2017). This reflective pedagogical article 

focuses on how I made intentional decisions through social presence to create discussion forums 

that encourage, affirm, and promote language diversity within an eight-week online writing course. 

First, I discuss my university context and classroom. Then I discuss my framework and highlight 

why I emphasize social presence within in this article. I also discuss how I integrated discussion 

posts within the Online Writing Course (OWC) and give two examples to show how discussion 

posts can be powerful tools in examining the role of language in academic discourse. Finally, I 

reflect on what I learned and my experiences in creating the OWC grounded in and promoting 

critical awareness of language used within the backdrop of academic discourse.  

 When I first was introduced to translanguaging, it brought discomfort as it required a 

paradigm shift in how I perceived languages. In school we speak English; at home we speak 

Spanish; with friends I speak Spanglish. However, translanguaging recognizes our languages as 

fluid as opposed to static categorized boxes. Translanguaging, for me, acknowledged the many 

negotiations required to perform the linguistic choices based on a group, place, and purpose. It 

also helped deconstruct my conditioning to believe that the English language in my life was 

superior to the other languages I speak. Although, we cannot ignore English as a powerhouse 

within our society, that small recognition to “acknowledg[e] individual differences in 

communication… and implies that everyone, no matter what your first language is, has a unique 

linguistic repertoire that keeps developing and changing as it is being used in new context for a 

variety of audience” (Sánchez-Martín, 2016, p. 38) is important for those who have been taught 

otherwise. Implementing a translanguaging approach into the composition course comes with 

challenges since higher education is heavily rooted in what Matsuda (2006) called the ‘myth of 

linguistic homogeneity – the tacit and widespread acceptance of the dominating image of 

composition students as native speakers of a privileged variety of English” (p. 638).  If one wants 

to succeed in academic institutions, one must learn the language of power, and that is SAE 

(Standard American English). For many multilingual students to achieve in such a world where 

they must learn SAE, they are trained to revamp the way they speak and write without the critical 

awareness to have a choice in maintaining their language variety. Students of language varieties 

are at a disadvantage because the institution has created a sense of “otherness” that stigmatizes any 

different language varieties other than Academic English (Horner & Trimbur, 2002; Lu & Horner, 

2016), and this institutionalized ideology has influenced educators’ negative attitudes towards 
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these language varieties that cause students to feel stigmatized (Adger et al., 2018; Lucas et al., 

2015;).  

As a multilingual instructor and Latina, I know that language is “twin skin to my identity,” 

(Anzaldua, 1987, p. 59) and understand how institutions of power have policed my language to 

ensure I assimilated or performed based on the standards within the institution (Anzaldua, 1987, 

p. 59). I was also aware of how to negotiate these spaces at a young age. For example, if I were in 

a classroom with my teacher, I would change my dialect and speak the language needed to properly 

perform in that space. If I were speaking to my friends in Spanish, my dialect and language would 

change to be within that space. If I needed to translate a document for my mother who does not 

speak English, again, I had to perform to ensure that the receiver would not think me as 

uneducated; therefore, I would try to be on my best linguistic behavior in terms of proper 

grammatical structure and vocabulary along with the “proper” accent required to show what was 

necessary to complete a task.1 My point here is that although there have been great strides to inform 

compositionists of the myth of linguistic homogeneity, academia’s foundation is still built on the 

concept that language is static even though sociolinguistics has proven language to be fluid 

(Horner & Trimbur, 2002; Matsuda, 2012). Students of different language varieties may continue 

to feel marginalized and because of this, students may feel isolated and othered when entering the 

college classroom. It is important to investigate these issues, specifically in composition 

classrooms, as it is the course where some students begin their trajectory to learn the nuances of 

SAE. The need to add critical awareness to why we use SAE and to examine how others negotiate 

within the academic space is necessary as sometimes students with language diversities may feel 

pressured to assimilate to the idea of what a successful student looks like within the classroom 

(Matsuda, 2006).  

However, one of the issues I experienced when designing an OWC was how do I translate 

and create spaces in the OWC so I can ensure students still receive the same critical language 

awareness I bring to the face-to-face classroom? What online features can I use to create space for 

students to explore the role of language in academic discourse? If students desire to translanguage 

in an academic space, what can I do to reassure their decisions? Although there are numerous 

things done to help create my OWC in assisting multilingual students, this article focuses on ways 

I used the discussion forums to create a space and examine language in academic discourse while 

promoting language diversity.  

Online University Context 

 

My context is an online, asynchronous, eight-week OWC through a small, private 

university in rural South Georgia. My students were diverse in numerous ways. I had students who 

had returned to the classroom after 30 years’ experience of the workforce and recent high school 

 
1 I understand that some of these negotiations are a part of a bigger issue in terms of performing White for Whiteness’ 

sake. However, in these experiences, I highlight that language diverse students have been negotiating within these 

spaces at a young age to do what is necessary to succeed based on the resources they have. Please read Motha (2014) 

and Flores and Rosa (2015) for more on anti-racism and negotiating within White spaces.   
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graduates. I also had students who spoke with marginalized dialects and/or languages other than 

English often times pushed in the periphery. Therefore, it was important for me, as a critical 

educator to create spaces in an online setting for students to examine the attitudes around 

language(s) within the sociopolitical context as they position themselves as linguistically diverse 

students within a globalized world.  

I used the Community of Inquiry (CoI) framework as it lends itself to support a space for 

linguistic diversity and to promote higher-order learning (Garrison et al., 2001). The CoI 

framework uses social presence, teaching presence, and cognitive presence to “create meaningful 

learning experience,” or experiences that do not feel transactional in online spaces (Garrison et al., 

2000). However, in this paper I focus specifically on the use of social presence as it is the element 

where students and instructor's interactions help facilitate a place to “communicate purposefully 

in a trusting environment and develop inter-personal relationships by way of projecting their 

individual personalities” (Garrison, 2017, p. 25). In the eight-week OWC, students were required 

to examine language use in numerous stories and essays and reflect on the rhetorical techniques 

used to communicate the purpose in discussion forums. According to Stewart (2019), a CoI 

facilitates a place where students can engage in "dialogue and reflection" (p. 39) to examine their 

own beliefs and assumptions about a topic, and with peer and instructor interaction, students will 

construct new knowledge. The following section focuses on the discussion post feature that I found 

helpful in promoting language diversity for students to examine the role of language in academic 

discourse.  

 

Discussion Posts  

 

As a student and educator, I understand all too well that sometimes I may need help 

navigating discussion posts. I also understand the reputation discussion posts have where some 

students and sometimes instructors see it as a place of passive conversations where students may 

only “agree” with what a student states without promoting dialogue. However, discussion forums 

are also known as places where meaningful learning happens. Therefore, to create a collaborative 

space in the discussion forums I found it important to “monitor, probe, and contribute” to my 

student’s discussion posts (Warnock & Gasiewski, 2018, p. 5). If through social presence, my goal 

is to engage in and develop relationships with my students through online spaces, this means as an 

educator I must contribute to the learning experience so my students will see I am not a robot or 

“talking head” but an authentic instructor who understands linguistic complexities in academic 

discourse to establish a presence online (Aragon, 2003). Therefore, I participate in the discussion 

forums. I also know that it is important to promote and not force my desire for students to become 

social justice warriors or to share things they are not comfortable with in discussion posts and their 

main assignments. It is important to note students may find it difficult to write about their personal 

experiences due to personal trauma and physical differences, especially if they know it may be 

shared to their fellow peers (Scott, 2020). These concerns are ones that I considered when 

constructing the discussion posts. You will see in Figure 2 discussion posts that students will 
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always have options to give them agency in what they want to explore in the classroom. In what 

follows, I show the first two-week discussion posts to demonstrate how I created space for both 

instructor and students to exchange ideas about the assignments. Again, the goal was for students 

to see me as an integral part of the class through these interactions, and because of my own 

experiences as a student, along with the linguistic choices made, my hope was for students to also 

feel safe to explore their ideas of language in academic discourse.  

 

 Discussions Post 1 

 

In Module 1, I introduced myself in the welcome discussion topic (see Figure 1), and I 

gave an example of what I expect in the discussion forum or what Pelz identified as “leader-by-

example” (Pelz 2003, as cited in Hanover Research, 2009). Second, I hoped my students would 

read my discussion posts and noticed through my use of informal language and promoting 

language diversity, along with using authors who deliberately translanguaged in their writing, 

students would see these subtle actions as reassurance for them to feel safe in using their linguistic 

repertoires if they desired and through rhetorical modes, examine how we negotiate and use 

language in academic discourse.  

 

Figure 1 

Discussion Post 1 

 

   

 

 

 

 

 

 

 

 

 

 

 

 

 

Discussion Post 2  

 

I also used the discussion posts to create a space to encourage students to explore the role 

of language in academic discourse. In the second week, I introduced the literacy narrative essay 

assignment where I asked students to reflect on their journey to college. I also asked them to read 
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autobiographical short stories by authors who used languages other than SAE in their writings. 

Students were also required to read a student’s experience of adapting to SAE featured in their 

textbook. In the textbook Everyone’s an Author by Lunsford et al. (2017), the chapter, “The Need 

for Rhetoric and Writing,” gives a review of what is expected in the U.S. academic classroom. 

This textbook does a great job in addressing the myth of SAE as superior to other language 

varieties while teaching students how to learn the rhetorical skills needed to write in an academic 

setting. I also juxtapose short stories like Junot Díaz’ Money in which the author purposefully used 

Spanish and Spanglish without an in-written English translation, and Vershan Ashanti Young’s 

Should writers use they own English who writes in AAVE to convey a powerful message about 

language, identity, and academic discourse.   

The next step was for students to submit a discussion post pertaining to the readings 

discussed above, but to also think about their main assignment, the literacy narrative. I used 

Warnock’s discussion format to facilitate a space for written conversations as opposed to merely 

seeing responses as “transactional” and monotonous tasks (Warnock & Wasilewski, 2018, p. 67). 

Warnock mentioned that in order create meaningful discussions, teachers “should design 

straightforward prompts and then participate, that is, moderate, and build the dialogue” (Warnock 

& Gasiewski, 2018, p. 67). Within my discussion posts, I gave prompts that pertained to the main 

assignment and the readings (see Figure 2).  

 

Figure 2 

Discussion Post 2 

 

 
These decisions were intentional to build on social presence and a community with the 

OWC for students to explore a critical awareness of language use in academic discourse. One of 

the things you will notice is that option 2 does not touch on examining language as I must respect 

students’ choices if they choose not to engage in discussing their experiences that may bring on 
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personal trauma; however, they still were required to examine, analyze, and explain an image while 

reflecting on whether it was a difficult task for them. My hope was that although they did not 

specifically explore language in academic discourse and what it means to their identity, they were 

still identifying the skills they needed to navigate within the academic world.  

 

Reflections and Limitations 

 

When I transitioned to online teaching, I wanted to translate my goals as a critical educator 

that promotes language diversity in the classroom. When I am in the classroom, I can have 

meaningful instant conversation where both instructor and students can discuss experiences. My 

face-to-face classrooms relied on discussions to examine our roles and positions along with 

pressures when entering the academic classrooms. When I am in a face-to-face class, I share my 

own experiences as a first-generation student, multilingual writer, and my literacy trajectory. My 

goal in sharing these experiences is to demystify the idea of a perfect student entering the academic 

classroom. When I transitioned to OWC, I worried about the transition from in class to online; 

however, through social presence I found ways to bridge the online distance gap through 

discussion posts in the 8-week OWC. I found through engaging and responding to students in a 

timely manner, they shared more about their experiences and interests within the forums.  

Overall, I found many possibilities for educators to promote and advocate for language 

diversity in an OWC. There is still work to be done in terms of how I would like to translate my 

face-to-face interactions with online writing. I had assumptions that discussion posts would merely 

be transactional, however, through CoI, specifically social presence, I was intentional on how to 

create and probe students’ discussions. A few students discussed their own linguistic backgrounds 

and found the narratives both helpful and empowering. I can say that through the engaging 

conversations had in the discussion forms, some students shared powerful stories within their 

discussion posts that invigorated and influenced my desire to continue creating spaces that promote 

language diversity within the OWC.  
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Abstract Engaging student active learning and critical thinking to converge into academic 

empowerment requires transformative teaching to heighten their real-world connections. To 

achieve this form of methodology into praxis, one must reinforce the meaning of critical pedagogy 

for students in the classroom. For college classroom instruction in particular, the relationship 

between theory and practice is reinforced when college professors exercise their particular 

interpretation of critical pedagogy. The greatest way to engage every student at once is to 

continuously involve them in the learning process; no two students learn in the same way, so it is 

imperative to engage all students to ensure their overarching success. When all perspectives are 

considered, engaged, and discussed, the end result is a successful practice in critical pedagogy. 

