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ABSTRACT OF
CURRICULUM POLICY
FOR THE
PUBLIC ELEMENTARY AND SECONDARY SCHOOLS IN ONTARIO: 1945-1965

Curriculum policy is a specialized topic for educators and curricular-
ists, but little is known about its theoretical bases and practice within
educational literature. A selected review of the 1iterature from public
adninistration theory and empirical studies related to policy and policy-
making provided a theoretical foundation for this study of curriculum pol-
icy types. The purpose of this study was to identify and analyze curricu=-
Tum policies for the public elementary and secondary schools in Ontario
from 1945 to 1965.

The study consists of five sequential stages. The first stage is the
establ ishment of a theoretical approach framn which research criteria are
developed and research questions emerge. Stages two and three, the assemb-
1ing and dinvestigation of the data, include the systematic retrieval of
primary and secondary materials. This involves the chronicling of selected
events in Ontario education and curriculum history for the given timeframe
as well as the identifying and the retrieving of pertinent curriculum docu-
ments. Persons associated with curriculum policies during this period were
also interviewed for clarification and affimation of curriculum events and
records. Interpretation, the fourth stage, appl ies the theoretical con-
structs, research criteria, and the research questions to the historical
findings. The final stage, deduction and synthesis, consists of conclu-
sions and general izations which were drawn from the observations and col-
lected data.

iij
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The detailed criteria, along with the theoretical approach, provide
the solutions to the three reseaéch questions:

(a) What forces determined curriculum policies during this period?

(b) What were the curriculum policies for the public elementary and

secondary schools in Ontario from 1945 to 19652

(c) What type of curriculum policies characterized each designated

era within the selected time period?

The theoretical framework which was adapted from the work of Theodore
Lowi (1964, 1970, 1972, 1985) provides an opportunity to respond to each of
the research questions.

The study demonstrates the utility of Lowi's policy types (1970, 1972).
It also extends Lowi's typology of policy types and identifies five dis-
tinct types of curriculum policy: regulatory curriculum policy, redistrib=-
utive curriculum policy, distributive curriculum policy, constituent cur=-
riculum policy, and curriculum non-policy.

The study demonstrates that curriculum policy, which is a specialized
form of public policy, is influenced by such social, demographic and polit-
jcal forces as societal values, ethical systems, institutional arrange-
ments, as well as the access and exercise of power. When this theoretical
schema is applied to various curriculum policies for Ontario's public edu-
cational system from 1945 to 1965, several specific conclusions can be
made. Since the research period of twenty years was divided into eras
according to the five Ministers of Education for that time, it was possible
to observe curriculum policies as a progressive pattern of cautious incre-
mental ism. Certain types of policies appear to be more characteristic of

some Ministers of Education and their administrations than of others.



Similarly, the personality and power for political leverage of the policy-
maker, in concert with the social, econamic and demographic contexts of the
era, appear to be important determinants of the type of curriculum policy.
The thesis 1is an inter-disciplinary study which 1is descriptive,
explanatory, and analytical. Its contributions contain many implications
for further research. Finally, the Appendix items contain numerous his-
torical items which are becoming difficult to locate. Such reinforce the
conceptualization of curriculum policy as an interactive force which

affects politics, education, and curriculum issues.
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INTRODUCTION

Society has always been concerned about education. At various his-
torical points, education has been seen as a means of decreasing illi-
teracy, developing an improved workforce, resolving class differences,
conveying particular philosophical and social tenets, and offering spe-
cialized forms of training or schooling. In the twentieth century such
concerns have been articulated by a growing number of people, especially
through the demands and expectations of the general publiic and politi-
cians.

These are some of the reasons why education is a political matter.
As many writers like Kogan (1978) have acknowledged, education finds it-
self in the paradoxical situation of reflecting the frequently conflict-
ing and broad character of a society which it supports and from which it
derives its life. From this situation comes the issues for educational
policy and curriculum policy. Kogan states (p. 53) that discussions
about the content, deve]opmeﬂt‘and administration of the curriculum are
crucial to debates about education policies. Boyd (1978) also notes

In attempting to preserve or reshape society. curri-

culum policy-makers are inescapably involved in a

political act. . . . It is inevitable that the pur-

pose of public schools and their curricula will be

the objects of political struggles. (pp. 577-578)
The situation is neither new nor characteristic of any one school, school
system, society, culture, or historical period. Curriculum policy and
policy-making are political issues.

What Kogan and Boyd, as well as many other educational writers such
as Kirst and Wirt (1973), have clearly recognized is the strong relation-
ship between pclitics and education in general and between politics and

curriculum in particular. To ignore such a liaison is to admit political

and social naiveté (Wirt and Kirst, 1975). To study such a liaison is to



2
attempt to describe and understand, and possibly to suggest, an improved

political social process.

This thesis attempts such a study. Its principal assumption lies
in the view that politics, education, and curriculum are inseparable.
Secondly, it also assumes that the bureaucratic structure of Ontario's
educational system is characterized by a network of units and subunits,
or subsystems, which have their own independent and interdependent func-
tions. Thirdly, while curriculum is a crucial element for the functioning
of a school and an educational system, it is the legislature which has
ultimate control over the curriculum for the public school system. These
issues form the bases for a study of curriculum policy-making for Ontario
public education.

The problem which this study addresses is how to determine what the
curriculum policies for the public elementary and secondary schools in
Ontario from 1945 to 1965 were and to analyze how they developed. To
ascertain the answers, thefollowingwere the major questions which guided
the research:

(a) What were the curriculum policies for the public elementary and

secondary schools in Ontario from 1945 to 1965?

(b) Who determined curriculum policies during this period?

(c) What forces determined curriculum policies during this period?

Therefore, this historical case study is an analysis of curriculum
policy-making for the public elementary and secondary schools of Ontario
between 1945 and 1965.

The study describes the historical milieu of Ontario education dur-
ing this time frame and analyzes the provincial records and documents

which state or reflect the curriculum policy for these Ontario schools

during this period.
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The thesis consists of an introduction and five chapters. Chapter I
is a selected review of the literature on policy, policy-making and cur-
riculum policy-making from which a conceptual approach for curriculum
policy-making is developed. Chapter 11 delineates the research problems
and methodology used for obtaining the data. Chapter III describes the
social and educational milieu in Ontario during the first twenty years
following World War II. Emphasis is placed on chronicling historical
events in curriculum. Chapter IV is an analysis and discussion of the
findings in light of the historical context and the analytical criteria.

A summary and conclusion in Chapter V completes the thesis.



CHAPTER I
RESEARCH PROBLEM AND METHODOLOGY

A. PURPOSES AND DIRECTION OF THE STUDY

Deciding the curriculum for Ontario public schools has been a polit-
ical matter which pre-dates Confederation (for example, see Fleming, 1972;
Hanchard, 1966; and McCutcheon, 1941), yet only since the end of World
War II have analysts seriously addressed the connections between education
and politics. By the 1970s a few probing researchers were stating that
education is a political matter.

Writers such as Kogan (1978) describe how education found itself in
the paradoxical position of reflecting the frequently conflicting and broad
character of a society it supported and from which 1t derived its life.
Out of this situation arise the issues for educational and curriculum
policy. Kogan notes that discussions about the content, development, and
adninistration of the curriculum are crucial to debates about educational
policies (p. 53).

Likewise, Boyd (1978) says that:

In attempting to preserve or reshape society, curri-

culum policy-makers are inescapably involved 1n a pol-

itical act. . . . It is 1nevitable that the purpose of

public schools and their curricula will be the objects

of political struggles. (pp. 577-578).
Such a situation is neither new nor characteristic of any one school,
school system, society, culture, or historical period. The reality is
clear: curriculum policy and policy-making are political 1issues.

Kogan and Boyd, 1ike other educational researchers such as Kirst and

Wirt (1972), clearly recognize the strong relationship between politics and



education in general and between politics and curriculum in particular. To
ignore such a 1iaison 1s to admit political and social naivete (Wirt and
Kirst, 1975). Studying such a liaison is an attempt to describe, to under-
stand, and possibly to suggest an improved political process for developing
curriculum policy.

The purposes of this study are twofold: to develop a thorough and
adaptable theoretical framework for the purpose of identifying types of
curriculum policy and, secondly, to apply such a framework to a specific
period in Ontario education.

Such efforts to investigate a twenty-year span of Ontario curriculum
policies are an exploratory extension of Lowi's typology. Lowi suggests
that such an investigation is "ogistically correct" (Telephone Interview,
June 1988) because the study goes one step beyond his theoretical work
since it undertakes to apply his typology to a specific area outside Ameri-
can federal politics.

The initial research problem was basically one of identification.
This was hampered Py several serious gaps in educational and curriculum
research. For instance, there are theoretical gaps, such as no or assumed
definitions, concepts and models of policy, policy-making and policy
analysis. Secondly, there are data gaps because Provincial and Federal
archival collections are 1imited, incomplete or undocumented. There are
also research gaps due to limited historical research in Ontario education,
and 1ittlie policy identification and policy analysis. Therefore, it was
necessary to search for a suitable theoretical framework in other disci-
plines. Such was found 1in the field of public administration. This

approach gives the study an interdisciplinary orientation which strengthens



the objective rigours of the research since it takes the work of theorists
and researchers in public administration and policy sciences and applies
them to education--specifically, curriculum policies.

The theoretical framework is developed from several policy analysts,
in particular Theodore Lowi (1964, 1970, 1972, 1985). Lowi's taxonomy of
policy types, especially where it is used in specific policy areas (for
example, Shiry, 1977), provides an inventive means of identifying and
interpreting a specific policy-making situation. This study uses Lowi's
schema to provide an identification instrument for analyzing a particular
issue in policy research for a given period in Ontario educational history.
B. THE RESEARCH PROBLEM

The entire study has three underlying assumptions. Its principal
assumption is that politics, education, and curriculum are inseparable. It
also assumes that the structure of Ontario's educational system is a
bureaucratic network. Thirdly, while curriculum is a crucial element for
the functioning of Ontario's educational system, it is the Legislature
which has the ultimate control over the curriculum for the public school
system. This third assumption recognizes the political milieu of public
policy-making., Lowi (1964) identifies the policy context for bureaucratic
governments. He argues that each type of policy, when properly classified,
can be associated with its own distinctive arena of power and with 1its own
political process as well as power structure.

The research problem of iJdentifying the curriculum policies for
Ontario public schools from 1945 to 1965 involves a five-stage process:
establishing a theoretical base, retrieving and investigating data about
the twenty-year period selected for the study, and using the theoretical

schema to interpret the findings to proffer synthesis and conclusion.



During the five-stage sequence, the following questions guided the
research:

(a) What forces determined curriculum policies during this period?

(b) What were the curriculum policies for the public elementary and

secondary schools in Ontario fram 1945 to 19657

(c) What type of curriculum policies characterized each designated

era within the selected time period?

Each question reflects the purpose of the study and the analytical
approach which will be presented in Chapter II. The questions imply that
there are several factors and processes which result in curriculum policies
for the chosen "arenas of power" (Easton, 1965). The research questions
identify the forces and direction which resulted in particular policies as
they were found in the surviving Ontario Govermment curriculum documents
for the years between 1945 and 1965.

Such forms the basis for the research problem of a study about curri-
culum policy for specific eras in Ontario's public education.
C. METHODOLOGY

This study 1is an exploratory thesis. It 1is not an historical case
study, a content analysis, a critique, or an expose. The theory sources,
as will be described in Chapter II's selected review of the 1iterature, are
intended to give the reader insight into the background of the problem.

