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Abstract

Even before the catastrophic earthquake of Janl2rw010, Haiti was not responding to the
educational needs of its school population. As USAdported in 2006, “[w]ith an adult literacy
rate of 52% and a primary school enroliment rat€ ¥, education remains a key obstacle to
social and economic progress.” Today more than,ewerthe absence of governmental,
economic, and social service infrastructures tovide a quality of life to the majority of the
country’s citizens, Haiti remains dependent on ifpreaid and international charity to achieve
mere survival despite a tremendous popular withdeance. While decision-makers at funding
entities revise reform plans to focus on surviealel sectors of the hierarchy of needs, the need
for change is clear. This paper proposes a demoaatl dialogic theoretical framework on
which a workable education reform model might re3hly by educating people to think
critically and become problem-solvers in their onght might Haiti grow a virtuous, ethical
leadership from the ground up rather than contigpuim depend on charity and thus to be
disproportionately influenced ruled by foreign ecoric interests. The solution for Haiti is not to
eschew knowledge for practice but to shift the hedéaof power from authoritarian delivery
systems emphasizing rote memorization and testapedpess to a more interactive model that
would allow Haiti's next generations to provide tghtful, ethical leadership at local and
national levels. A dialogic model of educationttlemcourages interaction can help learners
learn to deconstruct their own social and persahetity frameworks in order to participate
thoughtfully in the creating and sustaining of lloaad global economies but without wholesale
subordination to them nor unthinking loyalty toithe#aims.
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“Children don’t learn from books, but from
the life they are living"—Rabbi Roland B.
Gittelsohn of New York in response to the

Committee for Civil Rights report to
President Truman 1947 (cited in Ravitch)

“All agree that the single most important
element to development and to poverty
alleviation is education”—James
Wolfensohn, World Bank President

Introduction

In the absence of governmental, economic, and Iseeigice infrastructures to provide any true
quality of life to the majority of the country’sti@ens, Haiti has depended on foreign aid and
international charity to achieve mere survival diesp tremendous popular will to advance and
thrive. Educational leaders in Haiti recognize tieed for reform while struggling against
seemingly insurmountable challenges that contigyalish education down on the list of social
aid priorities. While decision-makers at fundindiees revise reform plans to focus on survival-
level sectors of the hierarchy of needs in Haituaational leaders such as Pierre-Michel
LaGuerre, Deputy General to the Ministry of Edumatihave appealed to the Haitian Diaspora
to help usher in the needed systemic change. Shahge, it is clear, is contingent upon
preparing an educated citizenry to accept the respilities of a democratic leadership. Only by
educating people to think critically and becomebpem- solvers in their own right can Haiti
grow a virtuous, ethical leadership from the grownd rather than continuing to depend on
charity and thus to be disproportionately influeshoe ruled by foreign economic interests. This
paper proposes a democratic and dialogic theoldtamaework on which a workable education
reform model might rest—a sustainable model abl¢rdam and educate Haiti's teachers and
students to become the change-agents on whosedbgdEaiti’'s advancement depends.

Haiti's Education Crisis

Even before the catastrophic earthquake of Jani2rw010, Haiti was not responding to the
educational needs of its school population. As USAdported in 2006, “[w]ith an adult literacy
rate of 52% and a primary school enroliment rat& ¥, education remains a key obstacle to
social and economic progressitcording to the Inter-American Development BanREg),
“around half the primary education age children everot enrolled in school” before the
earthquake. For those who are currently enrollegrimary schools, #ss than 30% . . . will
reach 6th grade” (ctd. in Seele). Although Haitimilies spend approximately 15% of
household income per child on sending their offgprio school and believe strongly in
education as a way out of poverty, the situatiadine.
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Accordng to the IDB, The resources needed to finance the reform wilehawcome from both
the Haitian government’s budget and external donAtspresent, Haiti spends only about 2
percent of its gross domestic product on publicding of education. The average in Latin
America is close to 5 percent of GDFClearly, what was already an intolerable situatidwe,
earthquake has magnified to unimaginable propastion