Conclusively, it is through the academic dissection of ideas that a collaborative attempt at students 

regaining a sense of agency from the powers that is fully accentuated. 
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Every person on the planet is a student of life; accordingly, every great student was once 

under the tutelage of a great teacher. Optimal learning and critical thinking converging into one 

collective entity is the idealistic goal for any teacher wanting to impart knowledge onto students. 

For an English professor, connecting with the student body through writing is the fundamental task 

as writing is a process and artform that needs to be practiced to subsequently become perfected. I 

do not impose a standardized direction of thinking; instead, I privy students to other alternatives 

to ponder based on the experiences they bring to the table coupled with new knowledge amassed 

in the course. Once this is perfected, my personal methodology traverses their philosophical 

engagement which is a major step in students arriving at their intellectual awakening known as 

academic empowerment.  

 

Teaching Contexts 

 

Pulling from my personal experience in the college classroom, I define critical pedagogy 

as “using every available resource at my disposal to transform learning in such a way that real 

world connections are made by my students, then subsequently applied outside of the college 

classroom for the betterment of society.” When transformative teaching heightens the real-world 

connections that students take to transform the landscape of the world for the better, active learning 

and critical thinking on the part of the students converges into academic empowerment. In her 

article entitled “Are they empowered Yet?: Opening up definitions of Critical Pedagogy,” 

Thomson-Bunn (2014) critically examines what happens when students properly identify and 

actively engage in the idea of feeling academically empowered. Thomson-Bunn poses both a 

question and a rebuttal based on her own experience in the classroom and what feeling empowered 

means for her students: “Can writing be empowering? I was surprised to discover that more than 

half of my students either didn’t know or weren’t sure what empowerment meant” (p. 6). To further 

fortify Thomson-Bunn’s claim, students in the college classroom should be encouraged to strive 

for academic empowerment by demonstrating their distinctive cognitive abilities based on 

complete intellectual freedom. Because the public-school system (K-12) is designed in such a way 

that student success is measured solely on standardized test scores, there is little to no room for 

critical thinking; thus, students in the K-12 context, have a hard time arriving at and truly 

reinforcing what it means to be academically empowered. These problems presented by the public-

school system (K-12) extend to students’ college years. As a personal observation teaching the 

incoming freshman, they are unable to keep up with the intellectual freedom encouraged by 

professors who require they reach within the deepest part of their creative genius to produce 

something wholeheartedly authentic. When their intellectual individuality is called upon, students 

often resist due to this exercise in creative expression being a radical departure from the already 

defined, standardized collective that they are accustomed to. As Thomson-Bunn (2014) declares, 

“Empowerment is something we want to see happen in and/or for our students, and this makes its 

translation into classroom discourse crucial” (p. 6). There is an urgent need to help students reach 

academic empowerment by the professors who truly value the academic development and overall 
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enrichment of their students translating their personal methodology into practice and executing it 

into an academic setting.  

The most effective way to achieve this methodology into praxis is to properly identify and 

reinforce the meaning of critical pedagogy for students in the classroom. In the theoretical article 

entitled “Critical Pedagogy Principles in Teaching EFL Reading,” Yulianto (2016) offers the 

definition of critical pedagogy to place it in its proper context: “a broad terminology rooted in the 

critical theory of Frankfurt School, theology of liberation, humanism, Hegelian dialect, post-

colonialism, and post-modernism” as well as “the political reflection and action of liberation in 

seeking social justice by offering alternatives against the capitalistic, oppressive, and exploitative 

political systems” (p. 26). In essence, being “critical” means involving all parties present (which 

would be the professor and the students), while applying “pedagogy” refers to the practical method 

of teaching or delivering the most culturally relevant material to students in the most clear and 

concise manner possible. When placed together, the formal definition of “critical pedagogy” is 

well-defined when personal methodology is put into practice by connecting all parties on one 

simultaneous accord. In his two critical and pedagogical frameworks entitled Pedagogy of the 

Oppressed and Pedagogy of Freedom, Freire discusses what the true meaning of education is for 

professor and student(s) in relation to the powers who make the academic rules that both must 

ultimately adhere to. Paulo Freire (1993) reports in his pedagogical narrative framework entitled 

Pedagogy of the Oppressed that those who are oppressed “prefer gregariousness to authenticate 

comradeship; they prefer the security of conformity with their state of unfreedom to the creative 

communion produced by freedom and even the very pursuit of freedom;” furthermore, “they 

discover that without freedom they cannot exist authentically. Yet, although they desire authentic 

existence, they fear it” (p. 48). In education’s grand scheme, there are two schools of learning that 

diametrically oppose each other: the banking system of education places an emphasis on 

memorization for the sake of passing standardized tests and regurgitating what has been forced fed 

into the subconscious and the problem posing system of education that places more of an emphasis 

on thinking critically which also invites students’ personal life experience into the overall equation. 

There is an inherit problem with the banking system of education: “a person is merely in the world, 

not with the world or with others; the individual is spectator, not re-creator. In this view, the person 

is not a conscious being (corpo consciente); he or she is rather the possessor of a consciousness: 

an empty “mind” passively open to the reception of deposits of reality from the world outside” 

(Freire, 1993, p. 75). The banking system single-handedly robs students of the ability to think for 

themselves, which also cheats them out of any sense of academic independence that they could 

acquire. Appropriately, it is in the pseudo-sequel entitled Pedagogy of Freedom where Freire 

(1996) pinpoints the academic responsibility that all professors have: “one of the essential tasks of 

the teaching process is to introduce the learners to the methodological exactitude with which they 

should approach the learning process, through which the objects of learning are knowable” (p. 33). 

The problem associated with the critical framework of education is taken one step further as Freire 

discusses how there is a surprising relationship between “the oppressor” and “the oppressed.” On 

one hand, professors assume the role of the oppressors who oppress students with their personal 
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agendas especially when relying heavily on the banking system of education; on the other hand, 

professors also assume the role of the oppressed because they are bound to professing within the 

parameters of an already established system. To circumvent these limitations, the approach to 

critical pedagogy by the professor has the necessary leverage to be reinforced.  

 

Critical Approaches to Teaching Literature 

 

From August 2013 until May 2020, I taught Composition Two at Lone Star College-

University Park in Houston, Texas. Other important factors of student success, retention, and 

pedagogy include the time of day and the age range of the students. At Lone Star, all my classes 

spanned from early to late evening (5:30 p.m.-10:00 p.m.) and were tailored to accommodate non-

traditional students who juggle other responsibilities and commitments with school. Teaching 

Composition Two comes with many standard guidelines: emphasizing rhetorical analysis and 

critical thinking, advancing research and documentation, and writing extended arguments for 

academic audiences. In addition to fulfilling the student learning outcomes (SLOs), Composition 

Two has a heavy focus on argumentation coupled with a setup of literary genres (chief of which is 

a mandatory drama unit). To fulfill these requirements, I tailored the argumentative component to 

emphasize thematic concerns found in literature as the basis of argument found in my students’ 

academic essays. My personal goal as a professor is to bring out the latent potential of all my 

students through their written expression based on the subject matter pulled from the ancient Greek 

play Agamemnon by the playwright Aeschylus. I lead with Agamemnon to validate what happens 

when promises are broken within a monarchy, unlikely alliances are formed, emotion takes 

precedent over logic, and revenge is placed above morality of self. Agamemnon details the story 

of King Agamemnon and his subsequent return from The Trojan War only for him to, ironically, 

be killed by his wife Clytemnestra at the behest of his vengeful cousin/her new lover Aegisthus.  

Agamemnon further supports critical thinking by wrestling with the idea of justice on the 

rationale of relating it to the idea of vengeance and whether both have the potential to be reconciled 

with the demands of religion, the violence of human feeling, and/or the forces of fate. The 

application of these conceptual ideas, coupled with the execution of personal methodology to 

praxis, ensure that students’ critical thinking skills are utilized to their fullest intellectual extent. 

There is an immediate need for a modern contextualization of Agamemnon because the plot points 

presented by Aeschylus transcend time and make their way into today’s mainstream by illustrating 

such connective measures as familial ties that bind, illicit matters of the heart, and confliction 

between feelings and duty. To adhere to this immediate need, I have cultivated a contextualization 

process that follows a five-part breakdown:  

1. Prior to coming to class, the students are assigned to read and subsequently 

complete a one to two-page double spaced journal entry assignment covering 

Agamemnon. Once class begins, I show a quick six-minute YouTube video 

meticulously breaking down the key components of the play just in case someone 

either needs a quick reiteration or more of a general insight. This process is 
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important for critical engagement as Kellner and Kim (2010) report how “the notion 

of the “public sphere” is an important resource to examine the significance of 

voluntary individuals’ active engagement with the dominant reproductive mode of 

education” (p. 5);  

2. Pulling from both my scholarly practice and supplementary knowledge of 

Greek/Roman Mythology, I introduce the rich history of Agamemnon by 

illustrating six backstories that chronicle the following: (a) the meeting and 

subsequent marriage of the mortal King Peleus to the Goddess Thetis, (b) Eris (the 

goddess of discord) not being invited to their wedding which results in her crafting 

“the apple of discord” to instigate disharmony at the ceremony, (c) the Goddesses 

(Hera, Athena, and Aphrodite) fighting over said apple due to the inscription “For 

the fairest,” (d) Zeus electing the mortal Paris to make the final decision, (e) Paris 

selecting Aphrodite worthy of the apple and being rewarded with the hand-in-

marriage of Helen of Troy/Sparta which serves as the catalyst for The Trojan War 

with Agamemnon as the spearhead, and (f) conclude with a detailed examination 

(utilizing typed study guides that I provide for them) into how and why 

Agamemnon’s family tree is in utter disarray;  

3. To simultaneously reach everyone, I actively institute an up-to-the-minute 

retelling of Agamemnon (intentionally separate from the visual medium) in hopes 

of them connecting the events of the play to events in/from their everyday life since 

“education is a continuous communication of society through participatory 

dialogue, as well as through self-reflection. This is why education, as 

communication, can simultaneously promote individual development and a 

democratic society” (Kellner & Kim, 2010); 

4. Further engage the students by collectively performing the two post-stories 

(entitled The Libation Bearers and The Eumenides) to get them more immersed in 

the Greek world. Every student has a part to play in our class production as each 

one selects a character to portray, and then act out the events of the post-stories 

based on my verbalized stage directions. The span of the play takes us from a 

formulated plot of revenge and carried-out murder to the establishment of the Greek 

judicial system which ultimately ends with the murderer absolved of all charges. 

Engaging the students in this manner is vital for both their retention and their 

enrichment because it is “through dialogical communication with others, by 

discussing their everyday lives and uses of technologies, individuals can become 

active subjects of learning and their own future” (Kellner & Kim, 2010, p. 17). Not 

only does this process positively deviate away from the monotonous lecture 

structure, but it also helps strengthen their teamwork skills (one of their required 

student learning outcomes), which is advantageous to the learning process as 

Yulianto (2016) reports: “reading does not only consist of decoding the written 

language, but is also leaded by and interconnected with the understanding of the 
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world, for language and reality are vigorously interrelated. Reading activity can be 

performed through practicing several skills” (p. 29);  

5. Wrap-up the session with a lively discussion to determine how the themes 

concern the play along with the appropriate coverage of character development, 

context of time, cause of action, and the significance of place/space presented.  

From student feedback, the most engaging part of my five-part breakdown is acting out the post-

stories because they achieve a greater understanding of the characters and their motivations due to 

the fact that they are granted the opportunity to become those characters and carry out their 

motivations. Because I offer them a play that I am personally passionate about and meticulously 

take my time to demonstrate in a clear and concise manner, it makes the required drama unit the 

highlight of the class and I am able to reinforce my critical pedagogy when my personal 

methodology translates into executed praxis.  