The 1iterature fram the policy sciences provide a substantial theoret-
ical basis for refining the concept of policy and policy types. Curriculum
research offers a theoretical perspective for establishing an operational
definition for curriculum policy. Thus, in Chapter II a theoretical frame-

work is developed which can be applied to a specific area of curriculum



policy for the purpose of learning from an "accessibie hard-copy record of
the recent past" (Solomon, Jr., 1983, p. 426).

The period of this study was selected for several reasons: the re-
searcher's interest 1in Ontario education and in Ontario's educational his~
tory; the development of policy studies and educational research, espe-
cially in curriculum, since 1945; a general acknowledgement of the global
impact of World War II on humanity and on education in particular; and the
occurrence of several events and changes in Ontario educational history
during the selected timeframe.

The year 1965 provides a natural temminus for the thesis because the
Department of Education was totally reorganized in that year (see Figure 8,
p. 52); its subsequent effect on education in the Province offering a log-
ical departure point for this study.

A final factor which influenced the selection of the timespan for this
study was the position of the Minister of Education. Between 1945 and
1965, there were five Ministers of Education in Ontario (see Appendix I:A).
One held the position simultaneocusly with the premiership and two ministers
left the education portfolio to become Premier of the Province. While
Chapter III highlights selected historical, social and demographic factors
of the +twenty years under study, knowing who held Ontario's educational
portfolio affects the methodology of this thesis in two ways: it serves to
categorize the twenty years into five divisions and, secondly, it provides
a time reference for policy practices. Therefore, this thesis alludes to
the Drew Era, the Porter Era, the Dunlop Era, the Robarts Era, and the
Davis Era in reference to the periods when George Drew, Dana Porter,

William Dunlop, John Robarts, and William Davis, respectively, held the



position of Minister of Education (see Appendix I:A). Although the latter
Minister continued to hold the portfolio until 1971, his assuming the
office in 1962 is still a helpful reference point up to the transition from
a Department of Education to a Ministry of Education in 1965. In summary,
these are the interests and historical factors which guided the choice of
this particular research period.

The direction of this study was guided by the selected research period
because it shows the 1interlocking nature of curriculum policy with polit-
ical and educational institutions within a rapidly-changing social system.
To help with the identification and 1isolation of information sources,
a three-pronged data source was developed. Firstly, general educational
and curriculum events for the Ontario public elementary and secondary
schools from 1945 to 1965 are chroniclied. This material, summarized in
Chapter III, was found in a wide range of sources: Federal and Provincial
records, theses, biographies, records of various educational associations
and agencies, as well as numerous reports by these agencies and the Ontario
Government. The major reference for presenting the historical content for
this study 1is the authoritative seven-volume collection, Ontario's Educa-
tive Society (Fleming, 1971). A second major reference, particularly for
the 1945-1955 period, is the archival material and final submission of the
Roval Commission on Education in Ontario (1950), also known as "The Hope
Report®.

A further major data source for the study is the Ontario Government's
curriculum documents, records, reports, and memoranda from 1945 +to 1965.
This major research source is sub-divided according to the three research

questions which have been stated earlier in this chapter (see p. 6).
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The third and auxiliary data source is the interviewing of polit-
icians, administrators, and other persons who had been 1{dentified by the
1iterature and government sources as having some invol vement and/or vested
interest in the topic during the time period of this research project (see
Appendix III:A). The purposes of the interviewing activity are to clarify
and to confirm actual historical events and their effect on curriculum.
However, the principal data sources are the records and documents of the
Provincial Government and Department (Ministry) of Education for Ontario
from the selected time period. Several have been selected for the Appendix
section of this study.

As Rowan (1970, Chapter I, p. 11) specifies, there are four common
policy instruments: an Act of Parliament (which includes any legislature's
law), a memorandum, Departmental practices, and the manner whereby a
"minister or public authority settles an individual case" (p. 231). There-
fore, the acts, regulations, sessional papers, and legislative debates of
the Ontario Legislature from 1945 to 1965 were searched insofar as this
material (according to specific definitions) pertained to educational and
curriculum issues. The memoranda, records, and correspondence of the five
Ministers of Education and their senior Departmental officials during this
research period were also searched. The intent was to extract from these
policy instruments an indication of what the curriculum policies were. The
operational definitions, the research criteria, and the three research
questions provide the tools for identifying curriculum policies which
existed at the time.

Research methodology recognizes documentary sources and analysis to

include printed or written materials. In documenting analysis, the fol=-
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lowing are used as a source of data: official records and reports; printed
forms; textbooks; reference books; letters; biographies; diaries; composi-
tions; themes or other prepared work; books, magazines, newspapers, college
bulletins or catalogues; syllabi or courses of study; pictures, films, and
cartoons (Best, 1970, p. 133).

The documentary resources for this thesis are categorized as primary
and secondary sources. The primary sources include the Provincial legisla-
tive debates; sessional papers; legislative acts and regulations; specific
programs or courses of studies, Departmentally issued 1ists and support
documents designated for use in the Province's schools; memoranda and cor-
respondence of/between ministers and personnel of the Department (Ministry)
of Education; official records; textbook 1istings; speeches; and personal
memoranda of Ministerial and Departmental personnel.

In compliance with the operational definitions which will be stated in
Chapter II, the primary data sources were all searched for definitive cur-
riculum policy statements. Frequently a resource, such as the Minister of
Education's response to a question in the Ontario Legislature or in the
annual Ministerial report, would also indicate the sources for developing a
particular policy. Similarly, the primary source might show a lack of pol-
icy statements on a specific curriculum issue or a hesitancy to recommend
policy action on an issue or proceed in a particular direction.

The items which are classified as secondary or support sources are
biographical notations, historical texts, reference books, and theses.
Anecdotes which can be found in reference texts and which were shared

during the interviews are also supportive data material.
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Access to many of the primary data source items requires Ministerial
approval since the timeframe of the study impinges on the government's
thirty-year restriction policy. This requires official permission to view
certain government materials which are more recent than thirty years from
the present date of the research project. Permission with specified pro-
cedures was received from the Ministry of Education's Deputy Minister (see
Appendices II:A-F). Permission and assistance were also obtained to inter-
view several employees of the Ministry of Education for the purposes of
clarifying and confiming the research data. Nonetheless, in attempting to
adhere to the objective rigours of the study's methodology, several prob=-
lems were encountered in the gathering of primary data. It appears that
the record-keeping procedures of the various government and support sources
varied and/or have changed quite dramatically during the past forty years.
For instance, numerous gaps are noted 1in correspondence files and speech
records for several Ministers of Education and senior Departmental figures.
The records of educational agencies were consulted and occasionally they
could supply missing pieces of material. The records of the teaching fed=-
erations, such as the Ontario Secondary Teachers! Federation, the Ontario
Educational Association, and the Canaaian Educational Association, were
research sources.

However, the major repositories for the primary data are the Central
Registry Series for Educational Records at the Archives of Ontario in
Toronto; the Government Records Division of the Robarts Library, University
of Toronto; the Resource Centre of the Ministry of Education, Mowat Block,
Toronto; and the Historical Records Section in the Jackson Library at the

Ontario Institute for Studies in Education 1in Toronto. Material for the
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George Drew Era is found at the National Archives in Ottawa. Many of these
sources also have supplementary items such as conference reports, research
papers, and mini-positional papers which provide a secondary reference.
Every effort was made to find all possible primary material related in any
manner to the research topic. Appendix II:F illustrates an instance when
additional ministerial approval was sought for possible further material.
Signatures, dating, stylistic expressions, and all minuscule notations were
examined to assure the highest quality of authenticity, integrity, and cre-
dibility.

The gaps in primary sources and the lack of research in many areas of
recent Ontario educational history prompted the use of a secondary data
source--the interview--for clarifying and confiming purposes. The use of
the interview as a scientific research device is highly recognized (Gergen,
1968; Best, 1970; Englehart, 1972). The immediacy and opportunity for feed-
back and digression which characterize the interview, as opposed to a
questionnaire, as a research tool allow for the opportunity to obtain addi-
tional data, clarity, depth, and possible follow-ups (Borg, 1963).

The 15 men and women (see Appendix III:A) who were able to serve as
interviewees between October 1981 and August 1982 had been identified by
the primary or secondary sources as persons who had been directly or in-
directly involved with curriculum policy in Ontario at some point between
1945 to 1965. Personal correspondence augmented several sessions and fre-
quently resulted in additional resource material.

Following principles of specialized interviewing (Dexter, 1970), and
because the interview was only for clarification and confirmation purposes,

an interview schedule was not used. Preparation prior to the interview was
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done in terms of familjarizing the interviewer with the interviewee's edu-
cational background and previous role in curriculum and frequently provid-
ing the interviewee with the principal research questions to help familiar-
jze them with the direction for the meeting. Notes were taken with the in—
terviewee's permission. Responses were relevant to the research area, par-
ticularly in assessing and confiming the external and internal influences
as already noted by Kroll (1969). The personal perceptions of societal
values and the characteristics of leadership roles were especially insight-
ful. While the data source provided by the interviews 1is an auxiliary
source, it proved to be an invaluable reference and catalyst for assessing
the primary material.

Therefore, given the eclectic ranges of sources which are consulted
and- searched, the intentions are to indicate the accessible and surviving
primary data, to preserve such materials for further research, and to pre-
sent credible examples of curriculum policies. Thus, by Chapter IV of this
study, one should be able to identify the policy type and classify the as-
sociated political proceés and power,

D. PRESENTATION OF THE STUDY

This thesis has five chapters. Chapter I has delineated the context
and methodology for addressing the twofold research problem. Chapter II
presents a theoretical schema and definitional basis which are developed
fron a selected review of the 1iterature on policy, public policy, curric-
ulum, and curriculum policy. Chapter III , which presents a selected over-
view of educational and curriculum events in Ontario during the first
twenty years following World War II, is intended to establish a basis for

the theoretical and analytical references. Chapter IV is an interpreta-
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tion, particulary through the extension of Lowi's typology, of the theoret-
ical framework to the curriculum context for the purposes of identifying
and analyzing the related politics and curriculum policies for the given
time period. Chapter V concludes the study by summarizing the conclusion

and by offering interpretations for curriculum and curriculum policy.
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CHAPTER 1I
A FRAMEWORK FOR ANALYSIS

This chapter introduces the major components and a theoretical model
for identifying public policy. The purpose is to establish a conceptual
approach for classifying and analyzing curriculum policy for the public
elementary and secondary schools in Ontario from 1945 +to 1965. The scope
of the topic, however, requires several preliminary clarifications. These
are addressed by focusing on the nature of public policy from which defini-
tions and Lowi's taxonomy of policy types (1972) are presented. This ap-
proach requires recognition of the types of public policies within the
broader areas of educational policies. In the course of presenting the
analytical schema, definitions for the following core components are pre-
sented: policy, Lowi's typology of policy types, curriculum, curriculum
policy, and a typology of curriculum policies.

A. THE CONCEPT AND NATURE OF A PUBLIC POLICY

Historically, the word "policy" traces its origins to classical times.
Greek and Latin philosophers and statesmen coined such words as "polita",
"polites", "polikos" and "polis" which translated to mean "administration",
"citizen", "civic" and "city", respectively (Webster's New Collegiate Dic-
tionary, 1974). Their patterns of usage remained relatively unchanged un-
ti1 the present century when population and industrial growth forced the
politician, diplomat, industrialist and scholar to recognize the many areas
in which contemporary policy issues were being referenced.