The solution, according to the World Bank Group'ariBbean Education Strategy, is to steer
education toward developing labor force competitess in Haiti by increasing both literacy
rates and skills that are in demand in the labaketaTo the degree that practical labor market
skills do facilitate development of individuals whoian participate in local economies, the
emphasis on job-market vocational instruction impatible with my argument that it will be
only through grassroots, community-based and Halgd systemic reform that Haiti can learn
to free herself from nearly exclusive dependenceoutside assistance. | want to emphasize,
however, that it is not only necessary to createcational options for preparing Haitians to
participate in the vocations and professions; &l$® essential to educate for democracy through
a participatory form of education that teaches estisl to theorize, debate, and grapple with
complexity. Providing the opportunity to practideese skills interactively in classrooms across
the country will require drastic changes in thethie way teachers are trained and the way
instruction is delivered.The point is not to eschew knowledge for practicg to shift the
balance of power from authoritarian delivery sysfseemphasizing rote memorization and test
preparedness to a more interactive model that walldav Haiti’'s next generations to provide
thoughtful, ethical leadership at local and natidexzels. Widespread perspectives hold that such
effective leadership does not currently exist atriational governmental level and that this lack
leaves Haiti vulnerable to manipulation and expkbain.

In fact, Haiti’'s dependence on outside assistahatkeeps the country from advancing has led
to what some critics are calling a "Parallel Stat€'NGOs in Haiti.The Wall Street Journal
writer José de Coddba points out: “Haii@as more Non-Governmental Organizations than any
other nation, as many as 100,000. The NGO aid gramna charities are as varied as the big
names such as the Red Cross and World Vision to ridare churches who sponsor an
orphanage.” Certainly NGOs are doing good; the lprabis that over-reliance on their aid has
led to competition with and/or cavalier disrespiectthe government, which is widely seen from
a best-case scenario as lacking efficacy and fromor@ critical view as being corruptAnother
problem,” as de Codoba argues, is that with outgrdeips providing approximately 80% of the
social services in Haiti, they “continually provide the immediate needs of the people while
not having the time or money to create long terhutems for food, sanitation or jobs.” The
condition pre-empts change in the system by dentngeing Haitians from growing and
supporting its own leaders:
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Jean Palerme Mathurin, economic adviser to Primeidiéir Jean-Max Bellerive, says
NGOs may account for as much as a quarter of Haijtibss domestic product. He says
the NGO presence has permanently “infantilized” ¢bantry, creating a vicious cycle:
The government lacks the money—and historicallg, iticlination—to provide social
services. Those services, therefore, are provigdd®Os, which means the government,
in turn, has no incentive to improve. (de Codoba)

If it is idealistic to suggest that a competitivealthy society can emerge from the literal rubble
in Haiti, it is also realistic to say that any pibgdgy of that emergence rests on sweeping reform
in educational practice that includes moving pedag practice away from its current focus on
knowledge dissemination and toward preparing stisdien interactive participation in their own
government. Some leaders of the Haitian governmeawihistry of Education agree that the
current crisis calls for a sweeping educationabnraf that is a matter not only of degree but of
kind. Jacky LumarqueRector ofUniversité Quisqueyand head of the Presidential Education
Commission formed byRené Préval ir2008, has called for a complete restructuring of the
methodology on which Haiti’'s education system deiseif the Haiti is to address its citizens’
daily needs as well as to allow the country to cetapn the world eonomies:

This restructuring will lead to the establishmeht@onew method of operation . . . that
will, on one part contribute to the various neetigrowth of the citizens throughout the

country, and, in another part, provide the Haisaciety the tools and the technical and
intellectual (professional) support that are nemgsdo take charge of her economic
development and her fullest integration into thentmmporary world at the regional as

well as the global level.