 

Lessons Learned/Moving Forward 

 

For college classroom instruction, the relationship between theory and practice is put to the 

test when professors take it upon themselves to both define and exercise their own personal 

interpretation of what critical pedagogy is. In the article entitled “Critical Pedagogy Beyond the 

Classroom Walls: Community Service-learning and Spanish Heritage Language Education,” 

Leeman et al. (2011) build upon the foundation set in place by Paulo Freire and unanimously agree 

that critical pedagogy “encourages students’ active engagement with knowledge, presents a 

framework for understanding the structural causes for social “problems,” and posits ways that 

hegemonic practices may be resisted or transformed through participatory democracy and 

collective action” (p. 3). The greatest way to engage students is to continuously involve them in 

the learning process every step of the way, just as I do with Agamemnon in my drama unit. No two 

students have the same learning style, so it is always necessary for a professor to engage every 

student to ensure that every corner of the intellectual spectrum is fully represented. When all 

perspectives are considered, engaged, and discussed, the end result is a practice in critical 

pedagogy because it is through the academic dissection of ideas that society will be challenged, 

further accentuating a collaborative attempt at students regaining a sense of agency from the 

powers that be (society).  

In her proposed colloquium entitled “The Multi/Plural Turn, Postcolonial Theory, and 

Neoliberal Multiculturalism: Complicities and Implications for Applied Linguistics,” Kubota 

(2016) identifies how: “the gap between theory and practice or the fallacy of pedagogical practice 

deemed progressive was discussed extensively in the 1990s in relation to the process-oriented 

teaching of literacy” (p.11). Despite the fact that this argument was presented in the early nineties, 

its effects are still relevant as demonstrated by the role they play in the college classroom. 

Obstacles have presented themselves when implementing my five-part process and should be 

considered/understood in the event that other professors may attempt to adopt this into practice. 

While the goal is to unlock student intellectual potential, you will always encounter students who 



Inspiring Pedagogical Connections 2021 (6) 

Moore, How Personal Methodology Traverses Philosophical Engagement    40 

 

are simply disinterested or absent. To supplement these minor setbacks, it is imperative that all 

students are accounted for by assigning them more than one part to portray in the play; this way, 

everyone is actively engaged for the entire time. Additionally, you may run into a student who is 

distracted by their cellular device. Use cellular devices to your benefit by requiring students to 

look up important details pertaining to the play and/or post-story performance; they always elect 

to join the rest of the class as their tool of distraction now becomes a device for educational 

purposes. These minor difficulties are a welcomed addition to active engagement because they 

present professors with opportunity to strengthen their personal methodology, just as Kubota 

concludes in her article: “Increased attention to places where real problems exist can make our 

professional activities more socially meaningful and transformative” (Kubota, 2016, p. 18).  

Despite these instances, the five-part process regarding Agamemnon has proven 

advantageous based on the pass rate of the Composition Two final examination. On May 9th, 2018, 

Mr. Matt Faulk (one of my former students) utilized Agamemnon on his final examination along 

with three other works of literature to demonstrate a connectivity of abandonment versus betrayal 

by arguing how this conceptual idea accomplishes the embellishment of character leading to 

sensations such as freedom, vengeance, hope, and sadness. Faulk postulates how:  

Greek tragedies are renowned for their use of death and betrayal, and Agamemnon 

is no exception. Upon returning victorious from a bloody, ten year long Trojan war, 

Agamemnon is promptly killed by his wife Clytemnestra. According to the 

backstory, her betrayal is fueled by his sacrifice of their daughter, Iphigenia, prior 

to his departure to the war. She denotes his treachery several times, such as, “he 

killed her by falsehoods, by falsehoods he dies as well” (Aeschylus 39). In this 

example, betrayal comes in the form of hatred and vengeance.   

Based on Faulk’s precise literary analysis of Agamemnon, the application of personal methodology 

with an execution in critical praxis is successful in bringing contextualization to this ancient Greek 

play as the focus is placed on thematic concerns with emphasis on argumentation as required by 

Composition Two. In the end, my students gain a newfound appreciation for the classical Greek 

dramas not only for the lessons they amass from them, but for the knowledge they acquire and 

subsequently apply to everyday life for society’s betterment.  
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Abstract With the loss of the Qing dynasty in 1898, China had been in crisis, such as an invasion 

of imperial powers and the loss of the Opium war. In order to join the modernized nations, China 

used the model of developed countries such as Russia, Japan, and the U.S. with the goal of 

achieving a modernized socialist nation. Chinese reformers emphasized the importance of 

education that contributes to the nation’s development. The acknowledgment of sex education 

emerged when the state regarded its population as a national development source and 

modernization. However, thoughts on sex education differed by each reformer. Primary Chinese 

reformers Liang Qichao, Mao Zedong, and Deng Xiaoping incorporated their priorities for 

socialist modernization into sex education. While Chinese reformers are perceived to utilize sex 

education to gain dominance over Chinese people, they attempted to achieve their goals such as 

modernization, economic development, and socialist development.  
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Since the loss of the Qing dynasty in 1898, China’s modernization has been tied to reforms 

in education. One of the focuses of educational reform was sex education. In order for China during 

the early 1920s to attain national strength and modernization, the population was considered as 

“the main source of social and economic wealth, a force of great potential” (Aresu, 2009, p. 533). 

The state took the lead in managing human productivity and increasing population quality. Several 

Chinese reformers, such as Liang Qichao, criticized traditional Chinese norms that devalued 

women. Liang thought women’s education regarding reproduction was a key to promoting 

eugenics as a way to produce physically and mentally healthy young individuals. Several Chinese 

reformers also actively introduced education models from foreign countries such as Japan and 

France. However, when Mao Zedong took leadership in the ruling communist party of the 

“People’s Republic of China” (PRC) in 1945, Maoist egalitarianism abolished birth control during 

the Cultural Revolution and instead promoted women’s liberation. After the Cultural Revolution, 

Deng Xiaoping took the PRC leadership. Unlike Mao’s way of socialist educational reform, Deng 

considered fostering elites through education as a key to advancing towards socialist 

modernization development. Corresponding to Deng’s emphasis on the development of human 

capital, a new form of sex education was created. This research paper explores how China utilized 

sex education not only to gain dominance over Chinese people but also to achieve their goals such 

as modernization, economic development, and socialist development by Chinese reformers: Liang 

Qichao, Mao Zedong, and Deng Xiaoping.  

 

The Rise of Sex Education Led by Liang Qichao 

 

In response to the loss of the Qing dynasty after being defeated by Japan in 1898, Chinese 

intellectual reformers like Liang Qichao took a critical view of Chinese traditional education, 

emphasizing Confucian philosophy, which teaches that women are considered inferior to men. 

Despite the deeply entrenched Confucian idea, Liang Qichao claimed the nation’s strength 

depended on the number of people in production and emphasized women’s contributions to the 

nation as the mothers of the citizens. He believed that women should also be valued as national 

wealth generators. Liang emphasized the importance of maternal education and prenatal care and 

advice, which were ignored in the Confucian ideal (Shen, 2016).  

Liang also promoted the importance of women’s role in terms of reproduction. In early 

1902, Laing Qichao, who was influenced by Darwin’s evolution theory, believed that developing 

children’s brains through education was a key to escape from a weak Chinese position in the world 

(Bai, 2001). In the early 1920s, the PRC promoted generating eugenic generations. They believed 

that only sex activities between conjugal couples who were healthy could generate eugenic 

generations. Despite the advocacy of eugenics for racial improvement, the practice of birth control 

was not publically implemented (Aresu, 2009). 

In order to improve the quality of individuals mentally and physically, the government 

encouraged sexual education within the family. Parents, especially mothers, were considered 

responsible actors to educate their children about sexual hygiene, morality, ethics, reproduction, 
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and changes in puberty. The aim of education was to provide young children with a sense of 

responsibility for their sexual behaviors in society and skills to discern between moral and immoral 

actions and socially acceptable and unacceptable behaviors (Aresu, 2009). 

When China began to be conscious of the gap between China and developed Western 

countries’ educational systems, China was desperate to model Western education observed by the 

educational reformer Liang Qichao in 1898. However, he began to use Japan as a model of 

modernization. This was because China valued Japan’s demonstrated success in adopting Western 

learning as well as reserving Confucian principles (Bai, 2001). This also affected the reform of sex 

education. Lu Xun, who studied the Japanese model of sex education, began to promote the 

introduction of sexual hygiene classes in China in 1908. In the early 1920s, Zhang Jingsheng, who 

came back from study abroad in France, also promoted sex education in middle school to prevent 

students from committing inappropriate sexual behaviors because students tend to change 

physically at the age of puberty and become aware of sexual desires. Nevertheless, this education 

was limited to intellectual elites in urban areas (Aresu, 2009). 

 

Mao’s Period: Abolishing Birth Control of Zhou Enlai and Promoting Women’s 

Liberation   

 

With the rise of the PRC in 1949, Mao Zedong took control over mainland China as the 

leader of the Communist Party. The modernization project became radicalized due to the socialist 

ideology. The relationship between sexuality, health, and modernization was still preserved; 

therefore, the concept of sex education established before 1949 continued. However, the 

communist leaders rejected eugenics and genetic aspects in sex education, denouncing that they 

were “bourgeois science.” Mao Zedong, who believed in Marxist-Leninist ideas, promoted 

socialist economic development. According to Marxist-Leninist thinking, a socialist society can 

be as progressive as capitalism because a socialist society values proletarian interests. The 

proletarian interests reflect the majority of the population, unlike a capitalist society that focuses 

on only a small part of the population—the bourgeois class (Gamberg, 1977).  

 

Sex Education and Birth Control Promoted by Zhou Enlai 

 

Despite the criticism about teaching sex education by other communist leaders, the premier 

of the PRC, Zhou Enlai engaged in promoting sex education and dealing with the growth of the 

Chinese population. Around this time, due to a dramatic increase in the Chinese population, family 

planning and population limitation were taken into consideration under national control (Fraser, 

1977). Individual sexuality was also rapidly regulated by the state in virtue of national social 

development.  

For Zhou Enlai, sex education in schools was considered an important means to regulate 

individual sexuality. He devoted himself to promoting sex education and officially declared the 

need to promote scientific sexual knowledge among young people for the healthy growth of the 
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Chinese population. He stressed young people’s sex education at the appropriate age for the 

elimination of feudal ways of thinking, which included deep-seated taboos and prejudice around 

the term, sex. He also believed that the complicated concept of sex should be translated into pieces 

of knowledge that young people could understand in education. (Aresu, 2009; Dalin, 1994). During 

the 1950s and 1960s, sex education, such as sexual physiology, was regarded as an essential course 

for young people to understand questions of love, marriage, and the family. Since 1952, classes on 

physiology, reproduction, hygiene, and health care for mothers and babies were integrated into 

biology courses in several senior middle schools in China (Aresu, 2009).  

In 1963, Zhou Enlai emphasized the need to control the population’s growth through birth 

control and contraception education. According to Fraser (1977), the practice of birth control was 

highlighted because some adolescents got married before becoming mature enough, which caused 

depression. Fraser also argued that some women were afraid of having trouble regarding giving 

birth and child care. Birth control education encouraged Chinese adolescents to get married and 

have children in a planned way. The discussion was usually limited to the necessity of using 

contraception for population growth and social topics such as love and marriage. Even in various 

public media, discussion about sexual relationships such as arousal, sexual responses, and 

frequency of intercourse was hardly covered, while social topics, such as love and marriage,  and 

medical topics, such as sexual dysfunctions, were often discussed. Moreover, studies on sex 

education were limited to the reproductive system and endocrinology (Francoeur et al., 2004).  

Despite Zhou Enlai’s dedication to promoting sex education, Zhou's opinions regarding 

sex education and birth control were not supported by Mao’s ideas concerning sex education. Mao 

Zedong was reluctant to reinforce sex education. For Mao, who elevated education combined with 

productive labor in 1957 in order for individuals to develop morally, intellectually, and physically, 

sex education was a potential threat to young people’s moral integrity (Aresu, 2009; Pepper, 1980). 

With the launch of the Great Leap Forward, which aimed to boost China’s agricultural and 

industrial production in 1958, Mao obstructed the introduction of birth control (Aresu, 2009).  