Conceptualizing debates were strikingly demonstrated by the post-World

War II establishment of a field of theoretical and applied studies called
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policy sciences (for example, Lasswell, 1951, 1970; Lindblam, 1958, 1959;
Dror, 1968, 1971). While the literature on educational policies has been
noticeably small (notable exceptions being Mann, 1976; Elboim-Dror, 1970;
Boyd, 1978), analyses of foreign policy, economic policy, and defence poli-
cy are highly specialized. Yet, despite thelr classical origins, policy
and policy-making are really modern issues reflective of complex societies
and bureaucratic institutions. Despite the attention given to many spe-
cialized areas of policy, several social institutions, such as education,
lack a Tlong tradition of policy research and analysis. Whatever the rea-
sons for this uneven attention, the task of establishing common parameters
prompts investigation. Three elementary questions are raised: What are
the crucial elements of a policy? Are all policies similar? What condi-
tions are necessary for a policy to exist?

So, while many admninistrators and policy scientists might assume dis~
tinctions, others such as Kerr (1976) clarify the common criteria as to
what constitutes a policy. A "rigorous definition is crucial"™ (p. 353),
Kerr contends, in order to identify a policy within a proposal, to distin-
guish between public and non~public or private poiicies, and to engage in
serious policy analysis. A policy, according to Kerr (pp. 352-354), must
have four core criteria: there must be an agent, or policy-issuing body,
which states an intention or goal (a policy) for the purpose of acting in a
specified manner towards the achievement of a particular objective.

The purpose of Kerr's discussion (p. 352) is to establish criteria for
determining the conditions of a policy which will definitely distinguish it
from a plan, a promise, and a principle. Kerr would say, for example, that

the statement "honesty is the best policy" is not a policy but a principle
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because it 1lacks the "essential feature of any policy . . . namely, a con~
ditional imperative" (p. 353) . The purpose and indicator of achievement
must be noted by the policy-maker and client.

A further element to note is the frequently assumed distinction be~
tween public and non-public, or private, policy. This dimension has sev-
eral implications when the matter is applied to actual businesses, indus-
tries and governments. It raises many questions when the matters of policy
development, implementation, evaluation, and varijations between personal
and public policy differ. Kerr, in her analysis of what makes a policy
successful or unsuccessful, considers that the criteria for a public policy
are that the policy is announced (1976, p. 355), as when it is made public
through some means of verbal or written notice. Published statements in a
company's annual report or Minister's statements in a government's assembly
would constitute such a public act. Unlike a private policy which need not
be as thorough nor made public, this announcing action ensures that the
policy is made known to those who may be affected by the policy and who
could affect the circumstances of the policy's enforcement, as well as
those who might have an interest in the fulfillment of the policy.

Another aspect which is critical to the nature of policy is the polit-
ical interplay of policy components in bureaucratic structures. The deter-
mining factor is what Lowi (1964, 1970, 1972, 1985) identifies as coercion.
He reacts strongly to the analysts who equate policy as simply a decision.
According to Lowi (1970), the latter is a micro concept, while a policy is
a macro concept associated with political behaviour. For him, +the most
crucial factor which holds the policy elements together is coercion (1970,

1972). As shown in Figure 1, his typology of policies indicates that coer-
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TYPES OF COERCION, TYPES OF POLICY, AND TYPES OF POLITICS

Applicabilicy of Caercion
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FIGURE 1:
Lowi's Typology of Policy
Source: Theodore J. Lowi, "Four Systems of Policy, Politics, and Choice,"

Public Administration Review, Vol. 32(4), July/Aug 1972, p. 300
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cion involves a continuum of infiuence and power reflective of the manner
whereby organizations attempt to stabilize relationships among members of a
collective 1ife pattern. Referencing his definitional assumptions to
Hume's perception of political society, Lowi (1970) states his operating
premise clearly:

Institutions are means of moralizing coercion. Admin-

istration is a means of routinizing coercion. Govern-

ment is a means of legitimizing it. Power is simply

the relative share a person or group appears to have in

shaping and directing the instruments of coercion. Co-

ercion is perhaps to the macrosocial level what power

is to the microscopic or behavioral. (p. 314)

From this basis, Lowi initially defines policy as "del iberate coer-
cion--statements attempting to set forth the purpose, the means, the sub-
jects and the objects of coercion" (p. 315). Building on Easton's work
(1965), public policy for Lowi involves the behaviour of administration,
government, and publics or the authorities in a political system. Public
policy without coercion is a non-entity. Without this power, a policy
cannot achieve the resolution of the problems it was designed to serve.
Therefore, if policy instruments exist to enable the routinizing and legit-
imization of the policy, then coercion is a critical factor affecting the
concept of a policy (Rowan, 1970) . So if, as a noted earlier, the four
most common policy instruments are an Act of Parliament (which includes any
legislature's laws), a memorandum, departmental practices, and the manner
whereby a ™minister or public authority settles an individual case" (Rowan,
1970, p. 231), then, besides identifying an Act as the "highest-level Iiegal
policy instrument", a policy instrument could be a means towards achieving

a policy's objective, rather than the policy itself. This variety of poli-

cy instruments complements Lowi's distinction (1972) that coercing may work
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through an individual or the environment. The 1ikeiihood of coercion hap-
pening may be remote or immediate, depending upon the type of policy. Con-
sequently, each method of coercing may have its own dimensions and context
within which politics functions.

Lowi (1985) acknowledges that:

« « o« Not all government actions emanate for policy

« « « Lyet] probably the most fundamental government

actions are policies--actions that are repetitive,

relatively consistent, and derived from some formally

expressed value, goal, or intention. (p. 179)
Lowi presents his "formalistic" definition of a policy as a "rational exer-
cise of political authority expressed as a guideline which seeks to bring
the action of agents into some accord with the intention of the governing
elite" (p. 179). This wording acknowledges the very exacting elements
which are so critical for ultimately identifying and analyzing specific
policies such as curriculum policies. Therefore, Lowi's definitions of
policy will serve as the core operational definition for the study.

The important influence of the political environment or context should
be realized. This_element continues to raise the ongoing debate as to
whether or not a public policy is an output (Bauer, 1968; Dror, 1968) or an
outcome (Lindblom, 1968) of a social system. The resolution may be in
realizing that an eclectic view of policy and policy-making is required.
Distinguishing the various types of policy types still remains a problem.
Therefore, Section B of Chapter II which follows will focus on Lowi's four-
dimensional typology (see Figure l, p. 19), and present ; resolution to

these conceptualizing concerns.
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B. LOWI'S TYPOLOGY OF POLICY

The elements of coercion and politics, which have been addressed by
policy and political scientists, such as Lowi, help to suggest why such
analysts have undertaken to distinguish various types of policies.
Figure 1 (p. 19) 1illustrates Lowi's four types of policy, the 1ikelihood
and method of coercion, as well as the types of politics common to partic—
ular policy forces.

Over the most recent twenty-five-year period, Lowi has refined his
perceptions of how political systems operate. In a recent inquiry into the
relationship between policy and administration, Lowi (1985) repeats that
every type of state, or regime, creates a politics consistent with itself,
as evidenced through rules and actions emanating from rules referred to by
such policy instruments as laws, statutes, decrees, and regulations. Lowi
further reasons that

« «» « if policies are the State-inaction, then, if

properly classified, there are types of regimes, each

of which is 1ikely to develop 1its own system of poli-

tics. This 1ine of reasoning involves a considerable

shift in the theoretical perspective--from the assump-

tion that politics causes policy to the assumption that

policy causes politics. (pp. 67-68)
Lowi argues that a "definition of policies divorced from all interests,
other than the State itself, requires two elements: the language of law
and the techniques of control™ (1985, p. 179). Borrowing Roscoe Pound's
phrase "the language of law" (Friedman, 1977), Lowi means the jurisprudence
connotation of rule . Pound defines 1law as a "legal precept attaching a
definite detailed legal consequence to a definite detailed statement of

fact" (quoted in Lowi, 1985, p. 70 from Friednan and Macaulay, 1977,

p. 855). So, given the 1increased size and bureaucracy of contemporary
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governments, their agencies, such as government departments and ministries
1ike a Department of Education, become the political means whereby a modern
larger government communicates its "laws, or 'legal rules' . . . directly
to citizens. . . ." Lowi articulates his conceptualization into a further
ref ined definition of policy:

A policy is a rule formulated by some govermmental

authority expressing an 1intention to influence the

behavior of citizens, 1individually or collectively,

by use of positive and negative sanctions. (1985,

p. 70)

Lowi developed his four-fold typology from the work of a legal theo-
rist, H. L. A. Hart (1961) (Lowi, 1985). Hart's recognition of two defi-
nitions of law helps to explain Lowi's perception of the 1ikelihood and
appl ication of coercion. Hart interprets the traditional view of a law as
a rule which "™imposes an obligation and then applies a sanction for non-
compl fance®” as a primary rule. Lowi would argue that this situation is
applicable to individuals who do not comply with regulative policy and to
groups and individuals who do not abide by a redistributive policy. While
the former 1is more characteristic of a decentralized political situation
and the Tatter of a centralized environment, the 1ikelihood of coercion is
immediate because, as a primary rule, these two types of policy are basic
or foundational. Failure to follow regulative or redistributive policies
adversely affects the organization's existence so that the potential for
using coercion helps to ensure that such policies are enforced.

On the other hand, a policy which "imposes no duties directly upon
citizens [but instead] confers powers or facilities on them" (Hart, 1961,

pp. 89-95; Lowi, 1985) is a secondary rule. Distributive and constituent

types of policy tend to be so because the 1ikelihood of coercion for the
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individual and environment is respectfully remote. These types of policies
are not critical or primary for the organization to operate and are there-
fore identified as secondary.

Lowi does caution about an ambiguous interpretation of the environment
of conduct. For example, a change in tax rates is really coercion being
applied through the environment. Lowi notes how it affects the individ-
ual's conduct without directly focusing on a specific individual. There-
fore, to complete the illustration, one should see that an individual citi-
zen's obligation to pay income tax is a primary rule or regulatory policy.
The distribution of tax rates for individual filing purposes is an illus~
tration of a secondary, or distributive policy, which can be adjusted or
redistributed if given factors such as timing of payments affect the indi-
vidual's ultimate handling of his/her income tax filing. Yet, the individ-
ual or group which fails to follow this distributive policy, which is now
also a redistributive policy, will find him/hersel f subject to primary and
immediate coercion, given the State's legitimatized access to "the language
of law" and the "techniques of control", As suggested through this exam-
ple, a policy may be more than one type simultaneously (Telephone Inter-
view, June 1988). However, Lowi summarizes that most types of policy can
be identified as either a primary rule or a secondary rule (see chart
format in Figure 2).

Such labelling, however, is simply a classification scheme for iden=
tifying specific types of discrete policies within the 1larger realms of
education and curriculum policy. The labels do not necessarily explain or
imply causes, outcomes, or impacts of the policy. Such becomes an analy-

tical extension of the identification process which is really an effort to
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in form
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FIGURE 2:

Specific Characteristics of
Policy Types, Types of Coercion and Types of Politics

Source: From "The State in Politics: An Inquiry into the Relation between Policy and Administration" by Theodore Lowi.
In Begulation Policy and the Social Sciences (Roger G. Noll, Ed.), University of California Press, 1985, p. 74
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link and explain the impacts of the policy. Chapter IV of this study
attempts such a task in 1ight of the material on Ontario education which is
presented in Chapter III.