What this reconstructuring entails is a questiobatled daily in Port au Prince, Washington,
D.C.,. and other localities large and small thraughthe world. The Haitian government,
numerous NGOs, and individuals have made variooggsals to address the need for reform in
both academic and vocational areas—reforms tha baen slow to be funded or implemented
but which are essential for preparing Haitian dtak@ers to survive, much less to compete and
to lead. For example, ReThinkHaiti, the non-profijanization | co-direct with Joseph Bernadel,
whom President Préval appointed in July 2010 tdrikexyim Commission for the Reconstruction
of Haiti (ICRH) to represent the Haitian Diaspgpapposes to develop a replicable, sustainable
education system that is based upon the UnitedbNatiModel Villageconcept and that is also
rooted in the ideals of cultural integrity as thasis for developing Haitian-led reforms. In
cooperation with the existing Education MinistrydaNational Education Plan, ReThinkHaiti
would work with the Haitian Diaspora Federation ({0 establish an educational village in
each of Haiti’'s 133 communes with each Departmeantriy both a Bureau of K-12, pre-School,
and Vocational Educatioand a campus of tHenhanced State University of Haiti.
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Each Educational Villagevould be designed to prepare its students to erdezers and/or
college and, most importantly for Haiti’'s growtln, take part in the economic growth of the
region and the civic life of their communities. Réaping the workforces a major goal while
also providing opportunity for motivated students pursue higher education. Vocational
programswould provide training in the service industry, hieaare assistantships, construction
and technology, among other essential areas. Wilydracks focusing on professional and
scholarly development in all of the areas in whiahned and educated experts will be needed to
provide the ongoing oversight, development, andesiasce of Haiti in the future are key
elements. ReThinkHaiti’'s plan to prepare local a#fis and residents to run their own affairs
over a ten-year period answers, in part, the probkf Haiti's “infantilization” through
dependence on foreign assistance. But there arg oiatienges in preparing a critical mass of
thinkers equipped to distinguish between dependemcecooperative endeavors in the world
markets, not the least of which is timely funding.

New Orleans Recovery School District Superintentl #a Vallas, who has worked closely with
the Haitian Ministry of Education, in particular ittw Lumarque, and from whom IDB has
sought technical assistance to provide post-eaalt@jaducational leadership in Haiti, has called
for an elimination of the “lag-time between whee thonor funds are received and reforms are
implemented.” Vallas and contributing author TreBsakovits called in August 2010 for an 18-
month “quick-start” plan involving the creation aih educational infrastructure supporting
improvement of existing schools even as promiseudliftg from donor countries is organized.
Their follow-up report, “Implementation of the Maj®bjectives of the Haitian Ministry of
Education in the wake of the 2010 Earthquake (QGmtoB010),” envisions that the
“startup/contingency plan would . . . be budgetethweal funds. These funds should be those
already or likely to be secured by IDB and the Mirni of Education . . . . to bring The Haitian
Education reforms to scale.” As of this writingntling is still pending.

Theoretical Underpinnings to a Dialogic Model of Réorm

Regardless of which organization(s)’ education nefproposals are able to be implemented in
Haiti in the near future, it is essential that they be dialogic rather than hierarchal in naturé a
that they embrace not only the vocational educatienis so needed to grow Haiti’s local
economies but also a true commitment to develoftiagntellectual basis for sustaining them. In
order to grow leadership capacity from the insidycation must facilitate 1) critical thinking
through participatory reflective practice, 2) ingubased rather than primarily knowledge or
fact-based pedagogical methods, 3) tolerance foat wiikhail Bakhktin calls alterity, or
otherness, and a 4) systemic valuing of exploratmamh Noam Chomsky has called a groping for
discovery, a focus on seeking understanding rdtieer a claiming knowledge. Drawing on the
philosophical framework of early twentieth-cent@gucation reformer John Dewey, a dialogic
model would recognize that preparing students topée of a democracy requires they be
provided the opportunity to interact and make disces.
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While the emphasis of reformist thought regardirgjtiHs on the preparation of students for
participation in the economic growth of its socjetye need to highlight Dewey’s insistence that
both individuals and democratic society as a wlanéeemutually served by an organic approach
that allows balance among the individual and thiective. Such a system operates as an
alternative to top-down hierarchical models base@mtrenched concepts of class and a putative
knowledge-based meritocracy that sustains the sstqtio by maintaining class separations
between the haves and have-rfots. protects against the tendency of states toorkpre
themselves in their rulers’ image whether thoseersulare local officials or international
corporate interests. A participatory model of eddiom reform that draws on the philosophical
foundation of the humanities--not just the scienard technology--might also guard against
what George Novak once referred to as a “distoedacational setup inherited from the past
and the urgent requirements of the new éra.”