 

Mao’s Focus on Women’s Liberation 

 

Rather, Mao propagated the elevation of women’s status because of his belief that women’s 

liberation was tied with socialist economic development. Mao thought that women’s liberation 

was the key to raising socialist consciousness among people in a proletarian-oriented economy 

(Chang, 2013). In China, the traditional patriarchal family structure oppressed women's rights and 

status. Their roles were often confined to housework and childcare. Women were not equally paid 

for their labor and depended on men for their livelihoods. Mao believed that this was a threat to 

establishing a socialized economy because men’s dominance over women is a form of capitalist 

exploitation. Mao encouraged women to work in society in ways similar to men to achieve equal 

status. He promoted gender equality so women could realize their productive potential; therefore, 

masses of women were mobilized to participate in productive labor in order to build a great 

socialist society (Wielink, 2018; Shen, 2016).  
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Although women’s level of independence increased under Mao’s social ideology, Mao’s 

radical ideology during the Great Leap Forward, which promoted collectivization in agricultural 

production, harmed women. Rural women became wage laborers, who undertook roles such as 

planting and carrying agricultural materials, and they had to maintain house chores and childcare 

which they had been responsible for before collectivization (Wielink, 2018). 

As for population control, Mao regarded negative attitudes towards female offspring in 

rural areas as a problem in population control (Fraser, 1977). His view on this matter went against 

Maoist egalitarianism, which was attributed to a socialist ideology that promoted removing social 

class consciousness. Following Maoist egalitarianism, Mao incorporated peasant life into the 

school curriculum. Education prevailed at the village level with the establishment of  

Min-pan schools that allowed peasants and rural workers to attend school half-time and farm half-

time. The shortened school time also allowed girls to join schools and to obtain some education 

and literacy (Chang, 2013; Shirin, 1994). According to Wielink (2018), as women accessed the 

outside world by attending literacy classes, the more liberated their thinking became.  

Nevertheless, Mao’s women’s liberalization was not centered on women’s gender equality 

but was intended to allow women to be equal participants in socialist struggles and to be equal in 

physical strength with men in building the Chinese nation.  

 

Tabooed Sex Education During the Cultural Revolution 

 

During 1966-1976, Mao Zedong launched the Cultural Revolution that planned to make 

China a socialist country to escape from federal and capitalistic ideals. Young people were 

encouraged to study Marxism, Leninism, and Mao Zedong's thought on sex and moral education 

content (Aresu, 2009; Fraser, 1977). Discussing any aspect of personal life, such as romantic 

relationships or sex, was considered bourgeois and taboo (Family planning, 1977). Therefore, any 

context sexual knowledge except for sexual hygiene, biology, and physiology was discouraged, 

criticized, and excluded from the school curriculum.  

Moreover, since non-marital sexual activities and homosexuality were also considered “bourgeois 

activities,” Mao promoted a model of monogamous marriage in the Marriage Law of 1950. The 

Marriage Law outlawed arranged marriages, prostitution, child betrothal, and concubines but 

allowed women to choose their partners, which were not practiced in Chinese feudal society 

(Aresu, 2009). However, many peasants were hesitant to send their girls to schools, and prejudice 

towards female responsibilities in households entrenched in traditional peasant society led to a 

failure of the Maoist egalitarianism (Shirin, 1994). 
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The Post-Mao Period: Deng Xiaoping’s Focus on Adolescent  

Sex Education and Birth Control  

 

After the Maoist period, Deng Xiaoping, the new communist leader, led the Chinese 

socialist modernizing project. He did not continue Mao’s way of educational reform because 

Mao’s focus on mass and egalitarian education resulted in economically backward and 

unprogressive social development. Deng, who acknowledged the need for capitalist economic 

development as a step of Chinese socialist modernization, emphasized the development of science 

and technology. Deng’s socialist ideology also contributed to human capital planning, such as 

training skilled people and elites (Pepper, 1980). As a result, the significance of sex education 

among adolescents and birth control reemerged. 

 

The Basic Principles of Sexual Education for Adolescents 

 

The structure and discussions of sex education in the post-Mao period seemed to revert to 

1920s aspects of sex education as intellectual scholars emphasized that scientific sexual knowledge 

was the basis of access to sex education (Aresu, 2009). Basic principles of adolescent sex education 

claimed that knowledge about sex should intersect with moral education. This meant that educators 

would be responsible for integrating sexual physiology and psychology and other scientific sexual 

knowledge with teachings in morality and law. In China, it was considered that sex education is 

not only about the special relationship between the sexes but also contributed to the demands of 

social development and social moral restrictions because of its interacting relationships with study, 

labor, and leisure. Therefore, educating students on the issue of sex was regarded as helping young 

people to understand their social responsibilities and that their behavior can impact other people 

and society (Dalin, 1994).  

 

Family Influence on Children’s Earliest Sex Education 

 

The government also promoted sex education not only in schools but also in families and 

society. For example, parents were expected to introduce reproduction and differences between 

the two sexes to their children at an early age. The discussions with children about physical and 

psychosexual development were encouraged before children entered puberty. In order for 

adolescents to adopt Deng's ideology of love, marriage, family, and giving birth, sexual morality 

and health education were promoted in primary and middle schools. Adolescent sex education was 

later included in the "Moral Education Program in Middle Schools." It recommended a curriculum 

containing psychosexual hygiene, the proper contact with the opposite sex, and true friendship and 

love that occurred in junior middle schools as well as adolescent psychosexual health education, 

topics on love and friendship, and family planning that occurred in senior middle schools (Aresu, 

2009).  

 



Inspiring Pedagogical Connections 2021 (6) 

Sugihara, Chinese Sex Education for Socialist Modernization    48 

 

 

Reemergence of China’s Birth Control Project and Family Planning Campaign  

 

Due to Mao Zedong’s policy of population expansion and in order to supply manual labor 

for productivity, China’s dramatic population growth was an urgent problem after the Mao period. 

Deng then introduced the one-child policy in 1978 as birth control to deal with population growth. 

The government began to reinforce family planning campaigns such as postponing having children 

and using birth control. By the mid-1970s, the state introduced the family planning slogan "Late, 

Long, and Few," which encouraged longer intervals between births, later marriages, and fewer 

children (Zhu, 2020). Because the state focused on reducing its population and developing human 

intellectual resources, the government introduced the significance of eugenics, which had been 

avoided under Maoist rule. The eugenics policy promoted healthier births and preventing genetic 

flaws. This also supported premarital medical checks as a way to investigate hereditary diseases 

relating to mental health and venereal disease. When the couples were regarded as unsuitable for 

reproduction, government and doctors strongly encouraged sterilization and abortion to prevent 

so-called inferior births (Dikötter, 1998). 

 

Education for Adolescents to Prevent Sexual Mistakes  

 

Another reason that the government promoted sex education among young people was to 

prevent immoral sexual activities. As China conducted the open-door policies, more information 

and knowledge on sex was being introduced into China from foreign countries. This caused 

Chinese adolescents to gradually reach puberty at an earlier age. Because education on morals and 

law in the schools had not been effectively implemented, more young people tended to fall in love 

at an early age and commit sexual crimes and engage in misconduct such as rape and teenage 

pregnancy (Aresu, 2009; Dalin, 1994). Therefore, many research investigations were conducted to 

explore scientific education concerning puberty, adolescent patterns of development, and the 

means for promoting sex education. In two urban cities, Beijing and Shanghai, teachers were 

trained by the state in courses concerning sex education and sexual morality (Dalin, 1994). 

 

Promotion of Eugenic’s Education Among Adolescents 

 

In the early 1980s, the importance of birth control in school education was recognized 

again. Education curriculum for adolescent physiology and hygiene encouraged prioritizing 

education in the topics of physiology, hygiene, late marriage, and family planning. Courses 

concerning physiology and health education were introduced into the first years of middle school. 

Population studies were introduced into courses on sexual hygiene in many senior middle schools 

to raise the issues of postponed marriages and birth control. Schools also provided textbooks 

including information about birth control such as contraception, reproduction, and abortion (Aresu, 

2009). Moreover, handbooks about eugenic births and fetal education were available in bookshops, 

whereby young couples were encouraged to educate themselves about morality and behavior 
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regarding marriage and birth (Sleeboom-Faulkner, 2010). Therefore, sex education led by Deng 

Xiaoping was used to preserve the healthy development of adolescents, to improve individuals 

mentally and physically, and to guarantee the progress of society as well as the prosperity of the 

Chinese race.  

Despite these policies and promulgations from the government, sex education programs 

were not successfully implemented in schools due to a lack of trained teachers and financial 

resources. Most schools failed to present the subjects of population theory and sexual moral 

education but only taught about sexual hygiene and the reproductive system. As for the birth 

control project, education was limited to urban cities because of the lack of access to healthcare, 

family pressure, boy preference, and poverty in many rural areas (Sleeboom-Faulkner, 2010). As 

for eugenics education, the one-child policy was criticized internationally and nationally for the 

violation of human rights and women's reproductive choices. Some intellectual scholars have 

argued that the information or knowledge about heredity, venereal disease, reproduction, and 

mental disorders obtained through genetic and premarital medical checkups and eugenics 

education could lead to discrimination against people with particular genetics, such as deaf people, 

people with Down syndrome, autistic people, and women (Sleeboom-Faulkner, 2010).  

 

Conclusion 

 

Three Chinese reformers: Liang Qichao, Mao Zedong, and Deng Xiaoping led various sex 

education programs that started in the 1920s. All of those programs played roles in different ways 

in developing a new China.  

Since China started its modernization project to catch up with developed countries, China’s 

population control policies played important roles in the nation's development. These policies 

intended to foster healthy individuals who could contribute to the development of China into a 

modernized nation. In the 1920s, Chinese reformers like Liang Qichao were sensitive to the 

development gap between China and modernized countries such as the U.S., Europe, and Japan. 

Liang Qichao attributed the difference in the nation’s development to race diversity and believed 

in Darwin’s evolutionary theory, leading him to promote sex education through educating mothers 

and promoting eugenics. Premier Zhou Enlai attempted to produce mentally and physically healthy 

individuals through sex education as a key to controlling a growing population. Mao Zedong, on 

the other hand, regarded sex education and birth control as threats to moral integrity and Maoist 

egalitarianism. Mao instead promoted women’s liberation while advancing plans of mass 

education and removing class consciousness. This was because Mao’s ideology was attributed to 

Marxist-Leninist thinking that prioritized changing the minds of Chinese people to socialist 

consciousness over the capitalist way of industrialization.  

As for Mao’s plan to liberate women, he promoted women’s roles in farms and women’s 

education, especially in rural areas. However, Mao’s project did not successfully implement 

women’s liberation due to his ignorance of gender equality. In Mao’s women’s liberation project, 

he intended that women should be equal participants in socialist struggles and to be physically 
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equal with men in building the Chinese nation. Subsequently, because of Mao’s limited 

understanding of gender equality, women’s liberation was not achieved during the Cultural 

Revolution.  

Unlike Mao's ideology for the nation's socialist modernization, Deng Xiaoping focused on 

capitalist development as a way to achieve socialist modernization. Therefore, Deng emphasized 

the quality of population and producing elites through sex education, whose topics focused on birth 

control, eugenic studies, and sexual morality.  

Thus, the goals of the three leaders were consistent with developing the country into a 

modernized socialist nation. They employed sex education to achieve their different outcomes, 

such as racial evolution, improving social consciousness among people, birth control, and capitalist 

development. These reformers utilized sex education, including eugenic studies, social morality, 

women's equality. Not only gaining dominance over Chinese people but also promoting China as 

a modernized nation to compete with other developed countries such as the U.S. and Japan.  

 

 

References 

 

Aresu, A. (2009). Sex education in modern and contemporary China: Interrupted debates across 

 the last century. International Journal of Educational Development, 29(5), 532–541.

 https://doi.org/10.1016/j.ijedudev.2009.04.010 

Bai, L. (2001). Children and the survival of China: Liang Qichao on education before the 1898  

reform. Johns Hopkins University Press, 22, 124–155.  

https://doi.org/10.1353/late.2001.0005 

Chang, S. (2013). The changes of Mao Zedong thoughts on women’s liberation after the  

founding of People’s Republic of China. International Conference on Advances in 

 Social  Science, Humanities, and Management, 922–926.  

Dalin, L. (1994). The development of sex education in China. Chinese Sociology & 

 Anthropology, 27(2), 10–36. https://doi.org/10.2753/csa0009-4625270210 

Dikötter, F. (1998). Imperfect conceptions: Medical knowledge, birth defects, and eugenics in  

China. New York: Columbia University Press. 

Francoeur, R. T., Noonan, R. J., & Opiyo-Omolo, B. (2004). The continuum complete  

international encyclopedia of sexuality. Bloomsbury Academic. 

Fraser, E, S. (1977). Planning and sex education: The Chinese approach. Comparative 

 Education, 13(1), 15–28. https://www.jstor.org/stable/3098936 

Gamberg, R. (1977). Red and expert: Education in the People's Republic of China. Schocken 

 Books. 