But a fifth policy type, non-policy, must also be recognized (Inter-
view: Lowi, 18 August 1987). Several studies (Bachrach and Baratz, 1963;
Boyd, 1978) have brought to public attention the influential force of poli-
cy-makers-;nd organizations when they decide not to decide. Bachrach and
Baratz describe the two sides of power--one quite visible and the other
hidden. It is the latter which contributes to the non-decision behaviour
because this power acts discretely to suppress open conflict and public
discussion of issues to parties in power or control. However, non-deci-
sions may also be strategies; for example, to allow for more time and more
information to be acquired and/or for more resources to be involved or
there may be a lack of desire or need to bring a policy issue forward.
Whatever the reason, it would appear that the absence of a policy may be
the result of no policy activity or of no need for such a policy up to that
time in the polity. These circumstances could result in constituent policy
whereby a new agency 1is established and new appointments are made. Like-
wise, as a result of such policies, a type of regulative policy could en-
sue, but this infers certain impacts on the society, its economy, and its
politics.

What is deliberate 1is the argument that, within any bureaucratic
government activity, public policies will exist, be they regulative, con-
stituent, distributive, redistributive, or non-policy. As a result of
their existence, political activity occurs. Therefore, this classification

schema should enable one to identify types of curriculum policies as well
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as who and what influenced them. Likewise, if each policy type has its own
characteristics, then one should be able to distinguish five separate are-
nas of power or political attributes. To test these hypotheses in the edu-
cational policy arena of curriculum, it seems necessary to establish an
operating basis for curriculum and curriculum policy, after which an in~
vestigation of a particular arena of policy power could test the theoreti-
cal schema.
C. CURRICULUM POLICY

One might presuppose that an operable concept of curriculum policy
could be easily deduced by defining <the word, curriculum, and associating
it with the already-mentioned characteristics of a public policy. However,
several factors make this task very difficult. Firstly, the definition of
curriculum has been a disputed concept in curriculum and educational stud-
ies; secondly, the use of the word, curriculum, has varied historically
within the educational setting; thirdly, curriculum matters which are con-
ventionally addressed within the broader scope of educational issues are
subsequently affected by many influences on educational policy, educational
policy-making, and educational decision-making; and, finally, there is
1imited data on curriculum policy. As Wergin (1976) noted, the assumption
has always been made that evaluation could change the policy-making process
by evaluating its implementation and impact rather than at its origin and
initial activities which result in policy (pp. 108-110). This discussion
addresses these concerns and proposes an operational definition of curricu-
Tum policy.

The word, curriculum, is derived from the Latin word "currere" meaning

"to run, particularly to run a race" (Webster's New Collegiate Dictionary.
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1974). Thus, curriculum denotes a race course with all its connotations of
regularity, standards, and 1ittle deviation from the anticipated norm.
Historically, curriculum referred to 1in an educational setting meant the
course of study, the programs studied and their corresponding standards of
performance. Many scholars, such as Eisner and Vallance (1974), have noted
the evolution of the word and the ensuing conflicts of conceptualizing and
philosophical debates during recent years. The result has been the in-
creased globality of the term; for instance, curriculum includes "all those

experiences of the child for which the school is responsible" (Ontario

Ministry of Education, Education in the Primary and Junior Division, 1975,
p. 3). Kirst and Walker (1971) note this pattern which has resulted in an

on=-going

. « » conflict over the proper bases for deciding what
to teach. These developments have reached their 1log-
ical (and absurd) conclusion 1in the present situation
of the elementary schools where teachers may be ex-
pected to teach and children to learn reading, writing,
several varieties of arithmetic, geography, spelling,
science, economics, music, art, foreign 1anguages and
history at the same time that the children are sup~
posedly helped to develop physically, morally, and
intellectually, and are molded 1into good citizens.
Furthermore, if the school is to take advantage of the
millions of dollars invested 1in national curriculum
development, each of these matters must be addressed
independently with specially developed and packaged
materials in the hands of specially trained teachers.
Things are hardly less chaotic in secondary schools.
(p. 483)

The essence of the debate rests in the amount of conflict or compat~
ibility of the values underlying an educational system. Kirst and Walker
conclude that:

+ » o school programs seem to be a heterogeneous mix-
ture of these different bases reflecting political com-

promises among the heterogeneous values in any state or
local district. (p. 484)
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Therefore, given the historical evolution of the word, curriculum, the
scope of the word's usage, and the persistent value conflict, a curriculum
will refer to a written plan depicting the scope and arrangement of the
projected program for a school. Optimally, the curriculum should contain:
(a) a statement of intention for use of the document as a guiding force

for planning instructional strategies;

(b) statements outlining the goals for the school for which the curriculum
was designed;

(c) a body of culture content that has the potential for the realization
of the goals; and

(d) a statement of an evaluation scheme for determining the worth and

effectiveness of the curriculum system (Beauchamp, 1975, p. 196).

The scope of this operating definition of curriculum establishes a basis
for distinguishing between curriculum and educational policy.

Curriculum is only one dimension of the school and educational system.
Therefore, any consideration of curriculum policy must also address educa-
tional policies. The active association between political activity and
educational institutions is acknowledged by many (Kirst and Walker, 1971;
Kirst and Kirst, 1972, 1975; Boyd, 1978). The relationships exist on many
levels simul taneously: national, state, provincial, municipal, community,
and school. Boyd contends that, since schools and educational systems are
the largest concrete extension of a basic social institution, "it is in-
evitable that the purposes of public schools and their curricula will be
the objects of political struggles" (p. 578), given the heterogenefty and
rapidly-changing nature of society. Educational policies and educational

policy-makers are involved in political action.



30

Elboim=Dror (1970) states that education has three main sub=systems:
policy formation, management, and implementation (p. 23). Educational pol-
icies serve to "guide the operations of the education system . . . [tol]
provide 1ndividual and societal goals and motivate us to look for what we
want to become as 1individuals and as a society" (p. 232). However, the
intangibility of educational goals, their vagueness and scope, as well as
their 1inconsistency with cost and priority-setting, combine with the
"means-end" relationship in education to create perplexing problems
(pp. 232-251), particularly in the unpredictability of the political
milieu. "Education is an insecure organization, submissive towards its en-
vironment, including other social organizations" (p. 24l). It seems to
feel the control of the political institutions more, possibly due to its
high social value, its large public costs, the personal association of each
member in society with some educational experience, and the "lack of full
professional status and prestige accorded teachers and administrators"
(p. 243).

Elboim-Dror summarizes her discussion of education's external influ-
encing factors by describing the submissive context of the educational
setting:

The ecological dominance and protectiveness in which
the education organization exists shapes policy forma-
tion and determines many of its constraints. One of
these is passiveness: all major policy decisions are
made outside the organization, Tleaving only second-
rate policies to be determined by the education organ-
ization, mainly 1in regard to the type of people who
enter such an organization, their characteristics and
patterns of work, and their inclination toward change,

which in turn affects the dynamic character of the
education organization. (p. 243)
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Treating policy-making and decisionmaking synonymously, Elboim=Dror
characterizes educational decisiommaking by many features: the Tlack of
feedback, limited use of analysis and search for alternatives, a tendency
towards incremental change, diffuse discretion, and heuristic decision=
making (pp. 246-247) and consequently concludes that educational decision-
making is a multi-faceted complex process-="the goals and policy decisions,
resources, and clients of the system are dominated by the environment"
(p. 249). As well, since education has traditionally relied upon past pro-
cedures and experiences to cope with 1its issues (p. 249) (also Kirst and
Walker, 1971), the policy-/decisionmakers follow a strategy of disjointed
incrementalism (Lindblom, 1959; Braybrooke, 193) until a crisis situation
necessitates a decision.

Schools, as Kirst and Walker (p. 479) note, are the implementing are-
nas for curriculum policies but they are not necessarily the formulators,
decision-makers, or authorizing agents of the policy. The dilemma has been
recognized by others, such as Kerr (1976), who recalls the common analogy
of the parliamentarian who legislates a traffic law but who is not the po-
liceman enforcing it, suggesting some of the complexity and potential
confusion if external and internal elements become 1involved 1in policy=-
making when implementors are not necessarily the policy/decisionmakers.

Kirst and Walker (1971) suggest a similar dilemma for schools which
must also

. « o+ Iimplement policies formulated by other bodies,
most notably policies of the district administration,
the state and local board of education. . . . The poli=
cies executed by schools include specifically educa-
tional policies as well as others which, while they may
have educational aspects, are not unique to schools or
even characteristic of them." (p. 479)
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As such, public education, as a legislated responsibility of the pol-
itical system, is influenced by the system's polity. Therefore, theoreti-
cal political sources provide a basis to investigate the inter-relatedness
between educational policy-making and curriculum within the context of the
political environment.

Referring to Lerner R. Lasswell (1951, p. 18), Kirst and Walker build
on their predecessors! definition of policies as a "body of principies to
guide action" and classify curriculum policy as an "explicit or implicit"
guide to action which indicates what children may or may not study and
pursue in school. "When these requirements and pressures are uniformly and
consistently operative, they amount to policy, whether we intended so or
not." (p. 479) Kirst and Walker provide an operational definition of cur-
riculum policy-making (1971); however, a theoretical review of policy and
policy-making indicates that the premises they promoted are somewhat
limited in their conceptualization and potential for use. Their definition
seems to assume that all curriculum policies are alike in their formation,
purpose, implementation and evaluation. While they acknowledge the polit-
ical aspects of curriculum policy-making (p. 482), they neither examine the
larger issues of educational policy-making in the context of curriculum
pol icy-making, nor do they specify the degree of influential forces which
some elements have on curriculum policy over other pressure sources. The
following questions deserve attention: When 1is it developed? How is it
formul ated? What influences 1it? Such questions and distinctions about

curriculum policy are needed.
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From this general literature on policy, one can suggest that a cur-
riculum policy is a general and comprehensive rule 1issued by some govern-
ment authority, such as a Minister of Education or designate, who states a
decision or determines a course of action about what and how something is
taught and 1learned in schools, thereby influencing the behaviour of citi-
zens, individually or collectively, through the use of positive and nega-
tive sanctions. So, in 1ight of these probings and the extension of Lowi's
typology, a set of characteristics for curriculum policy and curriculum
policy types can be stated and they are presented in Figure 3 (pp. 34-35).
The types of curriculum policies and their identifying criteria can result
from the processes within the political bureaucratic system.

A further extension of Lowi's typology and of Figure 3 (pp. 34-35) is
presented in Figure 4 (p. 37) wherein Lowi's cellular model is adapted to
show the five specific types of curriculum policy and their general attrib-
utes. Section D of Chapter II which follows describes this typology for
determining curriculum policy.