Gunn outlines at least four areas of human org#nizavhere a dialogic humanities-based
inquiry model is useful: culturally, socially, podally and religiously or metaphysically.
Drawing on Bakhtin as the thinker most aligned wiith culmination of centuries of humanistic
thought on the issue of otherness, Gunn arguesctiiiral advancement is best achieved
through a conversational model designed not togampafixed truth or common agreement of
what is best for a society. By contrast, it is dasd for and capable of allowing participants to
grow consciousness about individuals’ relationte society in which we live, creating what
Gunn calls “something like a true democracy ofvitiials in which our shared life with others
is the premise and possibility of our private liwesh ourselves” (145). Gunn’s view coincides
with my argument that education reform is not jtesttrain subjects for participation in a
workforce for the purpose of enlarging the corpematofits of international bidders for pledged
reconstruction funding but also to enhance theslvkeindividuals in order that they, in turn, can
recognize and have a say in the conditions by wligir economies are subject to and
controlled by internal and external concerns. ldéablly education should prepare people to
co-create a world they can believe*irind in order to engage in such creation, we need t
recognize the basis upon which any understandingceur. Authoritarian systems that obstruct
such understanding by restricting access to educatre self-perpetuating when citizens are
rendered unable to engage in critical conversatibas expand consciousness and thus at least
make possible something other than what is.

It is important to recognize that suppression acdurse is not always overt censorship but a
systemic denying of resources that would make tiseodrse of change impossible. Gunn
engages Bakhtin to highlight the political realmwihich the dialogic approach is instrumental:

Bakhtinism asserts any form of authority that fratgs dialogue within and among
human communities must be resisted with all thenmghof what Santayana meant by
“animal faith,” and that the chief office of pot8 is to ensure that every party to all the
conversations that constitute culture gets to dmutie and to enjoy its fair share. (145)
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Likewise, Kersten Reich’s analysis of educationonef in late twentieth-century Germany
highlights the value of the dialogic in terms ofatlshe calls a “constructivist interpretation of
pragmatism” whereby learning is viewed as a cytlicacess involving interactions that lead to
experiences that inform future actions. Reich asghat to fulfill Dewey’s call for making “the
role of participation as large as possible” in ortte “further the process of democracy,
educators and teachers. . . must provide good drantp participative communities is to give
clear social models, orientations, and ways ofcaiitreflection” (16). With Dewey, Reich posits
that “Growth should be made the supreme principlalldearning” (11)° She continues: “For
Dewey, communication within a supportive commurofylearning is the chief instrument of
democracy in education” and rests on “lived relalups.” (12) and on a “changed status of
knowledge in postmodernity [that] has . . .altemalr understanding of the learning and
curricula” with more emphasis on “constructing khesdge instead of metaphysical notions
about the fundamentals of learning” (Reich 8).