Pepper, S. (1980). Chinese education after Mao: Two steps forward, two steps back and begin  

again? The China Quarterly, 81, 1–65. https://www.jstor.org/stable/652801  

Shen, Y. (2016). Friedrich-Ebert-Stiftung. Feminism in China An Analysis of Advocates, 

Debates, and Strategies, 1–24. https://library.fes.de/pdf-files/bueros/china/12947.pdf  

https://doi.org/10.1016/j.ijedudev.2009.04.010
https://doi.org/10.1353/late.2001.0005
https://doi.org/10.2753/csa0009-4625270210
https://www.jstor.org/stable/3098936
https://www.jstor.org/stable/652801
https://library.fes.de/pdf-files/bueros/china/12947.pdf


Inspiring Pedagogical Connections 2021 (6) 

Sugihara, Chinese Sex Education for Socialist Modernization    51 

 

 

Shirin, M, R. (2006). Modernisation and gender: education and employment in post‐Mao 

China. Gender and Education, 6(2), 119–129. 

https://doi.org/10.1080/0954025940060202  

Sleeboom-Faulkner, M. (2010). Eugenic birth and fetal education: The friction between lineage 

enhancement and premarital testing among rural households in mainland China. The 

China Journal, 64, 121–141. https://www.jstor.org/stable/20749249  

Zhu, X. W. (2003). The one child family policy. Archives Diseases in Childhood, 88(6), 463–

464. https://adc.bmj.com/content/archdischild/88/6/463.1.full.pdf  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Risa Sugihara is a sophomore at the Soka University of America, a liberal arts university in 

Southern California. She is studying Humanities because she is interested in literature, history, and 

gender equality studies. She is also interested in SDGs Goals and has published an article in 

Consilience: The Journal of Sustainable Development, in Issue 22, Colombia University, 2020. 

 

https://doi.org/10.1080/0954025940060202
https://www.jstor.org/stable/20749249
https://adc.bmj.com/content/archdischild/88/6/463.1.full.pdf


Inspiring Pedagogical Connections 2021 (6)  

Pham, Education as Indoctrination in the Third Reich     52 

 

 

Research 

 

 

 

 

 

Education as Indoctrination in the Third Reich: 

Navigating the way forward from a brutal past  
 

Quang N. Pham  

Soka University of America 

 

 

Abstract The respective work sheds light on the National Socialist education as a means of 

ideological indoctrination by examining Hitler's education dogma as well as radical changes in 

curriculum construction and teaching methods under the command of Nazi dictators. It also offers 

a glimpse into the ideals of democratic education and trends in modern-day education compared 

to those in Nazi Germany. An education that fails to foster moral responsibility, intellectual 

independence, and curiosity beyond the classroom setting is not education but indoctrination at 

best. Therefore, we must realize the manipulative and pseudo nature of the Nazi education, identify 

a looming recurrence of the same problems in our own system, and be critical of such shortcomings 

to prevent the possibility of another Holocaust and bridge a brighter future.  

 

Keywords: Nazi Germany, Fascism, Antisemitism, Education, Indoctrination, Intellectual 

suppression  

 

 

 

 

 

 



Inspiring Pedagogical Connections 2021 (6)  

Pham, Education as Indoctrination in the Third Reich     53 

 

Hitler once claimed, “In my great educative work, I am beginning with the young; with 

them, I can make a new world” (Rauschning 246). Hitler and his henchmen recognized early on 

the need to enforce their ideology on youth education since education is the bedrock of every 

society. The youth, though the youngest and most impressionable section of the population, is the 

legacy for the youth's future. The Nazi regime wanted to cultivate a loyal following and thus, 

executed radical education “reforms,” making the field one of the most fundamental parts of its 

plan to transmit Anti-Judaism beliefs and forge a national identity. This study examines the way 

Nazis disseminated mass indoctrination under the disguise of “education,” its correlation with the 

modern-day learning system, and the meaning of an ideal education. Although the era of Nazi 

Germany has long ended in the past, the lessons it left for humankind are timeless and more than 

relevant today. Learning about education under the Nazis is also an opportunity to re-examine our 

own system – the connection that has not been adequately addressed in the secondary literature on 

the Third Reich. The vision of another Holocaust is looming, and it is likely to recur if our own 

education crosses the same path as the Nazi “education.” 

As a subject of study, education proves its worthiness with the powerful potential to affect 

one’s pathway of life. Many people believe that proper education, especially a formal one, is 

crucial to future success and moral living. In fact, we have seen many of the greatest men 

throughout human history who flourished thanks to a solid educational background, and we have 

also seen some of the most notorious perpetrators of all time that were improperly educated. Hitler 

himself was not known for being an excellent student at school. Despite his wish to attend a 

classical school and become an artist, Hitler was sent to a technical school by his father and did 

poorly (Kershaw 8). He dropped out of school at the age of 15 after failing too many exams and 

refusing to repeat the year. Later, Hitler tried to follow his passion for art. He applied to the 

Academy of Fines Arts Vienna but got rejected twice. His paintings were “prosaic, utterly devoid 

of feeling,” and, interestingly, “represented a profound disinterest in people” (Spotts 172). Even 

today, when people try to reason the roots of Hitler’s evil, many are still firmly convinced that his 

lack of formal education is a significant cause. However, there still exists a paradox since history 

has proven that a lot of well-educated people can still end up committing the deadliest crimes. This 

was a reality in the Third Reich as the Nazi regime was organized and supported by a large number 

of highly-educated figures – politicians, doctors, lawyers, business owners, etc. For instance, Josef 

Mengele, or the Angel of Death, was a high-ranking Schutzstaffel official/doctor responsible for 

the selection of victims for gas chambers and many inhumane medical experiments on Jewish 

people in the torture prisons, including the infamous Twin Experiment. He, however, had 

doctorates in both anthropology and medicine (cum laude) from prestigious German universities. 

Cases like Mengele require us to redefine our perception of education. Is it expected that educated 

people will behave with better morality? Is there a link between the moral sense of human and 

formal education? In case there is such a connection, are there any forms of formal education that 

fail to raise the moral standards? If so, are these forms still be considered “education,” or are they 

something else? What are the elements in education that can ignite or extinguish empathy in 
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students? These are the questions that I attempt to answer by investigating the Nazi camouflaged 

education.  

The first part of the paper will discuss Hitler's education ideology, and the second part will 

record major education “reforms” by the Nazis. In the context of Hitler’s de-intellectualized 

education principles, the regime conducted an immense revision of new teaching methods and 

curriculum. The third section aims to deconstruct the meaning of a “right” education, which is 

essential for the avoidance of future recurrences of the Holocaust and other catastrophes. The last 

part will examine the current trends in education in relation to the Nazi system since many methods 

used in today’s education still passively, even if unintentionally, generate discriminatory ideas 

about marginalized communities.  

 

HITLER’S IDEOLOGY 

 

The Führer directed all the power of his regime to emphasize the learning program for 

German youth. It was his ambition to “take possession of that most fertile field for dictators,” take 

advantage of their inexperience and credulity, and ensure that every German child is a Nazi child 

(Mann 16). The first step towards achieving such ambition was to make sure every aspect of the 

education system perfectly fitted his ideology. Hitler held a strong belief in de-intellectualism in 

education. He had great contempt for a scholarship, claiming that students who attended 

intellectual institutions and pursued academia would end up with useless knowledge and remain 

ill-prepared for life. He even went to such extremes as to associate intellectualism with Judaism 

and decadence. Perhaps, one of the clearest displays of his anti-intellectual character is his saying, 

“Put young men in the army, whence they will return refreshed and cleansed of eight years of 

scholastic slime” (Pine 28). Hitler was also averse to schoolmasters. In fact, he regarded most of 

his previous schoolteachers with disdain, once describing his foreign languages teacher as “a 

congenital idiot” and that he “could not bear the sight of him” (Pine 28). The only teacher that 

Hitler ever favored was his History teacher in secondary school – Leopold Potsch. Potsch was a 

radical German Nationalist and spent most of his time in the classroom disseminating his budding 

nationalistic fanaticism, which had a certain impact on the young Hitler and made him, as he 

admitted in Mein Kampf, “a little revolutionary.” These reasons explain Hitler's dissatisfaction 

with the existing education and his will to devote full attention to the problem, initiating the 

“reform” process soon after taking absolute power.  

 

THE INDOCTRINATION PROCESS 

 

Curriculum 

 

The focus of indoctrination via education in Nazi Germany was the curriculum. The 

process started when the Director of the Party Censorship Office, Philipp Bouhler, was assigned 

the task of examining the ideological content of all different textbooks available. The "weeding 
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out" turned out to be ineffective, and the regime decided instead to create a new standardized 

textbook system for the entire nation. The series, Reich Reader, was then introduced between 1935 

and 1940 (Pine 73). Materials selected for the textbooks must have complied with the 

indoctrination principles of Hitler and National Socialism, which emphasized three main themes: 

“Blood and Soil” and Volk. "Blood and Soil" refers to the idea of a unifying, "racially defined" 

national body in an exclusive “living space” for that race. “Blood” also expresses the Nazis’ belief 

in the superiority and purity of the “Aryans” – the blond, blue-eyed, pure Germanic race. The 

Nazis believed that the German race is the Overmen, Übermensch, and it was their responsibility 

for the survival of this “master race” by limiting the infiltration of other inferior, poisonous races. 

“Soil” qualifies the unreasonable entitlement of Aryans to an expanding settlement area. The term 

is also symbolic of the Nazis’ emphasis on agrarianism, the "rural values," and their condemnation 

of the asphalt urban culture. "Volk" means the “people’s community.” It appeals to the national 

honor and supplements the ideological education of German youth so as to train them into 

community members who are willing to serve and sacrifice for the country. 

 

Biology  

 

According to Hans Schemm, “National Socialism is politically applied biology”; biology 

became the most important subject in the Third Reich as a direct vehicle for Nazi doctrine. Biology 

teaching was infused with Nazi ideological objectives to educate children to “think in both 

biological and national terms simultaneously” (Pine 75). For this reason, Nazi educators utilized 

“race biology” and “heredity biology,” emphasizing the matters of race, genetics, eugenics. The 

main purpose of biology education was to raise the “racial awareness” of students about the danger 

of “racial miscegenation,” the defense of eugenics policies for the national “hereditary health,” 

and the so-called natural law of “survival of the fittest.” Students were instructed to distinguish 

different racial types based on phenotypical and phrenological distinctions. They measured the 

length of their heads, the shape of their noses, lips, chins, the color of their eyes, the texture of 

their hair, etc., and compared these body features to those of Aryans. Many Jewish students were 

humiliated during such lessons. Pupils also learned about Nazis’ eugenics policies and the need 

for sterilization of those with degenerate blood, namely Jewish people, to protect the health of the 

community and preserve the “Nordic character.”  

There were also different out-of-classroom activities that served as both instruments for 

ideological transmission and learning tools. “School garden” was an outdoor space where students 

could gain practical knowledge of vegetation and pest control. The garden also cemented within 

students a sense of attachment to their community by letting them plant trees for the school or 

experiment with fertilization and soil. Alfred Vogel, a biology curriculum writer, proposed a 

similar idea of a "race corner" on school grounds. Pedagogues would let students conduct 

experiments on plants in the corner so that they could see the strength of pure-bred plants over the 

mixed-bred ones, the information with which pupils would then be asked to apply to human 

society. Vogel also made an interesting connection with the "hidden inherited tendencies in 
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biology." He claimed that any judgment based on outwardly visible characteristics was not 

accurate enough and stressed the importance of heredity as the only credible signifier of race; that 

is, even if a Jew neither looked Jewish nor practiced his religion, he was still a threat to the 

community (Pine 76). This, ironically, was inconsistent with the primary biology curriculum since 

students were still taught to rely heavily on physical characteristics as the main differentiation 

strategy.  

 

Mathematics 

 

People tend to assume mathematics as an "objective" science since it is less associated with 

the human factor. Therefore, it is difficult to believe that such a "neutral" subject could have lent 

itself to the Nazi ideological imperatives. However, the totalitarian authority still succeeded at 

manipulating mathematics into a model of subliminal ideological transmission at schools. 

“Occidental mathematics […] is Aryan spiritual property; it is an expression of the Nordic fighting 

spirit, of the Nordic struggle for the supremacy of the world beyond its boundaries” (Mann 52). 