D. A TYPOLOGY OF CURRICULUM POLICY

The four distinct types of public policy which were developed by Lowi
(1964 to 1985) establ ish a meaningful reference for further refinements of
specific policy types in a discrete (Dror, 198) bureaucratic arena such as
curriculum. Lowi's work provides the 1language base for distinguishing
among and between distinct policies and the subsequent political activities
which they cause. By accepting Lawi's concept of coercion as the pivotal
force, with the 1ikelihood of its use being either immediate or remote and
affecting either individuals or the environment, it is feasible to compose

a typology of curriculum policies. Furthermore, a fifth type of curriculum
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1. a policy¥* a rule formulated by some governmental au-
thority expressing an intention to influence
the behaviour of citizens, individually or
co]]ectiv?ly. by use of positive and negative
sanctions

2. regulative policy, types of policy (see Figure 2, p. 25, for
distributive policy, Lowi's typology)
constituent policy,
redistributive policy
and non—po]icy1

3. curriculum a statement of intention for use of the docu-
ment as a guiding force for planning instruc-
tional strategies, statements outlining the
goals for the school for which the curriculum
was designed; a body of culture content that
has the potential for the realization of the
goals; and a statement of an evaluation scheme
for determining the wBrth and effectiveness of
the curriculum system

4. curriculum policy a general and comprehensive rule by some gov-
ernment authority (for example, a minister of
education or designate) which states a de-
cision or course of action to determine what
and how something is taught and learned in
schools, thereby infiluencing the behaviour of
citizens, individually or colliectively, by use
of positive and negative sanctions

5. regulatory curriculum a direct statement of intended behaviour or
policy direction of intended behaviour or direction
to 1individuals about specific curriculum
action and the consequences of compl iance and
non-compl iance

6. redistributive a direct statement of intended behaviour or
curriculum policy direction to the polity about specific cur-
riculum action and the consequences of compl i-

ance and non-compl iance

FIGURE 3:

Operant Definitions for a
Selected Study of Curriculum Policy

Source: J T. Lowi*, 1985
G. Beauchamp, 1975
* Note that Lowi's use of "policy" refers to public policy



7. distributive
curriculum policy

8. constituent
curriculum policy

9. curriculum
non-policy

a direct statement of intended behaviour or
curriculum policy direction to 1individuals
about specific curriculum action which does
not 1impose obligations on the individual's
conduct

a direct statement of intended behaviour or
curriculum policy direction to the polity
about specific curriculum action which makes
services and facilities available and/or con—
fers powers or jurisdictions

the absence of a rule by some governmental
authority which expresses an intention to
influence curriculum action 1individually or
collectively by use of positive or negative
sanctions

FIGURE 3 (CONT'D):

Operant Definitions for a

Selected Study of Curriculum Policy
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policy, curriculum non-policy, which exists outside the policy typology but
which has the potential for becoming a specific type of curriculum policy,
depending upon the internal and external forces (Easton, 1965) that influ-
ence the political system. Figure 4 (p. 37) represents these categoriza-
tions,

This figure extends Lowi's typology into the curriculum policy field;
five distinct curriculum policy types are distinguishable: distributive
curriculun policy, constituent curriculum policy, regulative curriculum
policy, and redistributive curriculum policy. The fifth policy type, cur-
riculum non-policy, is depicted as lying outside the four cells since its
irregular or unstable or non-existent qualities have the potential, given
contextual timing, demands and outcomes, to develop into any one of the
other curriculum policy types or to dissolve if it lacks the character-
istics of a public policy.

Regulative and redistributive curriculum policies are primary curric-
ulum policy types because they clearly state expected curriculum behaviour
and direction (see Figure 4, p. 37). Failure to comply would result in
immediate coercive action towards the individual and environment (for exam-
ple, school board or school). Specifically, the failure to comply with
this type of policy could result in the disciplining of a teacher and/or
staff or the withdrawal of financial or other supports to a school district
or school board. The larger coercive presence of a Provincial education
act and its regulations clearly legitimizes such policy powers.

Common regulative curriculum policies would include public curriculum
policies about core subjects, authorized textbooks and their provision,

program prerequisites, and specific subject composition as found in courses



Form of Intended Impact which works through

INDIVIDUAL BEHAVIOURS

ENVIRONMENTAL BEHAY IOURS

(imposes
responsibil ities,
requirements

(Coercion
Immedi ate)

Eorm of
Expressed

Intention

(Coercion
Remote)

Secondary Rule
(provides privileges,
powers, benefits)

Regulatory Curriculum Policy

Tratts: Statement(s) of expected
behav four with obl igations for defined
behav {our

Examples: core subjects; rel igious
education; cadet training; abolition
of exams; evaluating authorized texts;
proviston of textbooks; authorization
of approval; time 1ines; funding

Redistributive Curriculum Policy

Traits: Statement(s) of expected
action which impose classification
schemas, status, or rules for
operation

Exampless an overview of skiil and
concept continuum; optional ity of
textbooks, emphasis on specific
subjects; proviston of tunds for
specific subjects

Distributive Curriculum Policy

Traits: Statement(s) allow for un-
conditional privileges and facilities

Examples: program optionality for
students participating in a specific
curriculum program or special project
participation

Constituent Curriculum Policy

Trafts: Statement(s) which provide
power, authorization restructure to
existing operates. It may offer rules
for operation, auxilfiary services,
and/or reform.

Examples: schemes for clarifying
student programs such as streaming;
dividing schools according to special-
1zed purposes such as technical or
vocational or fine arts programs;
special education programs; agencies
and/or procedures such as textbooks
and courses for approval, reform or
devel opment

Curriculum Nom-policy - absence of a specific {ntention, focus, or purpose given; may
reflect need for research, time, unpreparedness, or newness of subject; issue may
dissolve or become a specific policy type

Source: Adapted by author

FIGURE 4:

A Typology of Curriculum Policies

Le
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of study, as for example in the case of religious education. Likewise, a
particular policy-maker might establish a clear regulative curriculum pol-
icy, like cadet training, while another might not approve a Social Studies
program. This would be a regulative curriculum policy.

A redistributive curriculum policy, which is directed more to the
entire school system and political jurisdiction, could include a policy
statement about the overall skill and organization continuum from Kinder-
garten to senior high school, schemes for clarifying student programs such
as streaming into two~, four-, and five-year programs as well as schools
designed for the delivery of specialized courses and programs. Essen-
tially, redistributive curriculum policies establish powerful public rules
for curricuium activity.

On the other hand, distributive and constituent curriculum policies
are examples of secondary curriculum policy types because the 1ikelihood of
coercive behaviour 1s remote. The monitoring process by designated super-
visors is one of persuasion, optionality, and coaching. For instance, dis-
tributive curriculum policies are illustrated by program optionality for
students who participate in specific curriculum schema. So, for example,
students who elect toc take a four-year high school program in technical
studies may select certain concentrations within a given range of choices.
Similarly, special project participation in a specific subject area or
curriculum schema is a further example of such a policy type whereby rules
allow for privileges and primarily unconditional benefits.

Constituent curriculum policies tend to apply to the authorizing
agency itself since such makes services and facilities available. So, when

curriculum committees, positions, and access to these are established,
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rules to set parameters for curriculum activity are made, affecting not
just individuals but all who are involved with curriculum. In Ontario, the
establ ishment and operation of a provincial curriculum review committee or
curriculum writing team could be examples of constituent curriculum policy.

The fifth policy type, curriculum non-policy, would appear to refiect
a contextual policy situation. The causal political forces may be hard to
identify or they may be just a timing mechanism which is formative in na-
ture. A government may be stalling for more time to decide a policy or may
be caught off-guard by other activities in the polity. The rapid develop~
ment of a health problem or a major science discovery may create a situa-
tion wherein there is no curriculum policy in existence. So, the absence
of a policy activates political behaviour which in <turn may result in a
policy or, in fact, dissolve with time or research when the perceived need
for a policy no longer exists. This matter will be examined more specific-
ally in Chapter IV,

In general, it would appear that a large majority of curriculum poli-
cies are regulative policies. The language of these public statements of
interest are very prescriptive and exacting in terms of approved resources.
The presence of prescriptive documents (see Appendices I:C-I:V), school
superintendents, as well as system or provincial examinations are common
methods for ensuring compliance with the policy's intent. Failure to com-
ply could result in a range of immediate coercive activities, including
public awareness, and withdrawal of support which might range from with-
holding funds to rescinding authorization to teach for a particular indi-

vidual.
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Likewise, when the environment--meaning a school board, school or ed-
ucational community--fails to follow a redistributive curriculum policy,
then that organization becomes the attention of the bureaucracy's immediate
coercive powers to ensure compliance. Again, negative public attention,
such as court actions or withdrawal of approval, particularly financial
support, would be coercive options to ensure compl iance.

Distributive and constituent curriculum policies, on the other hand,
would not seemingly raise the coercive behaviour of the political author-
ities so 1intensely. The patronizing action of these curriculum policy-
makers towards dindividuals and the enviromment would encourage a more in-
cremental approach towards implementation. The extended range of other
texts and curriculum resources, as well as the possibility for curriculum
to be developed locally, clearly demonstrates how these two types of sec-
ondary policy essentially deal with the assignment of curriculum preroga-
tives and power.

Therefore, Lowi's typology does provide an operational language and
framework for d{dentifying and distinguishing various types of curriculum
policies. The conclusion is to suggest that all curriculum policies are
not alike and to propose that different curriculum policies cause different
political action. Just as Kirst and Wirt (1972) and Wirt and Kirst (1975)
stressed the strong 1iaison between politics and education, it would seem
there has been a strong relationship between politics and curriculum poli-
cies or the lack thereof. The main intention so far has been to establish
a theoretical framework for the purposes of identifying, describing, and
appreciating specific criteria for recognizing curriculum policies. From

these criteria, three research questions emerge:
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(a) What forces determined curriculum policies during this period?
(b) What were the curriculun policies for the public elementary and
secondary schools in Ontario fram 1945 to 19657
(c) What type of curriculun policies characterized each designated
era within the selected time perfod?
E. SUMMARY
This chapter presents a review of selected 1iterature on policy, cur=
riculum, and curriculum policy. The work of many theorists, particularly
Theodore Lowi, are presented. Fram Lowi's work, a typology of curriculum
policles 1s developed and fran these policy types several characteristics
for specific curriculum policy types emerge (see Figure 4, p. 37). These
criteria establ ish the basis for posing three research questions.
Chapter 1II which follows presents a selected review of the educa-
tional milieu 1n Ontarfo's fram 1945 to 1965, providing the framework for

applying the typology of curriculum policy types.
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CHAPTER III
AN O IEW O ' . -

But by and large public school programs seem to be a
heterogeneous mixture of . . . different bases reflect-
ing political compromises among the heterogeneous
values in any state or local district. A study of the
value bases for various elements in the school curric-
ulum and the groups who advance and defend each basis
would add considerably to our understanding of curric-
ulum policy-making. (Kirst and Walker, 1971, p. 484)

The credibility and adaptability of any theoretical schema lies in its
repl icability. From 1964 to 1985, Lowi's writings have examined the polit-
ical context of bureaucracies; therefore, to explore the application of his
typology in another bureaucratic milieu, this chapter describes the social
and historical reference for the policy context of curriculum in Ontario's
public elementary and secondary schools from 1945 to 1965. Chapter I ex-
plains the approach to this policy study, which 1is not an historical case
study but rather a theoretical investigation, based on an actual period in
recent Ontario educational history. Such has already been authoritatively
reported (for example, Fleming, 1972). This chapter has two major parts; a
brief historical description which describes the bureaucratic and political
context for curriculum policies followed by a five-part synopsis of curric-
ulum issues for each of the five ministerial periods which are included in
the 1945 to 1965 timeframe. Figure 10 (p. 103 ) synthesizes curriculum
issues in a social and historical context.

A.  ONTARIO AFTER WORLD WAR II: THE FIRST TWENTY YEARS

1. A PERIOD OF GROWTH AND TRANSITION

Fleming (1972) begins his eighth volume on education 1in Ontario by

stating:
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Education became an increasingly important phenomenon

for the Ontario citizen and for the society in which he

lived between the Second World War and the early

1970's. (p. 1)
The two principal factors causing these phenamena were the growth of econ-
any and the changing composition of Ontario's population. For example,
fram 1951 to 1961 the Canadian population increased about 28 percent fram
14 million to 18 million (Porter, 1965, p. 33). The population in Ontario
grew fram 4 million in 1943 to over 7.8 million 1in 1971, an increase of
95 percent (Fleming, 1972, p. 33). The entire social picture is succinctly
sunmarized by Fleming (1971a):

The number, rate of growth, age pattern, origin, and

rural-urban distribution of Ontario's population have

combined to place their own stamp on the province's

educational devel opment. Education has both responded

to certain demographic factors and exerted a major

evolution of these factors. (1971, p. 42)

Demographically, several factors {llustrate the unprecedented transi-
tion of Ontario's social fabric——the shift from a rural to a dominantly
urban population, the increased birth rate, immigration trends, migration
patterns within the Ontario labour force, the age distribution of Ontario's
population, the shaping of a definitive social structure as a result of
class consciousness, hew and redefined occupational Jlevels, and social
mobility.