A shift from a practical/vocational/applicative nedaf education, whether that “applicability” is
geared toward preparing students for vocational leyapility or toward passing the
baccalaureate exams, to a dialogic model involvesdng of the humanities, arts, and sciences
as much as technology and the other applied s@efices also a move away from a content-
centered pedagogical practice that “promotes tlpeodeiction of knowledge and superficial
observations” toward one that encourages sharadringased collaboratioh. Richard Rorty’s
suspicion of preconceptive models that speculatdvamm a culture should live (Reich 16) is
apropos to the goal of a dialogic educational maldsigned to equip students with the skills
they need to become decision-makers within comnasito strengthen their ability to operate
as such, to establish such priorities and to detbed and others’ right to do so. Rather than
promoting a unified set of norms by adhering tarddfle values, a dialogic model wrestles, and
prepares students to wrestle, with ambiguities)i@®, and contradictory but simultaneously held
positions. “In postmodernity,” writes Reich, forample, “the contradiction between freedom
and solidarity has grown” (17). A practical apptioa of this tension is the need to balance
freedom with the participation under conditionssofidarity (cf. Rorty 1989; Reich 19) while
also preparing individuals for leadership withimflwtual settings.

This is why the humanities and the arts, as dis@p in which critical thinking and interactive
decision-making are key, are as important to tmd kf educational reform as the hard sciences,
technological and vocational disciplines. Marthasdlhhaum posits that a liberal education is
conducive to deliberative democracy in which seffective citizens who eschew an
unexamined life establish and guard their sociedemocratic freedoms. Nussbaum defends a
Socratic reasoning model toward advancing humaanty citizenship skills, which she sees as
pivotal to any vocation. In describing the link ween a study of the humanities and the ability
to engage in self-reflection, Nussbaum mirrors Gairemphasis on Bakhtinian notions of
alterity within a humanities-based curriculum.this case the “Humanities” refer:
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on the one hand, to those traditions of inquiry amg@ression where our civilization,
indeed any civilization, places its own presidirgsamptions, rituals, and sentiments
under the most searching intellectual scrutinyhimact of giving them formal realization;
they refer, on the other, to those critical methaaswhich civilizations attempt to
repossess t hose traditions of understanding itdtefiom the past and readapt them to
the changing needs of the present and the futur@elgloping the arts and sciences of
appropriate response to them. (126)

Such development can occur only when critical cosatgions encouraging of reflection and of
self-observation on both individual and societalels result from educational practice to the
point that emergent leaders can gain efficacy.

Alterity and the Question of Haitian-only Leadershp

| have argued that Haiti can possess or repostessducational priorities only by claiming and
exercising its own ability to grow leaders andatgn economy from within. This is not to say,
however, that such conversations are to take pdate between and among Haitians; on the
contrary, a dialogic model includes the recognitidriotherness” (Bakhtin’s alterity). As Gunn

explicates:

Bakhtin maintains that understanding is dialogaad that the aim of the dialogue is not
to merge, or at least to integrate, self and othdrject and object, to differentiate and, in
a particular way, to distantiate them. In sum, tkey to Bakhtin’s theory of
understanding, and thus to his conception of tlasseand sciences by means of which
understanding is cultivated in behalf of a fullentanity, is otherness. (133).

The call for this kind of philosophical approachnirrored in classroom practice, for teaching
empathy, especially when such teaching is pratiased (allowing students and teachers to
experiment and to experience otherness and to @e\aeltolerance for difference of opinion,
viewpoints, and others’ priorities and perspecfvesan essential component of a reformative
plan that would allow a developing country to grissvown leaders. Promoting and cultivating
empathy in all students highlights that relatiopshare the key to effective education models
and keeps in focus the reality that “[o]bservatard participation are culturally interwoven”
(15).
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Because developing relationships with members @&soown culture as well as those from
outside it are important in the development of etlmpathe question of whether “outsiders” such
as born Westerners, members of the Diaspora(siemnbers of races and classes that have
traditionally been seen as the oppressive classesically the classes toward which many
outside them aspire and toward membership in wiiehcurrent educational system purports to
prepare its students) can contribute and/or plpgrain the critical conversations that can lead to
change is affirmative. A more complete answer nexpuianalysis of what Bakhtin calls a
dialectical exteriority (Gunn 142):