Mathematics in Nazi Germany served to solve “national socio-political problems.” Most 

arithmetic practices revolved around military issues, such as artillery trajectories, aircraft, cannons, 

fighter-bomber ratios, or battlefield casualty statistics. An exemplary numerical problem would 

ask the students to calculate the time needed for a successful bombing mission: “An airplane flies 

at the rate of 240 kilometers per hour to a place at a distance of 210 kilometers in order to drop 

bombs. When may it be expected to return if the dropping of bombs takes 7.5 minutes?” (Mann 

53). Nazi mathematics also dealt with race and eugenics issues. Arithmetic problems about the 

“hereditarily ill” and inferior races were not uncommon in textbooks. One question required pupils 

to “calculate the expenditure of the state for one pupil in a special school, and one pupil in an 

ordinary school over eight years and state the amount of higher-cost engendered by the special 

school pupil” (Pine 89). The exercise aimed to brainwash students into believing that the State 

squandered funds on the undeserving, “hereditarily diseased,” and it built up aversion and jealousy 

towards people with disabilities. Another numerical problem asked students to find the percentage 

of Jewish people in Germany, or as the textbook called it, “aliens”: “In 1933 there were 66,060,000 

inhabitants in the German Reich, of whom 499,682 were Jews. What is the percentage of aliens?” 

(Mann 53). Such education tactics by the regime did not simply intensify the already boiling Anti-

Judaism or ostracization against “the other” in Germany; more dangerously, they imprinted within 

the youth those seeds of hatred and mentally enslaved them to serve the will of the dictators.  

 

Racial Studies 

 

Racial Studies (Rassenkunde) was a new subject in Nazi education. It served to propound 

the ideology of “blood and soil” to students and awaken a sense of responsibility for an ideal 

Volksgemeinschaft – people’s community. Classes built upon the idea that children already had 

an impressive racial instinct for the Jewish question and just needed a "right education" to 
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strengthen their awareness. Fritz Fink, a notorious Nazi writer, claimed in The Jewish Question in 

Education that even when the adults failed to recognize the Jew, the child could still see through 

his foreign nature as “their uncorrupted racial instincts smelled he of the foreign race, which brings 

danger and misery.” Adults, according to Julius, had lost this healthy instinct and forgotten how 

to see racially, but a contempt for Jews was “innate in uncorrupted German youth." The children, 

however, wanted an explanation of this natural disgust, and there came the need for racial studies 

as well as "courageous pedagogues" who were willing to address the Jewish Question (Bytwerk). 

The lessons revolved around race, heredity, genealogy, kinship, marriage, and lifestyle.  

Storybook for children was one of the main utilities to perpetuate overly anti-Jewish Nazi 

ideologies. One children’s book used at schools was The Poisonous Mushroom, published in 1938. 

The book had several short stories that encompassed the entire spectrum of baseless allegations 

against Jewish people and revolved around themes such as “How to tell a Jew, How Jewish Traders 

Cheat, How Jews Torment Animals, and most horrendously, Without Solving the Jewish Question, 

No Salvation for Mankind” (Pine 99). The stories justified the inhumane extermination of Jewish 

people in the name of defense against the deadly enemies and brainwashed children into believing 

such senseless reasons. Genealogical activities were also common as students were encouraged to 

create their own family trees and genealogical tables to trace their line of descent. The activities 

promoted students’ pride in their ancestry and their duty to preserve pure-blooded lineage. The 

theme of family was also a crucial part of the racial studies curriculum. The Nazis were particularly 

interested in restoring the “rural values” of Germany. The regime condemned urbanization as the 

“death to the nation” and glorified the “archetype of a true family” – a rural, multigenerational 

family life. “Healthy” biological children were the greatest blessing, not just for the family but 

also for the nation, and thus only “hereditarily healthy” couples were allowed to reproduce. The 

textbooks also described the image of the “typical urban distorted ‘family,’” a couple leading a 

big-city life without children but domestic pets, as a “household” but not a “family” (Pine 101). 

Such lifestyle, however, is now very much normalized; in fact, the decision to limit the family size, 

adopt children, stay child-free, or own pets is increasingly popular among young couples.  

 

Teaching Methods 

 

Visual Aids  

 

Teaching methods were of great significance in the Third Reich because the Nazis wanted 

more powerful tools to disseminate their messages. As a result, there was an astounding increase 

in the use of visual aids to effectuate the indoctrination. Students were acquainted with charts in 

sciences, especially biology. Charts mostly illustrated racial differences between Nordic people 

and the “hereditarily diseased,” the danger of “racial miscegenation,” or virtue of blood purity and 

hereditary health. Some charts exemplifying such ideology included “The Racial Composition of 

the Jews” and “German Ways-Jewish Ways” of Alfred Vogel.  
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Fig. 1. A family-tree chart documenting the spread of alcoholism and feeble-mindedness across 

four generations (Vogel). 

Educational posters were also a useful teaching aid in the classroom. Posters dealt with 

broader content compared with charts, including racial distinctions, eugenics, or conspiracy 

theories, etc. Their function was to propagandize anti-Judaism and ostracization against Jewish 

and other marginalized communities that were marked as threats to Germany. Charts were often 

incorporated into instructional posters.  

 
Fig. 2. Poster displaying the origin of Jews as a mixture of African and Middle Eastern races and 

thus are inferior to pure-bred races (Vogel). 
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Fig. 3. Poster with Masonic and Jewish symbols showing the alleged relationship between 

Jewish people, Freemasons, and various European revolutions throughout history (Vogel). 

 

Nazi writers and publishers used the most up-to-date color printing techniques to produce 

caricatures, artworks, and cartoons in textbooks (Pine 98). The visual presentation enhanced 

students’ interest in class, helped them absorb information better, and extended the lasting impact 

of Nazi ideological indoctrination. Publishing house Der Stürmer, founded by the anti-Jewish 

nationalist Julius Streicher, was the pioneer in this field. One of its popular products was a very 

cartoonish children’s book entitled “Trust no Fox on the Green Heath and No Jew Upon his Oath” 

that portrayed Jewish people as parasitic, untrustworthy, pathological liars. Another book 

mentioned the unfounded myth of Jewish “blood libel.” The accompanying drawing described the 

process of “ritual murder,” in which two Jewish men were extracting blood from Christian children 

for religious practices. The false narratives played on all tropes of fear and left children with mental 

consequences that were further aggravated because of the visualization strategy.  

 

 
Fig. 4. The cover of the science textbook: Trust no Fox on the Green Heath and No Jew Upon 

his Oath (Bauer). 
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Fig. 5. Illustration of Jewish “ritual murder” by Der Stürmer in an article titled “Jewish Murder 

Plan Against Gentile Humanity Revealed” and published in 1934. 

 

Audio Aids 

 

The Nazi regime also devoted great attention to the development of audio teaching aids in 

education. Films became a compulsory supplement to the regular curriculum. Pedagogues 

presented a 45-minute lecture with information from a formerly given guidebook before every film 

screening. The students then watched the films, which were mostly 10-minute shorts, and took an 

examination on the movies' content to instill the theme more firmly into their minds (Altmann 

379). Most propaganda films, however, revolved around the subject of military and war. They 

became an effective transmitter of Nazi ideology, impressing upon youngsters a citizen’s 

responsibility in a time of war and loyalty to the fanatical Nazi dictatorship. According to the 

archive of The Wiener Holocaust Library, over just a decade, the Nazi government managed to 

produce up to 1361 films for the purpose of indoctrination, including the infamous, antisemitic 

film The Eternal Jew.   

Radio was also a new instructional medium in the classroom. The Nazi propaganda 

machine realized the potential of radio to transmit ideology. However, there was a hurdle of mass-

scale production and access because of the high cost. The regime then invented its own version – 

a more affordable radio, called Volksempfänger or "people's receiver" and introduced it to the 

public. The device soon became popular. By 1939, at least 70% of German households possessed 

a Volksempfänger, giving the Nazis an outlet straight into their homes (TWHL). Not only did it 

serve as a propaganda tool for the Nazi party, but the Volksempfänger also increased Germans’ 

faith in the regime as they believed that the Nazis were promoting modern technology for the 

people’s good. This was ironic since the Nazis spent great efforts showing their preference for a 

"rural lifestyle" away from the depraved urbanization, of which technology is a big part. Still, the 

radio production went full speed, and the device was soon incorporated into the academic settings. 

Typical themes of school radio podcasts included extreme nationalism, antisemitism, racial 

superiority, or the Aryan identity. Some popular podcasts were “Germany, Land of Beauty,” “The 
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German Spirit of Unity and Will to Sacrifice,” and “Unity of Blood in the German People” (Pine 

109).  

 

INDOCTRINATION VIS-À-VIS EDUCATION  

 

The Nazi dictatorship abused educational institutions to perpetuate its insidious ideology 

and distort the mindset of generations after generations. Its nature was nothing but vile, and its 

actions left grave repercussions. The Nazi “education,” therefore, was not education. It was 

indoctrination under the disguise of education. Education opens the mind, while indoctrination 

closes it. Education is a process-driven approach, supported by factual data, and aims to explore 

different possibilities as solutions for problems. It demands active ownership over the learning of 

facts and seeking the truth. Indoctrination, on the other hand, is a result-driven approach that instills 

in people a set of unsubstantiated information that derives not from facts but purely personal 

opinions and serves one’s agenda. Indoctrination narrows our worldview; it imposes that there is 

only one solution to a problem and leaves no room for other thoughts, just like the Final Solution 

– the ethnic cleansing of the entire Jewish population – that the Nazi regime executed to “guarantee 

the survival of pure-bred races.” There is a fine line separating Education and Indoctrination, and 

it is possible to mistake one for another. This, along with the cunning euphemism strategy of the 

Nazis, is the reason why so many still view the Nazi “education” as legitimate. The system is not 

worthy of the term. It could only be described as indoctrination at best.  

A “right” education, a democratic one, thus should first be indoctrination-free. It should 

function as a safe space, where learners are encouraged to explore the unlimited knowledge and 

trained to substantiate their beliefs with factual truth. It should open up conversations that welcome 

and empower different people with different opinions. Most importantly, a democratic education 

should always prioritize humanity so that “the educated” are equipped with both intellectual and 

moral senses. Linguist David Hanauer also believes that humanizing the learning process is a 

priority to construct a better classroom experience. While his research focuses on SFL teaching, 

his implications can apply to a broader education scene. Although language learning and learning, 

in general, are human endeavors that interact with a “wide range of human capacities,” the current 

teaching still emphasizes a decontextualized and managerial process without proper recognition 

of learners and their enriching contributions (Hanauer 106). Hanauer realizes this dehumanizing 

reality and proposes a personally contextualized pedagogy that places the human individual at the 

center of the learning process. He believes that learning is only meaningful once it paves the way 

for human expression and the sharing of their experiences. It should be a place where “humanity 

meets humanity” – a place where learners are engaged in an open-ended quest for a deeper 

understanding of their identity and their position within the social settings (Hanauer 108).  
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INDOCTRINATION AND INTELLECTUAL SUPPRESSION TODAY 

 

Learning about Nazi indoctrination is an opportunity to examine our education system in 

the States. In fact, many of our past and modern-day educational methods resemble those used in 

Nazi Germany. The Nazi indoctrination system followed the methodology of “Integrated 

Instruction” - the prioritization of certain subject disciplines over others (Pine 109). Strongly 

upheld subjects were better transmitters of National Socialism ideology and those less efficient 

were often reduced or excluded from the curriculum. The same approach heavily influenced US 

education in the era of Cold War. The rise of the USSR as a powerful antithesis and a commitment 

to prepare the nation for a potential outbreak of war set the condition for the US ideological 

dissemination in academic settings. The government even sped the process as it officially entered 

the space race after the Soviets launched the Sputnik I satellite. The sudden emergence of the 

Soviets as scientific world leaders was a blow to the American pride. President Eisenhower, in his 

attempt to "match educational programs with national defense needs," stressed the needs of natural 

science education and enacted the 1958 National Defense Education Act (NDEA) as a separate 

national fund to financially support excellent students only in the fields of mathematics, 

engineering, science, and languages (Gregg 6). A school-based physical education was prioritized 

to physically prepare American youths for the possibility of war against the Soviet Union. The 

government also initiated an anti-communist propaganda campaign in public schools, turning them 

into a premier transmitter of political ideology. They portrayed the Soviets/Communism as a force 

of oppression in contrast to the democratic Americans/Capitalism and ordered pedagogues to teach 

students about the dangers of communistic ideology, collectivism, and nuclear armament through 

various instructional methods, including an appointed selection of anti-communist films or an 

updated line of social studies textbooks (Gregg 9). As can be seen, the US tactics to incorporate 

ideological propaganda into education greatly resembled those used by Nazis and resulted in the 

misinterpretations of historical narratives, global affairs, and national policies for a generation of 

students (Gregg 18).  