Porter (1965) notes how the Depression of the 1930s and World War II
halted the Canadian urbanization patterns of the 1920s (Chapter ¥V, pp. 140-
139). Despite the hard times on the fam, that 1ifestyle offered more
stability than the unemployment 1lines in the country's cities and towns.
The Royal Commission on Canada's Economic Prospects in 1957 (reported in

Porter, 1965) verified that meeting war needs and 1{ncreased markets over-
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seas, as well as the availability of improved agricultural practice and
technology, strongly boosted the economy. However, the higher-paying urban
jobs still attracted the returning soldiers and the rural adolescents. The
1941 census reported that 45.7 percent of the Canadian population Tived on
farms. By the 1951 census, the percentage was 43.3, but by 1961 it had
plummeted to 28.9 percent. From 1946 to 1958, Canadian fams lost 39,000
workers annually. The educational levels of the Tlabour torce were con-
sidered in several studies (for example, Porter, 1965) and also noted in
the census. Although dramatic shifts to higher educational levels were
noted between 1951 and 1962 for the citizens with only elementary education
through to those with some high school experience, the education levels of
the population (male and female), were higher in urban areas during this
period (Porter, 1965).

The second major demographic factor was the change in the birth rate.
Fleming (1972) reports that in 1937 Ontario had only 16,9 births per thous-
and. This rate changed to 150.7 in 1943; 23.8 in 1946; 26.1 in 1947; and
peaked by 1959 at 26.8 births. The societal value placed on large families
plus the return of service men and the constant arrival of immigrants are
factors which determined this growth.

In the meantime, the appeal of Ontario's territorial size, its poten-
tial industrial base, and varied climate affected immigration to the pro-
vince. In 1946 Ontario received 30.000 immigrants. The figure jumped to
147,000 in 1957 but dropped to 37,000 in 1961 only to rise to 117,000 in
1967. Nevertheless, emigration to Ontario from other Canadian centres was

approximately 260,000 people. Population growth was still outstanding.
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The implication of these statistics for demands on educational serv-
ices and facilities is noteworthy. This dimension 1is underscored by a
fourth demographic factor--the age distribution of the Ontario population.
The low birth rates of the 1930s, coupled with the mortality rates of World
War II, are reflected 1in both the 1941 and 1951 census. There was a less
than 8 percent increase in the number of Ontario citizens between five and
nineteen years of age for that period; but, between 1951 and 1961 the
school-age population jumped by 64 percent from 1.040 million to 1.704
pupils. By 1966, over 30 percent of the Ontario population was school-age
(Fleming, 1972).

A final demographic element 1in the social structure is reflected by
class consciousness, occupational 1levels, and social mobility. Porter
identifies education as an important criterion which affects society's com-
position.

Educational and occupational levels are highly corre-

~lated; that 1is, people who have 1little education are

not 1ikely +to have high class position as measured by

occupation.
Porter's application of the Blishen Occupation Scale on 1951 and 1961 cen-
sus data 1illustrates the high correlation between educational levels as
well as occupational and income levels. In 1959, for example, the average
annual income of male university graduates was $7,046 while the average
income of males with only elementary education was $3,266 annually. Such
data help to point out the persistent myth that the "drawback of an inade-
quate education can be overcome by experience in the work world" (Porter,
1965, p. 384). Yet, despite the social and psychological barriers of 1in-

come inequality, family size, regional differences, religious influence,

and self-concept, the data suggest that the population eventually acknow-
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ledged that industrialization demands a high involvement in education. The
"heterogeneous values in any state or local district" (Kirst and Walker,
1971) are reflected in this data. Children tended to stay in school but,
after reaching the compulsory school~leaving age of fourteen years, the
statistics in Canada changed drastically.

In 1961 more than two-fifths of the fifteen— to nine-

teen[-year] age group were out of school. In 1951, at

the beginning of the great dindustrial growth, three-

fifths were out of school. That less than one-tenth of

the age group twenty to twenty-four were still at

school in 1961 indicates the Tow proportion who con-

tinued into higher education. This proportion was al-

most double that of 1951. . . . The ability of school

systems to retain the fifteen to nineteen-year-olds

(was] generally greater in the western provinces than

in the eastern ones, although by 1961 Ontario had

pulled slightly ahead of Manitoba. (Porter, 1965,

pp. 174-175)

These data show that many young people did 1leave school as soon as
legally possible, yet Porter acknowledges that the social milieu could have
influenced the length and direction of educational experiences.

Porter provides further evidence of the heterogeneity of the social
and educational environment which affected social position and subsequent
educational trends.

In 1956 seven-tenths of Canadian families had annual
incomes of less than $5,000. (p. 183)

Likewise:
In the D.B.S. survey on student income and expenditure,
22 percent of classical college students in the B.A.
years reported parental incomes of more than $10,000 a
year. (Porter [Dominion Bureau of Statistics (D.B.S.)1,
1956, p. 191)
These selected demographics reflect some of the aspects of economic
growth between 1945 and 1965. One of the major contribution of Porter's

research was the demonstration of the growth and strength of economic power
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on Canadian society. Porter (1965), in an earlier study, identified "183
dominant corporation in the Canadian economy" (pp. 232-233). From 1948 to
1950, the power of these corporations extended to controlling 40 to 50
percent of the gross value of production in manufacturing and 90 percent of
railway transportation and 170 directorships. In 1950, 18 all-Canadian
corporations grossed over $100 million. By 1960, there were 44 $100-
million corporations, 26 of which had assets under $100 million in 1950
(Porter, p. 239). Economic growth, in terms of income, class structure,
and corporational growth and wealth, proceeded at a phenomenally fast pace.

Therefore, economic and demographic growth were dominant and unavoid-
able factors which affected the evolution and direction of Ontaric society
between 1945 and 1965. This growth and change were reflected in the bur-
eaucratic structure of the Ontario Government. The Department of Education
also reflected the evolution.

2. U . -

When Egerton Ryerson was fashioning the organizational structure of
Ontario's educational services and the corresponding Government programs in
the 1850s and 1860s, there were indicators that he envisioned some far-
reaching force (McDonald and Chaiton, Eds., 1978).

Long before the 1940s, the Legislature, through the Province's
Premier, assigned a portfolio to an elected member ot the Legislature who
was charged by legislated acts and regulations with responsibility for
Ontario's educational system. The Dun]op'Era was a break 1in this process
but, as Harris (1967) describes, the organizational structure prior to 1964

reflects many Ryersonian traits.
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The affairs of the department was [sic] conducted under
his [the Minister's] supervision by a chief director,
two deputy ministers, a registrar, and eight superin-
tendents, each responsible for a particular branch:
Elementary Education, Secondary Education, Teacher
Education, Technological Education and Trade Training,
Special Services (audio visual aids, school railway
cars, guidance, etc.), Curriculum, Professional Deve-
lopment (in-service education of teachers), and Busi-
ness Administration. (p. 5)

The organizational schemes for the Department of Education, shown in
Figures 5, 6, 7, and 8, illustrate the growth and transition of the Depart-
ment between 1945 and 1965. Specialization of educational services, as
well as bureaucratic growth and development, is reflected in these organ-
jzational charts and are duly reported in the Minister's annual reports to
the Ontario Legislature and electorate. In 1965, early in the Davis Era,
the Department of Education underwent a major reorganization, shown in
Figure 9. The overall responsibility of the Department fell to a Deputy
Minister who was not an elected member of the Legislature but a civil serv-
ant. This person was supported by three Assistant Deputy Ministers con-
sistent with the three distinct divisions within the Department: instruc-
tion, administration, and provincial schools/further education. The
Department was also supported by several ministerial agencies, such as The
Teacher's Superannuation Commission, as well as an Educational Policy and
Devel opment Council.

A comparative 1look at the 1946 and 1965 organizational charts for the
Department suggests varied practices and viewpoints towards curriculum and
educational policy; for instance, while both terms appeared in the 1965
chart, neither appeared in the 1946 chart. The word, curriculum, does not
appear as a distinct entity within the Department until 1956 when the

Curriculum and Textbook Branch was established. Prior to that time, cur-
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riculum matters were addressed within the Textbook, Elementary Education
and Secondary Education branches. The evolving use of the word "curric-
ulum" is 1indicative of three major trends in the Department of Education
between 1945 and 1965--decentralization, specialization, and provision of
special ized services--making 1t more than just a regulative agency. While
these changes evolved gradually and subtly, their pattern was constant
(Interviews: Hodgins, McCarthy).

The 1920s are considered the period of greatest centralization for
public education in Ontario (Fleming, 1972, p. 72). Everything from text-
book costs to supervision was fimmly controlled by the Department of Educa-
tion. This situation stands in sharp contrast to the operation of the
Department under William Davis, for example, who established an advisory
body in 1964 known as the Policy and Development Council. Fleming (1972)
sees this behaviour as 1indicative of "his determination to transform the
department [sic] from a primarily regulatory to a service agency" (p. 80).

Fleming identifies the decision to leave the responsibility for asses-
sing student achievement to the individual schools rather than to external
examinations set, distributed, and evaluated by the Department in the years
between 1935 and 1939 as a crucial move towards decentralization (p. 73).
Although this decision was retracted in 1939, external examinations for
Grades 8 and 13 students were dropped 1in 1949 and 1967 respectively
(p. 73).

A second catalyst for the Department's evolution was the publication
in 1937 of the Programme of Studies for Grades 1 to 6. While authored by
Department appointees, Thorton Mustard and S. A. Watson, the Programme pro-

posed certain practices which remained essentially intact until the late
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1950s and 1960s . Such organizations as the Ontario Curriculum Institute
(OCI) (Fleming, 1971e, Ch. 11) and the Ontario Mathematics Committee
(Fleming, 1972, p. 191) augmented the changes and confrontations.

It was perhaps inevitable that a strong emphasis on

curriculum reform would be part of the Davis program

when the new minister got his bearings after his ap~-

pointment in 1962. (Fleming, 1972, p. 195)

Nevertheless, the 1937 document stands as a significant signpost of
change for the Department of Education and curriculum work in the Prov=-
ince's public schools. Philosophically based on the progressive theories
of John Dewey, the document's content directly reflects the influence and
substance of +the reports of the Consultative Committee of the Board of
Education in Great Britain. These reports, submitted between 1927 and 1934
and commonly known as the Hadow Reports (excerpts given in Appendix I:B)
after the Committee's chaiman, bore the principal theme that a child
developed and Tlearned more readily through meaningful activities. Thus,
Mustard, Watson and their selected committee of teachers retained this view
by discouraging a macro scheme of very prescriptive courses, textbook 1ist-
ings, and supervision which stressed strict uniformity. Fleming (1972)
wrote that the 1937 Programme implied a "weakening of administrative power
at both the Provincial and local levels in favour of a teaching body with
more freedom and discretion" (p. 73). While future Ministers of Education,
such as William Dunlop, discouraged such progressivism (Fleming, 1972,
p. 75; Harris, 1967), others, including Dana Porter, initiated plans which
would lead to decentralizing the curriculum for the public schools.