Bakhtin . . . wants to use his historical perspecto cultivate a peculiar [relation] . . . to

his subjects to that, instead of entering into theencan, as it were, hold a conversation
with them, or at any rate overhear the conversatimy carry on among themselves.
(Gunn 139)

Rorty has observed that we cannot help but be et#mioc as Westerners, but the Western
tradition also has a self-correcting questioning awareness of the dangers of ethnocentrism in
it (Staloff on Rorty). Similarly, we can note thais the very process by which human cultures
use language to apprehend what is external to theasrder to understand what is internal. This
is why | believe it is advantageous to a systermt¢tude voices from outside itself. As Reich
puts it, “there is no ultimate or best observer. [nor is there] a comprehensive and complete
knowledge. . . . We have to concede plurality anérgity, instead, although all observers at the
same time are constrained by cultural conventigRgich 13). A polyphony of voices increases
subjects’ ability to imagine others, to take the@eds and perspectives into account, and to
grapple with the relation between their own congsiess and ability to express it. “In any case
the tension between self- and distant-observingymgoses open-mindedness, self-criticism,
tolerance of frustration and ambivalence” (Reich. ¥ Jerome Bruner puts it, “It is the give
and take of talk that makes [any] collaborationgilae” (93), not the writing upon Locke’s
tabula rasa. As Bruner writes:

Nobody needs to “go to war” over the multiple megs, multiple perspectives, multiple
frames that can be used in understanding the huReast, Present, and Possible.
Collaborative narrative construal is not a zero-ggame. Making sense jointly need not
be hegemony, just shoving the story version of gstienger down the throats of the
weaker—even when tense political issues are at s(8kuner 96).
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A Word about the Role of Teachers

While the subject of teacher preparation is togdao be treated adequately here, it is important
that all reform-minded thinkers about Haiti recagnithe necessity of preparing teachers for
more than knowledge dissemination. Teachers musupported in developing their ability to
recognize alterity, to tolerate uncertainty, andn@del cooperative dialogue. In addition,
supporters of in the way teacher preparation analifquation are managed in Haiti must
continue to recognize the necessity of ensuringehieforms be inclusive and imbedded in the
culture itself. “Learning in its full complexityyvrites Bruner:

. . . Involves the creation and negotiation of nieguin a larger culture, and the teacher
is the vicar of the culture at large. . . .And ajondask for any effort at reform . . . to
bring teachers into the debate and into theshapinthange. For they are the ultimate
change agents. (84)

No one knows better than Haiti's survivors of rdcdisasters that reality can disrupt them. A
dialogic approach to teaching can allow for theyverecariousness of Haiti’'s condition to be
considered in the classroom in the sense of Braroail for schools to promote experimentation
and discovery, that is, a place where teacherstmtbnts as mutual learners can “increase . . .
awareness of ... what they are doing, how tlmeyaing it, and why” (84). As Reich suggests,
“One of the preconditions of becoming an educataoher is precisely the ability to bear the
precariousness—the contingencies and ambiguitiedeanhing and to resist the temptation of
all too readily taking refuge only in stable origindns” (Reich 22). Thus a certain tolerance for
uncertainty is helpful in moving away from an apmib that supposes a hierarchy of knowledge
holders wielding power over those who historicdlgve been denied access to knowledge. The
skills needed by future leaders in order to createethical, effective Haitian government are
better promoted by a dialogic model than by theremur system which has a tendency to
reinforce existing class divisions. Within a classn and education system that values
interactivity and recognition of otherness, teashegined in humanites-based models of inquiry
can lead students to develop both the criticalkihop and spirit of cooperation essential for self
governance since democratic school cultures agethidvere, in Bruner’'s words, “being natively
good at something implies, among other things,ihglpthers get better at that something” (82).
As Bruner’s work shows, it is possible to teachskils that are needed for leadership, for in the
interactive classroom:

The balance between individuality and group effextess gets worked out with the
culture of the group; so too the balancing of ettoriracial identities and the sense of the
larger community of which they are part. And sisodool cultures of mutual learners

naturally forms a division of labor within them etlbalance between cultivating native
talent and enabling all to move ahead gets expidassernally in the group in the more

humane form of “from each according to his or Halitg.” (Bruner 82).
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This is an idealistic vision for Haiti. But it is @sion worth pursuing, and it is based on
researched methodologies that Haiti must be gihendpportunity to enact if she is ever to
develop beyond dependence on external systems.