The problem, however, has persisted until today, and it is not exclusive to the US. It 

happens in many other countries, where certain subjects are socially designated to appear more 

significant than others. In Vietnam, for example, mathematics, Vietnamese literature, and English 

are considered the “most important” triplet in the curriculum. Although public-schooled students 

are compelled to study a total of 14 subjects every single semester, many of these compulsory 

subjects are still socially regarded as “secondary” and may end up not being used in the entrance 

exams. As a result, it is not uncommon to find students who either neglect or find no interest in 

these “secondary” subjects; they often find them unhelpful for the result-oriented education that 

they receive. Some disciples are trivialized or even excluded from the curriculum, such as arts or 

music theory.  

Most of our educational methods also rely too much on passive teaching and learning. 

Students receive information in a submissive, one-handed manner because they are not encouraged 
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to acquire the skills of self-learning or critical thinking.  Teachers are hesitant to lead open 

academic conversation, and they sometimes suppress students' opinions that are different from 

theirs or what is written in the textbooks. Texts often involve memorization of written details rather 

than open-ended questions about students’ self-interpretation of information. Hence, passive 

education is a form of intellectual suppression; the students of such education lack the ability to 

filter information and thus are subject to the indoctrination of detrimental ideology. The 

phenomenon is termed the “banking” concept of education by educator Paulo Freire. “Banking 

education” refers to a system that mimics an oppressive society, in which the teachers act as the 

oppressor while the students are the oppressed. Knowledge becomes a gift bestowed by those who 

consider themselves knowledgeable upon those whom they assume to know nothing. Learners are 

turned into “receptacles,” waiting to be “filled” by the contents of their teachers’ narration (Ramos 

72). They, therefore, conform to the formidable power of the teachers and mechanically record 

and memorize their hollow words without any act of inquiry or application. Both the teachers and 

the learners fail to see the educational values within themselves and unleash the potential to get 

educated from the other.  

Intellectual suppression also manifests itself in the state of oblivion. Many countries, in 

reality, are still indifferent to the teaching of the Holocaust and other important world affairs. 

Excuses such as “political neutrality” or “no historical involvement” have blocked the spread of 

Holocaust understanding and left great consequences. In September 2011, students from a Thai 

Catholic School dressed in Nazi attire for a sports-day parade. The ultra-nationalist group Tsagaan 

Khass (White Swastika) in Mongolia even embraced Nazi ideology of ethnic cleansing for blood 

purity (USHMM 37). The January 6 rampage on US Capitol showed disturbing images of Neo-

Nazism. Terrorists were waving Swastika flags, wearing “Camp Auschwitz” T-shirt with the 

Nazis’ Totenkopf symbol (Skull and Bones) and the prison’s motto “Work brings freedom,” or 

“6MWE” - “6 Million Wasn’t Enough.” All these stories are real, and they happen in today’s 

“peacetime,” 76 years after the end of Nazi Germany and even in America – the self-claimed “Land 

of the free, Home of the brave.” The Holocaust is not just a problem of a nation or a community. 

It is not just a crime against the Jewish people. It is a crime against humanity. In the fight against 

the Nazis, the Holocaust Deniers, the neo-Nazis - the evil, bystandership should never be a choice. 

Those who choose to stay silent are accomplices. This principle applies to education as well as any 

other field.  

That a more educated person is expected to behave with better morality, therefore, depends 

on the type of education he receives and whether that education is really education or just a 

camouflage for indoctrination as in the case of Nazi Germany. Real education must train both the 

mind and the soul. It should raise the moral standards of learners, encourage diverse opinions, 

promote intellectual independence, and serve the personal agenda of no one. To achieve such 

vision, pedagogues must view teaching-learning as a two-way process and recognize their students 

as potential contributors to the classroom values. An education that fails these mission is not 

education but only indoctrination in nature. 
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CONCLUSION 

 

This study has analyzed Hitler’s de-intellectualism and the radical changes by the regime 

to turn German education into a system of indoctrination that emphasized curriculum and audio-

visual teaching methods. It has also presented a juxtaposition of education versus indoctrination, 

the ideal education, and alarming problems in today’s educational trends in regard to Nazi methods 

in academic settings. The Nazi party has established a blueprint for a brainwashing process that 

could corrupt the young minds of generations. It is important that we stay aware of its atrocities, 

learn a lesson, and modify our own system to never commit the same mistake again.  
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Abstract This paper addressed issues pertaining to border deconstruction and reconstruction, as 

evidenced in a legal case in Bénin involving one of the authors. During the legal process, Bob, the 

lawyer of the defendant, repeated, "We are not in the United States," to mean that American legal 

principles and practices cannot apply in the Beninese legal system. Analyzing Bob’s statement and 

the context of the legal case from the Transactional Model of Communication (Wood, 2009) and 

the theory of socio-cultural constructivism (Vygotsky, 1978; 1986), we discovered that Bob failed 

to deconstruct and reconstruct his professional borders properly. This failure has pedagogical 

implications for general education and law schools. The current paper suggests that instruction that 

stresses transfer and cognitive flexibility will be useful. 
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We are not in the United States. One may wonder what border construction has to do with 

this statement made by one of the lawyers of a defendant in a legal case in which one of the authors 

was the plaintiff. There was no apparent relationship. But what had become puzzling was the fact 

that this particular lawyer (to whom we gave the pseudonym of Bob) repeated this statement 

several times during the legal process. Before delving into the critical substance of this professional 

or legal puzzle, we believe that it is important to provide the reader with adequate background 

information so that s/he may be able to appreciate and/or evaluate our position more effectively. 

 

Background Information of the Legal Case 

 

More than ten years ago, one of the authors bought a plot of land in his home country in an 

area that was barely developed. It was mainly a bush at the time of the purchase. He made a down 

payment. According to the agreement, he would get the land documents when he completed the 

payment. Shortly after the agreement, he returned to the United States, where he was pursuing his 

Ph.D. studies. 

One year after returning to the United States, the author, who purchased the land, and his 

wife successfully completed the payment. But a few months later, the seller said that there was 

litigation in the zoning area where the land was purchased. Then, this seller proposed another plot 

of land, not far from the original one. This kind of transaction occurs in that particular country. 

When there is litigation involving land purchase, the seller replaces it with another plot of the same 

value and not far from the original land (usually within five city blocks). So, the seller called this 

particular author in the United States and proposed to him another land that was not far from the 

original land. Then, the author or the buyer accepted the new deal based on the information that 

he was given and on the assumption that the seller followed the convention in such cases. Then, 

the author and his wife sent money to start building on the land because an empty land is usually 

stolen by people when the owner is abroad or far. 

Almost ten years later, the author returned to his home country and wanted to take 

possession of his property. But to his dismay, he was taken to a village in a swampy area, about 5 

miles from the original land- the original land was in the peripheral or suburban area of a big city. 

So, it was a clear violation of the land replacement convention and a fraud case. After several 

months of investigation and clarification, it was discovered that the seller was lying. When 

confronted with evidence, this seller signed a formal agreement to return an equivalent of the 

original land in the area where it was purchased. So, the case was not supposed to go to court if 

the agreement was respected. Unfortunately, as the seller did not respect the agreement, the case 

was sent to court a few months later. 

As the legal process started, the seller became a criminal because it was found that he lied 

and committed serious fraud. Actually, the court discovered that he switched land property by 

giving the author’s land to his own wife since the area became very viable. Thus, the author made 

the simple request that the seller restores the property sold as it should be the case in such situations 

so that the seller does not go to jail. The author just wanted his original land or something 

equivalent based on the current value of the land. When making his case, the author based his 

argumentation on the economic concept of opportunity cost. The author has forgone several 

opportunities more than ten years ago. In addition to these opportunities forgone, he made 

investments (about one million and a half) on a land that is not the right one because of the 
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manipulation of information by the seller. These investments have their own opportunity cost. Let's 

recall that the market's price of land in the original zone is at the time of the trial about 25 million 

(25 000 000). For example, clear evidence indicated that the author’s financial investments in that 

land and the subsequent investments could yield at least ten times the original investments if he 

had purchased a couple of hectares in a remote place 10 years back. 

That was the line of argumentation developed by the author buyer and which he made sure 

his own lawyer defended. This was the essence of the legal case. But before proceeding, it is 

important to mention that the lawyer of the defendant and the author, who was the plaintiff knew 

each other as they are members of the same religious organization. Bob, the lawyer, knew that the 

author buyer had been a leader of the youth organization and that he had just returned from the 

United States. There was no personal issue between both of them before the current case. Now, let 

us return to the main point of this paper, the border construction or deconstruction in this legal 

case. 

 

Theoretical Perspectives 

 

Theoretically, we believe that the Transactional Model of Communication may be used to 

understand the statement made by Bob. Communication studies reveal that there are two levels of 

meaning, the content level of meaning and the relational level of meaning (Wood, 2009). The first 

describes the literal meaning of a message during a communication event, while the latter describes 

the relationship between the communicators and the ways that relationship might influence the 

interpretation of messages exchanged between them. According to the Transactional Model of 

Communication, what happened during a communication event is influenced by previous 

interactions between communicators because of the dynamic nature of communication. So, in light 

of this model, we might conjecture that Bob’s repetitive utterance could have meant two events. 

Literally, he just wanted to stress the fact that the legal case in question should simply be discussed 

within the legal framework of the legislation of this particular country. That might be the content 

level of meaning. But the problem with this particular interpretation is that Bob would not have 

probably made this statement if he did not have personal information on the author or if he did not 

have interactions with him prior to this case. 

Because there was a previous relationship between Bob and the author and since 

communication is dynamic, we would rather go for the relational level of meaning. So, we could 

reasonably argue that what Bob meant by his utterance is that the author was developing a line of 

argumentation typically heard in an American court, or the author was behaving as one would do 

in an American court, and that would not be acceptable in the particular context where the case 

was unfolding. Either way, Bob was clearly indicating a border that he constructed intellectually 

and professionally at that point. A border keeps or allows some elements in and others out. He was 

indicating what counted as acceptable and what did not in that particular case or context. But Bob 

did not construct this border ex nihilo. 

Bob’s utterance implies some cultural knowledge or bearing. This is why we believe that 

socio-cultural constructivism may also help us understand Bob and why he constructed his 

intellectual and professional borders the way he did. One of the tenets of socio-cultural 

constructivism is that what we internalized and later verbalized was first learned interpersonally 

or as part of our cultural learning. Cultural learning involves interactions with competent peers, 
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symbols, tools, and stored knowledge in the forms of books, tablets, or other knowledge-keeping 

materials (Vygotsky, 1978, 1986). This supposes that Bob had to have access to any of these 

cultural learning sources, which later led him to make his utterance. 

In fact, Bob’s utterance suggested at least two cultures that might influence him. The first 

one is the larger culture in which his growth as an individual is being shaped and the professional 

culture of a lawyer. According to Brown (2007), “culture establishes for each person a context of 

cognitive and affective behavior, a template for personal and social template” (p. 189). So, cultural 

elements from both cultures may play a part in his case. For example, discussions about different 

cultures and countries may lead to particular impressions formation. Such impressions, which may 

be subjective, may be formed through anecdotes one is exposed to or based on more or less 

accurate accounts. Brown contends that what appears to us to be an accurate and objective 

perception of an individual, a custom, and an idea, might be “jaded” or “stilted” in the view of 

someone from another culture. 

Also, we can understand Bob’s statement when we consider the professional culture that 

shapes his practices. In the field of legal practice, the concept of context, which is central to socio-

cultural constructivism, plays a crucial role. A true lawyer knows that context plays a decisive role 

in the outcomes of legal cases. By context, we mean the physical, cultural, intellectual, and political 

forces as well as the legislation and different professional standards that shape one’s practices. So, 

a genuine law practicing individual constructs intellectual and professional borders around these 

different contextual elements. One of the defining features of legal practice is that professional 

borders are being constructed and deconstructed dynamically. Borders that are firmly established 

today may be shaken, pushed back, or extended. 