Another factor affecting the functioning of the Department of Educa-
tion was the passing of The Teaching Profession Act in 1944 and the estab-

lishment of the Ontario Teachers' Federation to which all practising



56

teachers belong through their respective affiliated federations. The OTF
was embryonic in the 1920s, but by the 1940s their professional impact was
politically strengthened and articulated (for example, see Robinson, 1968)
and, although the immediate focus for the federations was economic~ and
benefits-oriented (Robinson, 1968; Interviews: Hodgins), the legitimacy
establ ished by the 1944 Act appears to have enabled the federations to be-
come an active resource for on-going teacher involvement in many curriculum
projects such as the Porter Plan (for instance, see H. Pullen's thesis,
1955).

However, it would be erroneous to conclude that the Department of Ed-
ucation was gradually becoming a figurehead organization. For example, it
still retained its powerful reguilation of teacher certification. Two fac-
tors which indicate the control of the Department over its jurisdiction are
noteworthy--the role played by J. G. Althouse, Director of Education from
1944 to his death in 1956 and the additional services assumed, developed,
and continued by the Department during the 1940s, '50s, and '60s.

In 1944, the Conservatives 1improved their 1943 minority electorial
results with a decisive majority and the Premier, George Drew, who was also
the Minister of Education, asked Toronto-based educator, J. G. Althouse, to
leave his position at the Ontario Coliege of Education and join the Depart-
ment as the Chief Director. This was a position resurrected from the De~
partment's.1906 organizational format. Althouse, who served in that posi-
tion for three ministers, left an indelible mark on Ontario education. His
diverse educational experiences and contacts ensured him a dominant role in
Ontario education. He maintained an on~going 1iaison with the federations,

trustees, and school administrators. He served as President of the then
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influential Ontario Education Association (OEA) from 1948 to 1949 and was a
regular speaker at its annual conferences. Frequently, he would use such
engagements to state or underscore Departmental policies and preferences
(see List of References, Part III). However, as Fleming (1972) acknowled-
ges that

. « .« while Althouse wrote and spoke in enthusiastic

support of strong local authorities . . . [hel seems to

have overestimated the share of power they actually

exercised in relation to the department [sicl. The

departmental [sic] machinery at his disposal was mainly

designed for the exercise of supervisory functions.

(p. 74)
Nevertheless, during his tenure, Althouse served as a dominant 1ink with
the daily functioning of the Department of Education.

A description of Ontario's Department of Education from 1945 to 1964
must include reference to the Royal Commission on Education, 1945-1950; the
Porter Plan; and the Reorganized Plan for Secondary Schools more frequently
known as the "Robarts Plan". These significant occurrences will be con-
sidered later in this chapter 1in the Risforica1 confext in which they
happened. The main intent of the above description is to illustrate the
evolutionary nature of Ontario's Department of Education. Various histor-
ical events, values, organizations, and individuals served to shift the
completion of the Department's curriculum activities.

3. CONTEXT FOR ONTARIO'S CURRICULUM POLICY (1945-1965): SUMMATION

This section highlights the many factors which made up the social and
educational milieu of Ontario between 1945 and 1965. The multi-dimensional
demands on the Provincial Government and the Department of Education and

its curriculum were unpredicted. Figure 10 (p. 103) portrays chronolog-

ically the "heterogeneous mixture of different bases" in Ontario's society,
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especially in its educational context, from 1945 to 1965 and, as an his-
torical overview, depicts the various gradual and sharp departures from
tradition as well as those dimensions of Ontario educational and social
history which are part of the evolutionary picture.

The important influence of the policy context (Lasswell, 1971) and
the personality impact of the policy-makers (Dror, 1968; Gergen, 1968;
Andriole, 1979) are reflected in the amount and diversity of activities in
educational matters, particularly on curriculum issues, However, the cur-
riculun policies for each of the five eras of this study were a prescribed
core of subjects: English (Reading, Spelling, Language), Mathematics
(Arithmetic), Physical Education, and Social Studies (see Appendices I:F-
I:Q). For example, Appendix I:C {llustrates the rigid curriculum policies
for Grades 1 to 6. The philosophy, methodologies, evaluation, and approved
textbooks were clearly stated and reflected the centralize jurisdiction of
curriculum practices. Likewise, the 1Impact of the chief policy~maker
(Dror, 1968) was felt in each era. Drew's policy for daily religious
education and cadet training (see Chapter 1IV), Porter's abolition of high
school entrance exams (see Appendix I:F, p. 220, "INTERMEDIATE DIVISION",
item (d)), as well as Porter's shift to decentralizing the curriculum
(column 5 of Figure 10 and Appendices I:F, I:H-I:J and I:M), illustrate the
incremental shift for curriculum design and implementation policies. Ap-
pendix I:0 reflects the same spirit during the Dunlop Era. Certainly the
increase in educational budgets, student and teaching populations (Fig-
ure 10, colunns 1-3), as well as external and internal events (Figure 10,

columns 4-6), along with historical events, such as Sputnik in 1957,

created a milieu wherein incremental policy-making did not keep satisfac-
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tory pace in policy development. Consequently, the social and historical
milieu was ripe for the new vocational and technical training curriculum
policies of the Robarts and Early Davis Eras (Figure 10, columns 3-4).

Appendices I:R and I:T illustrate the complete macro curriculum policy
of a Kindergarten to Grade 13 continuum with a smoother transition from
elementary to secondary school. Porter's public statement that 46 percent
of Ontario's youth left school when they reached sixteen years of age
(Appendix I:E) was the incremental base for Robarts' discrete policy for a
three-branched program (Appendix I:R).

By the Robarts Era, the social-historical context was primed for
Robarts!' closure (Gershuny, 1978) for the situation and, after the scanning
of policy options and considering only six out of every hundred Grade 9
students were going on to university (see The Robarts Era, p. 87), specific
macro and discrete policies were needed. Emphasis on the Sciences (see
Appendix I:S), Mathematics, and job-oriented programs were established to
meet an unprecedented school population and technological world. Incre-
mental maintenance of core subjects was not enough. The curriculum poli=-
cies of the Robarts and Early Davis Eras had a strong core base but a more
eclectic optionality for intermediate and senior students in Ontario became
a reality. Simultaneously, local school boards and schools were encouraged
to experiment with program context. Thus, the curriculum policies of the
latter two eras had an academic, a vocational, and a technological basis
which envisioned three options for the students: college/university en-
trance, apprenticeship programs, or direct entry into the 7labour market
(see Appendix I:V). Figure 10 (p. 103) depicts the social and historical

setting for these curriculum policies and policy-making.
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B. A SYNOPSIS OF SELECTED HISTORICAL EVENTS IN ONTARIO'S EDUCATION

AND CURRICULUM: 1945-1965

1. THE DREW ERA (1943-1948)

George Alexander Drew (1894-1973) was first elected Premier of Ontario
on August 4, 1943, defeating the Liberal Government of Mitchell Hepburn.
Drew's minority government returned with a majority in the 1944 Provincial
election which the Provincial Conservative Party based on a "Twenty-Two~
Point Plan" platform. The ninth and tenth points of the platform were
specifically directed towards the Province's educational system (see
Appendix I:D).

Drew, who retained the position of Minister of "Education as well as
the premiership, noted that education was one area where he was not satis-
fied with his government's progress. Two key events subsequently occurred.
Firstly, in 1944, at Drew's request, John George Althouse joined the
Department as Director of Education. This position, which was resurrected
from the Department's 1906 organizational chart, carried a wide range of
responsibilities and authority. The occupant was answerable only to the
Minister, and Althouse exercised this prerogative (Fleming, 1972).

A second major event during this period was the establ ishment of a
Royal Commission on Education by Order-in-Council. Chaired by Mr. Justice
John Andrew Hope, the 21 commissioners undertook an all-encompassing study
of education throughout the Province. The report of the Commission, how-
ever, was not submitted until December 21, 1950--16ng after Drew had moved
to Ottawa as Leader of the Opposition for the Federal Progressive Conserva-
tive Party. Lesiie Frost had become Premier in 1949 and Drew Porter had

taken over the Education portfolio.



61

In the interim period of 1945 to 1949, Drew undertook a promissory ap-
proach to educational issues, indicating that there would be solid educa-
tional reform based on the Commission's findings. Drew's own strong milit-
ary background (although he left the Army in 1918, he ocontinued in an
active leadership and 1iterary role for the Militia in the rank of Lieu-
tenant-Colonel) and the daily presence of World War II flavored Drew's
speeches with common themes of instilling values of patriation, Christian
principles, and self-discipline. Such value statements reflected a per—
ception which Drew held of the family, church, and school's responsibil-
ities to instil strong ethical values for freedom and democracy (excerpts
from Drew Papers, National Archives, pp. 69-71). As Premier and Minister
of Education, Drew was able to influence certain educational and curriculum
policies while still waiting for the report of the Hope Commission. For
instance, cadet training for all male students in Grades 10, 11 and 12
became compul sory throughout the Province in 1944, By 1947, there were
nearly 30,500 male students and 223 cadet corps in Ontario secondary
schools (Drew Papers, National Archives).

Daily religious education for every public school student was compul-
sory. For example, in the Spring of 1944, the Director called S. A. Watson
fram his position at the Ottawa Normal School to prepare a religious educa-
tion curriculum for the following September. Watson wrote a program in
consultation with various resource persons and had a document ready for the
schools in September (Fleming, 1972, p. 197; Interview: P. Watson, 1982).

Curriculum policies during the Drew Era were characterized by regu-
latory, non-poiicy, and redistributive curriculum policies (Lowi, 1972)

(see Interpretation Summary, Chapter IV, p. 135-138). The 1937 Programme
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(revised) and subsequent revisions (see Appendix I:C) had set a tone, pace,
and focus which seemed to be most palatable to an adninistration caught
within the strains of an escalating and costly war effort. Patriotism,
character building, and the nuclear family were to be supported by a cur-
riculum which developed nationalism, as well as basic reading, composition,
and mathematical skills. The goods, services, and resources were available
and/or just waiting to be developed and applied. Consequently, it was
simply a matter of responsible utilization and distribution of such re-
sources. Drew's nation-wide address on CBC Radio on September 24, 1943, is
representative of his government's mega policy stance (Dror, 1971).

I believe that two of the most important departments of
government are Health and Education. . . . Our whole
future depends on the proper education of our youth.
It will be the object of the Government to make sure
that, as far as 1is humanly possible, every child,
wherever they live and whatever the circumstances of
their parents may be, will have an opportunity to be
educated to the full extent of their individual capa-
city [sicl. But changes which undoubtedly should be
made cannot be made overnight.

Drew continued his remarks by reviewing his perception of the state of
the school's curriculum.

We took office immediately before the opening of a new
school year. The curriculum 1in all schools, the
courses of +training, and the procedure for the school
year had all been laid down. Desirable changes, there-
fore, are necessarily subject to very definite 1imita-
tions during the course of the present school year.
Changes in the near future will necessarily be changes
of policy rather than of detail.

His personal values and principles were stated in his view of the
child as an individual and learner.

One of the fundamental requirements of education is an
early understanding of the duties of citizenship. Our
children should know much more than they do now about
the method by which we govern ourselves, whether it be



in the Dominion, the Provincial, or the Municipal [sicl
sphere. If children, on completing their school years,
are to take their place within a working democracy,
then they must have a clear understanding of the essen-
tial facts regarding the machinery and purpose of the
system under which we govern ourselves. They also must
have a clear appreciation of the obligation of every
citizen to take his part if the democracy 1is to sur-
vive, In building a responsible citizenship, it is
essential that we return to simple ideas of personal
discipline and recognition of constituted authority.
There is widespread concern today about what we have
come to call Juvenile Delinquency. . . . Is it not very
largely a failure of education? The root of the
trouble is 1in most cases a lack of discipline and an
absence of the moral standards which should result from
effective teaching 1in the homes, the churches, and the
schools.