Conclusion

The goal of a dialogic educational model is to preppeople for participation in problem-

solving and decision-making at individual, familiaind social levels. Haiti’'s education system
would benefit from the integration of interactiveodels that include character development to
emphasize empathic relationship-building and offierdents the possibility of discovering the
self through reading not only texts but the worldttention to process over product allows
teachers to model and students to learn how tolvetween the lines to examine what Lacanian
thought is called the real—that which is inartikdéabut none the less palpable--in order that
reductive trends toward co-opting the complexiiEeuman consciousness might be resisted.

Why is this important? One might ask, and why stiomé give priority to the development of
critical acuity when people are hungry and living tents? One reason, perhaps the most
important, is that consciousness itself is a resotinat improves the quality of people’s lives;
the more conscious one is about one’s life andiogldo it and to others, whether one is living in
poverty or in wealth, the greater the depth ofdivexperience of what we might consider the
human capacity to embrace life. On the level ofxigrait is that being able to identify that
resource allocation operates through status ane@pamd to engage in a calling of those systems
into question is at the heart of the matter and ttia ability to engage in such questioning must
be taught. A model that encourages interactionhedp learners learn to deconstruct their own
social and personal identity frameworks in ordepé#oticipate thoughtfully in the creating and
sustaining of local and global economies but withatnolesale subordination to them nor
unthinking loyalty to their claims.
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Notes

! That challenge is not easy in even affluent sisetn the United States, for example, debates
have ensued for decades about whether high sceosteuld receive practical and functional
instruction or a more theoretical and classicavidedge-based curriculum (Ravitch 43-80).

2 In my view and that of recent linguistic educatetsh as my colleague Gérard Férére, this
would entail teaching children during their fornvatiyear in the native language rather than in a
second language—a topic beyond the scope of tlperp# would entail moving away from a
teaching-to-the-test mentality as is now the pcacin Haiti (as well, in the United States under
No Child Left Behind) and toward a dialogic moddiexein people are not so muchined but
given opportunities to develop what Chomsky calls ianate human ability to access
consciousness linguistically.

3 While the purpose of this paper is not to promeosscialist agenda for Haiti, it is instructive to
note the dangers of “slotting children prematuretg grooves of . . . manufacture” or promoting
a “too-early specialization the menace of unifoyhiis the source of a new division into a
master and a subject class” (Novak).

* Toussaint L'Ouverture High School for Arts & Sdcitustice (TLHS), the Florida charter
school operated by the organization | co-founded em-direct in Florida, has as its vision
statement “to help youth acquire the skills thegchto be successful in college and/or work and
to have a voice in co-creating a world they camebelin” (www.toussaintlouverture.org).

> Similarly, Nicholas Maxwell argues iA Revolution for Science and the Humanities: From
Knowledge to Wisdommat wisdom, rather than knowledger seshould be the goal of academic
inquiry—wisdom defined as the capacity to contekteaknowledge and to apply it toward
solving the problems of the lived world.

® This is not to suggest that norms should be dstwl by replacing the narratives of a top-
down model with equally normative but more liberahceptions of what should be. People need
to be provided opportunities to decide for themsglvindividually and collectively, what
systems and methods are needed to maintain amatwsfdrm their cultures. Communities’
needs themselves must determine the kind of educageded to support the local economy and
the degree to which groups prioritize communitydseever those of individual growth.
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