Several factors contribute to such a dynamic nature of border construction and 

deconstruction in the field of legal practice. First, emerging facts and information are constantly 

shaping the professional standards of legal practice, as is the case of other professions. Second, 

New Technologies of Information and Communication (NTICs) increasingly influence the ways 

evidence is used in legal processes in general and in court cases in particular. Furthermore, 

legislation and agreements between countries also act as mediating forces on legal practice. The 

list is not exhaustive. 

Above, we argued that Bob’s statement indicated where his intellectual and professional 

border was established at that particular point of his professional life. He certainly established this 

border based on the shaping forces acting on his professional culture. From his perspective, this 

border supposes that some elements of legal practice in the United States cannot be accepted. By 

doing so, the question is to know whether Bob has not fallen into the trap of ethnocentrism. 

According to Wood (2009), “Ethnocentrism is the use of one’s own culture and its practices as the 

standard for interpreting the values, beliefs, norms, and communication of other cultures” (p. 173). 

Bob certainly used his professional culture and practices to establish a professional border that 

kept out practices of other cultures that he believed should not influence what happened in his 

milieu. This is where we felt that his professional standing seemed somewhat shaky or did not 

integrate sound principles of intellectual probity.  

We believe that intellectual probity should have influenced Bob in the ways that he 

constructed his professional borders by using the principles of comparative studies and by critically 

examining the critical issues and values at stake. Principles of comparative studies allow us to 

compare and evaluate entities, concepts, and ideas in terms of rigorous, objective criteria. We were 

expecting Bob to do so, especially in a field where professional borders are dynamically redefined, 
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pushed, and extended. We were not expecting him to blankly and repeatedly affirm, “We are not 

in the United States.” We were expecting him to adopt a flexible stance or, what we call in cultural 

studies, cultural relativism by showing sensitivity to the argumentation of the other party, whether 

this is from another culture or not. 

One might argue that Bob’s stance is a strategic move in order to win the case. But by 

making such a blank statement several times, he did himself a disservice because the point is not 

whether one is in the United States or not. What counts in a legal process is the strength and 

relevancy of the argumentation. The strength of a lawyer resides in his/her ability to present a 

sound argumentation, to convey his/her points clearly, and lead the judge to draw logical and 

irrefutable conclusions. 

In order to achieve this, a good lawyer examines critically information s/he is given in order 

to identify key concepts, critical issues, and ethical elements that underlie the case(s) s/he faces. 

One engages in such an intellectual endeavor and tries to visit similar cases locally, nationally, and 

internationally. But doing so, the good lawyer enlarges his intellectual and professional horizons, 

gathers stronger evidence, and builds a more robust line of argumentation. Comparative studies 

offer him/her several advantages, including flexibility, a more solid professional stance, and the 

ability to redefine professional borders and/or establish new ones. 

The intellectual endeavors we have just suggested to redefine and establish new 

professional borders seemed to elude Bob. We do not pretend to be law professors and all-knowing 

in legal practice. None of us is any of these. But our belief is that Bob seemed to be trapped by 

ethnocentrism, which deprived him of crucial intellectual tools to do a better job in this case. The 

intellectual, professional borders that he established at that particular point of his professional life 

seemed to be done on shaky foundations, at least when we analyze his professional demeanor as 

related to this particular case. This point leads us to discuss some of the intellectual qualities that 

we have just mentioned, namely critical thinking and flexibility. These intellectual abilities require 

both border deconstruction and reconstruction. This warrants an explanation. 

 

Border Deconstruction and Reconstruction and Implications 

 

We have just discussed that Bob’s stance seemed rigid. He seemed to hold rigid beliefs and 

adhere to professional practices that might be partly outdated. In other words, for Bob to acquire 

cutting-edge knowledge and to develop adaptive expertise that legal practice requires, he has to let 

go of his old beliefs and practices, at least some of them. Otherwise, Bob needed to unlearn or 

engage in the process of (border) deconstruction. He needed to deconstruct the borders that he had 

previously established, to identify old and faulty materials in the borders, and to carefully and 

courageously remove them. But border deconstruction places serious demands on one’s 

metacognitive, cognitive, and affective dimensions (Marcu, 2015). 

The metacognitive dimension of border deconstruction may be explained by the fact that 

the process of deconstruction requires some degree of awareness and monitoring. Whenever an 

intellectually challenging profession is concerned, its members need to be aware that professional 

borders are not fixed and that they may need to be redefined occasionally. Without such awareness, 

a genuine professional would lose the edge. But being aware is not sufficient. One needs to 

constantly monitor one’s professional development in order to ascertain whether one is keeping 

pace with one's profession or with the current knowledge of one's professional field. So, 
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monitoring allows one to refine and extend one’s professional knowledge and to reach or 

reconstruct a new professional border. 

Apparently, Bob is not aware of the fact that professional borders may be redrawn and that 

one needs to monitor one’s professional knowledge development constantly and consistently in 

order to keep pace with the professional border of one’s profession. This awareness and monitoring 

may help him understand that legal practices in other countries may enrich his own experiences 

and broaden his intellectual and professional horizons. This metacognitive ability may have 

assisted him in avoiding making embarrassing, unprofessional statements such as the one that fed 

this paper. 

In addition to the metacognitive dimension of border deconstruction and reconstruction, 

there is a cognitive aspect. Unlearning supposes that one has to identify and evaluate beliefs and 

values that one holds, but that may be a hindrance to one's understanding and problem-solving. 

For example, Darling-Hammond and Bransford (2005), recounting the experience and insights of 

land, the inventor of the Polaroid Land Camera, evoked what they called “the sudden cessation of 

stupidity” (p. 51). These scholars explained, “the “stupidity” comes from one’s initial framing of 

problems - framings that contain assumptions that “put people in a box,” or more technically, 

constrained the problem spaces within which they work” (p. 51). The sudden cessation of stupidity 

allows one to develop critical insights and to reach new intellectual or professional borders. 

Bob, too, may need to go through the same experiences as land's. He may need to change 

the way he views and perceives legal practices in general and those of other countries in particular. 

Bob may need to relearn and reconstruct his intellectual and professional landscapes in order to 

integrate elements that may assist him to develop critical insights and reach new heights. This is 

not an easy task as the process of border deconstruction and reconstruction also requires an 

affective dimension (Marcu, 2015). 

None of us likes to let go of the ideas that we cherish. We do not like the fact that we have 

to give up our ideas and beliefs in order to replace them with new ones. This is a very difficult step 

for all of us effectively. We need to manage our ego and/or save our face in the process. It is 

difficult for people to admit that they make a mistake and to make new accommodations in their 

thinking. Such a change is painful for people, and they may resist it. According to Schermerhorn 

et al. (2005), "People have many reasons to resist change – fear of the unknown, insecurity, lack 

of the need to change, a threat to vested interests, contrasting interpretations, and lack of resources” 

(p. 66). So, the deconstruction of old borders to reconstruct new ones involves a great deal of 

emotional energy and affective investment. This is a territory where many people do not like to 

venture as they feel threatened emotionally and effectively. 

The emotional and affective dimensions may be what scared Bob. He might have feared 

that giving a chance to legal practices from other countries could jeopardize his client's chance and 

his own professional standing because this might have been an unknown territory to him. Because 

human beings fear the unknown, Bob might not be willing to venture into new and unknown 

territory. Therefore, his professional demeanor might not be that bad after all. But this attitude 

raised a more disturbing question. If he wanted to keep 'foreign' elements out of his comfort zone 

uncritically, one might wonder whether he was not running the risk of making a fool out of himself 

by refusing to learn new things. By doing so, Bob is depriving himself of precious opportunities 

to broaden his mind and enlarge his professional horizons. The reason is that what happens in a 

local court actually has far-reaching consequences, and sometimes beyond national borders. That 

is what we believe that Bob needs to know and understand. This knowledge and understanding 
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may assist him in his professional border deconstruction and reconstruction. The language used by 

Bob is a border construction that constitutes a perfect resistance to globalization. "We are not in 

America here" is just a way of drawing a line that promotes only local practices. This discourse 

specifically limits one’s jurisdiction to a specific geographical frontier, including some ‘correct’ 

practices and excluding others judged ‘incorrect’. 

Paasi (1996; 2000) argued boundaries should not be interpreted in terms of rigid territorial 

lines, but rather in terms of the creation and reproduction of territories and boundaries, including 

their symbolic meanings in discourses and institutional practices that exist at all spatial scales from 

local to global. Failure to perceive symbolic meanings of discourses and institutional practices 

from local to global may generate complicated social issues such as social injustice, unfair 

education, exclusion, and ethnocentrism. 

 

Pedagogical Implications 

 

This special case study has critical and important pedagogical implications. Our position 

is that the inability by Bob to deconstruct professional borders and reconstruct them effectively in 

special contexts is intimately linked to issues of transfer and cognitive flexibility. According to 

Darling-Hammond and Bransford (2005), transfer is a learner’s ability to apply knowledge 

acquired in specific contexts in novel contexts appropriately and nimbly; which requires abilities 

to interpret context clues and to see valid alternative possibilities in a given situation; which, in 

turn, requires cognitive flexibility (Spiro et al., 1987, as cited in Darling-Hammond & Bransford, 

2005). Spiro et al. argue that this critical cognitive or intellectual ability allows an individual to 

see events and situations through multiple lenses and to construct valid and possible interpretations 

when confronted, especially to complex situations. 

Apparently, Bob has failed in this regard by excluding valid principles of law in the 

American legal system from the Beninese one. Therefore, we believe that effective instruction in 

schools in general and in law schools particularly should integrate the concepts of transfer and 

cognitive flexibility. One way to achieve this is to prepare students for future learning in 

professional contexts since academic institutions do not teach them everything they may need 

(Darling-Hammond & Bransford). Hence, instruction should lead students to envision how they 

may extend or stretch their thinking as they face novel situations. In a related vein, effective 

instruction, as suggested by these authors, should set up cases and scenarios in which students 

learn about the way key concepts, principles, laws, and theories as well as other relevant 

instructional elements previously learned may apply in different contexts effectively. 

As one may suspect, the ability to transfer and cognitive flexibility are key components of 

critical thinking. According to Paul and Elder (2008), “A well-cultivated critical thinker thinks 

open-mindedly within alternative systems of thought, recognizing and assessing, as need be, their 

assumptions, implications, and practical consequences; and communicates effectively with others 

in figuring out solutions to complex problems” (p. 2). So, we believe that effective instruction 

should build students’ abilities in the areas mentioned above. One particular ability is the ability 

to think open-mindedly within alternative systems of thought that Bob has apparently failed to 

master. Otherwise, he would have restrained himself from saying: « This is not the United States 

».  
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Such instruction may need to incorporate the concept of instructional scaffolding too. Many 

and Aoulou (2014) contented that instructional scaffolding facilitates students learning more 

effectively by giving them adequate supports in order to become autonomous. This instructional 

strategy gradually builds students’ understanding and gives them the tools to reach higher levels 

in their professional development that they would not be able to (reach) without the scaffolding. 

For the instructional scaffolding to be effective, instructors should be able to understand 

and integrate the concept of the zone of proximal development coined by Vygtosky (1978). The 

integration of zone of proximal development allows instructors to assess where learners are in their 

mastery of concepts, skills, and dispositions and what they may need to reach their potential. So, 

instructors need to gauge accurately the current level of their students, the gap between this level 

and the potential level or optimal performance. Without this accurate assessment, any instructional 

design or instructional scaffolding may prove ineffective or counterproductive and generate 

frustrations. So we recommend that instructors apply the concept of the zone of proximal 

development as they design and plan instructional scaffolding for instruction to be appropriate and 

effective.  

 

Conclusion 

 

What we have just said about border deconstruction and reconstruction is easier to 

articulate than to implement. Personally, we struggle too when it comes to deconstructing and 

reconstructing borders in our different fields. It is not an easy task. In spite of this painful fact, our 

stance is that it is crucial to revisit our intellectual and professional borders frequently. Border 

deconstruction and reconstruction is a process that needs to be part of our professional lifestyle if 

we want to keep pace with emerging and mediating forces that shape professional culture and 

practices. The process might not be easy in the initial stages, but we believe that by systematically 

integrating it into our intellectual and professional lifestyle, it will become a process that we will 

dread no more in the long run as we start reaping its precious benefits.  

The development of these critical intellectual abilities has pedagogical implications. We 

believe that instruction in general education settings and in law schools, in particular, should 

emphasize critical thinking and concepts such as transfer and cognitive flexibility. For this to be 

possible, we believe that instructional scaffolding that integrates the concept of the zone of 

proximal development and accurate assessment may be needed in order to give learners adequate 

support.  
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