Similarly, he coloured his beliefs by stating his views of

and his adninistration's goals.

Such

reflected

So far as the schools are concerned, new responsibil-
ities have been thrust upon them by the war and it will
be our purpose to make sure, as far as we can, that the
children of Ontario have a real understanding of dis-
cipline and responsibility. Our future will rest in
their hands and as a Government we can have no higher
ambition than to lay the firmm foundation in our schools
for that full measure of health, happiness and security
which should be the 1ot of all our people if we make
full use of the great opportunities which Divine Prov-
idence has placed at our disposal. (Drew Papers, 1943~
1944, File 146 (3b), National Archives)
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the times

statements received public support from many sectors, as

in an Ottawa editorial:

It happens that we have come to the end of an epoch and
it is essential that adjustments and improvements be
made if the coming generation is to meet the new chal-
lenge of citizenship. . . . Basically sound 1is Mr.
Drew's conception that the aims of education must em-
phasize the development of 1individual character. . . .
He has chosen some excellent men to guide the reorgan=-
ization of the department, including the revision of
textbooks, and the fact that on his recent visit to
Britain he made a special study of future British plans
along this 1line 1is encouraging. In his new move
Premier Drew will have the good will of the public.

(Ottawa Evening Citizen, February 12, 1944)
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Shortly thereafter, the press reported Drew's statement to delegates
at the Ontario Educational Association's annual convention.
The aims of education are the development of character
and of a sound body, and the training in clear thinking
needed to tackle the problems of the day and express

those thoughts in understandable words. (Ioronto Globe
and Mail, April 12, 1944).

Consequently, Premier Drew's address during the inauguration of On-
tario's Twenty-first Legislature was being acted upon. Drew had clearly
stated that education was a major priority for his administration as evi-
denced by the re~organization of the Department of Education's structure.
Such discrete policy (Dror, 1971) was further revised by his statements to
the Legislature:

Increasing emphasis will be placed upon the importance
of the development of character. Rel igious education
will be offered in public and secondary schools. Cadet
training, under school control, will become a part of
the regular programme, Physical and health education
will be extended. The duties of citizenship and signi-
ficance of Canadian institutions will be given a more
important place in the school curriculum. Schools will
be encouraged to develop a co-operative spirit and the
habit of assuming responsibilities. (Drew Papers, "Ad-
dresses", p. 2, File 146, National Archives)

The expediency of action on Drew's two major curriculum policies is
noteworthy because of his personality's influence (Dror, 1968) upon policy-
making. Colonel Stanley A. Watson, who later became the Assistant Super-
intendent of Elementary Education, in reporting to the Royal Commission on
December 18, 1946, outlined the preparation of the religious education pro-
gram. Watson, who had been a master at Toronto's Normal School, was Prin-
cipal of Ottawa's Normal School when he received the request to go to
Toronto to start the project. Work began on the manual and text on

June 12, 1944, British paraliels, such as the Surrey Guides and the
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Cambridgeshire Syllabus, were consulted, but Watson readily adnitted the

novelty of the exercise:

I came into the thing cold, and the books were entirely
new to me. I made a study of them . . . and I arranged
topics to form a tentative course of study to be sub-
mitted to a number of church leaders. One week after I
began on June 19 we had that in form to send on to
religious leaders and it was sent together with the
regulations with a covering 1letter signed by Dr. Alt-
house to numerous critics. (Then began the preparation
of the manual whose proofs were sent by July 24 to 35
to 40 religious leaders.) The programme as finally
amended was presented to the Minister on the 17 of
August. . . . That went to press the next day. It was
distributed without changes; it was authorized by the
Minister; it was printed by the fim of Noble Scott,
and the arrangement was made by the King's Printer.
(Proceedings, Witness No. 452, i i
sion Vol. 2, pp. 5258-5259, Provincial Archives)

Drew was undoubtedly pleased with the quick regulatory exactness of
the religious education policy which he felt was essential for developing
human character. He constantly reminded the Ontario public of this policy

during his numerous radio broadcasts. For example, in a address entitled

Education for Tomorrow, Drew explained his policy clearly:

The simple truth is that the character of our people
will determine the strength of our society, and the
highest academic attaimments will not give the pupils
in our school much chance of personal happiness or
usefulness to thelir community unless their character
has been developed in our homes, our churches, and our
schools in such a way that they will know how to use
the education which they have received. That was the
reason religious education became part of the curric-
ulum in the public schools in September 1944. The
provisional books {ssued for the teachers are under-
going a general revision with the assistance of the
Inter-Church Committee on Religious Education and in
that way still further improvements will be made in a
course which 1is, I believe, giving very general satis
faction. It is the intention of the Department of
Education to assure to the pupils in our elementary
schools the teaching of those ethical standards of
life which are the foundation of every good society.
(Speech over a Provincial network, February 6, 1948,
8:00-8:15 p.m., Drew Papers, Vol. 311, File 314(3b),
National Archives)
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Drew's explicitness and directiveness were satisfactorily received.
Almost four years earlier, on April 12, 1944, the Ioronto Globe and Mail
reported: "Miss Charlotte Whitton, Ottawa social research adviser to the
Progressive Conservative Party, said that the introduction of religious
instruction into Ontario schools by the Drew Government was one of the
greatest steps forward in the direction of post-war reconstruction yet
undertaken. She was addressing a luncheon of the home economics section
. « o of the 1944 OEA's convention in Toronto" (p. 4).

This influencing theme of post-war reconstruction appears to have been
a dominant attitudinal influence Drew's curriculum policies. The second
major area of curriculum policy upon which Drew prided himsel f was cadet
training. As he explained on numerous occasions, this compulsory course,
which evolved 1into Citizenship Corps Training Programme (1947-1948), was
intended to teach,

. . o in addition to physical and health education,
basic foot drill, rifle shooting, and practical
exampl es of good citizenship. This course is supple-
mentary to the regular course in physical and health
education, and is designed to develop loyalty, good
sportsmanship, personal resourceful ness and discipline.
(Radio Address, February 6, 1948, Drew Papers, p. 2.
Vol. 311, File 314(3b), National Archives)

Drew's military background may have influenced his special concern for
this curriculum policy and he undoubtedly felt that the Allies' victory was
not a lasting indicator of international peace. For instance, during his
address at Convocation Hall on November 9, 1945, when receiving a degree of
Doctor of Laws, Drew bluntly noted: "The inescapable truth is that victory
has given us no real sense of security" (Drew Papers, File 249-271,

Folder 252 (3b), National Archives).
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Public approval appears to have been evident given the historical
context and prevailing values (Kroll, 1962). Drew's Government intended to
extend cadet training "with the idea of installing in youth, discipline,"
and that in future it would be necessary "for nations who love freedom to

prepare to protect it" (Ioronto Globe and Mail, May 12, 1944,).

Never again should we be caught completely unprepared.
(Drew Papers, Vol. 304, Folder 177 (3b), National
Archives)

Thus it should be of little surprise to note the tone and intent of
Drew's address on April 8, 1947, to the Ontario School Inspectors' Associa-
tion when he Mearned a few weeks ago that a few schools in Ontario had
closed down their cadet corps without any previous discussion with the
Department of Education" (Drew Papers, Vol. 310, File 303 (3b), National
Archives).

Acting as Premier and Minister of Education, Drew did not hesitate to
respond and he delineated his behaviour as well as intentions:

Immediately after receiving this information, I
directed that all principals of Secondary Schools be
informed that this training was to continue and that
they were to disregard the instructions received from
the Department of National Defence.

He continued by indicating the precise procedure and purposes which he
as the chief policy maker intended to carry out.

I wish to take this occasion to inform you officially,
as inspectors of the Secondary Schools of Ontario, that
this training will continue and that the Ontario
Department of Education is not prepared to accept any
arbitrary limitation imposed by the Dominion Department
of National Defence. The one simple point I wish to
impress upon you is that cadet training 1is going to
continue 1in our schools without any arbitrary reduc-
tion, and I also wish it clearly understood 1in the
future that the principals of the schools in this prov-
ince are not to act upon any Department of the Dominion
Government 1in matters relating to school activities.
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The supervision of education is a subject of exclusive
provincial Jjurisdiction. Every Department of the
Ontario Government will welcome discussion with any
Department of the Government of Ottawa. But no Minis-
ter at Ottawa has any authority to give directions to
principals, or anyone else connected with the schools
of this province, in relation to any matter dealing
with school activities. I thought it well that I
should make this perfectly clear. (Drew _Papers,
Vol. 310, File 303 (3b), pp. 1-2, National Archives)

Such a precise statement 1leaves 1ittle doubt as to what the discrete
policy regarding cadet training was, who determined it, and what force
influenced 1its parameters. Such a regulatory and redistributive policy
shows the coercive power of centralized politics where specific individuals
are not named but the route for bargaining is unqualifiably def ined.

Another area of redistributive policy for the Drew administration
which affected curriculum projects was the financing of educational costs.
On March 18, 1944, Drew's March 17th radio address was reported:

The Premier said the granting of an additional $3.5
million for education, amounting to one mill of general
assessment, was not an alternative to the pledge made
by the party. The carrying out of that pledge would
take considerable time if it was to be done well, he
said. 'Any attempt to make some snap decision would
only have aggravated the very conditions which we are
trying to cure,' the Premier continued. (Ioronto Globe
and Mail)

This was cautious progression towards alleviating the inequalities of
the tax system on a mega scale and Drew did not hesitate to indicate how
his adninistration wanted school boards and municipal councils to use ed-
ucational grants. For instance, in a statement to the Ontario Legislature
on March 22, 1946, Drew outlined the following statement as an alternative

to al1l school boards accounting for increased education grants in their

estimated tax needs to their respective municipal councils:
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There are a number of places where the very opposite is
the case. I do not think it is necessary to single out
any particular school board or any particular
municipality. The simple fact is that a number of
school boards in urban municipalities have embarked on
a spending spree which is denying any advantage to the
taxpayers from these grants.

It 1is obvious that some school boards seem to
think that they should try to find a way of spending
all the money they can to use up these grants. This is
not consistent either with the letter or the spirit of
the instructions which were given.

We have been most anxious not to make any changes
in the system adopted last year until we have received
the recommendations of the Royal Commission on Educa-
tion. I think it is only right, however, that I should
impress upon those school boards and municipalities
which are not co~operating, that a continuance of this
course can only lead to a restriction of local author-
ity over the use of these grants. . . . The stated
purpose for which these large grants were made must be
recognized or the government could have no choice but
to take appropriate steps to assure some measure of
control. (Drew__Papers, Vol. 308, File 267 (3b),
National Archives)

Such an explicit statement is typical of a regulative policy as well
as indicative of the beginning of the shift from a strongly centralized to
a decentralized system. For while the increased grant policy was a re-
distributive policy, its perceived abuse initiated a regulative policy
statement with a very implicit indication of immediate coercion (Lowi,
1970) 1if the tenets of the policy were not met. At the same time, it is
noteworthy to recognize the temporality of the policies as an interim
measure until the Royal Commission made its recommendations inferring that
rational and comprehensive measures were being taken to ensure that the
best possible policies were established. In the meantime, cautious incre-
mental policy-making was seen as the best pattern of action, although Tater

accounts following the 1950 reporting of the Royal Commission had suggested
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that the Drew Government had really been unsure of any direction (Stewart,
1956). The fact remains that, despite any major curriculum policy changes
other than the compulsory religious education program and the compul sory
cadet training for secondary school male students, there were really only
cosmetic changes to the curriculum through the Department Textbook Branch.

Sidney D. Holmes, Editor-in-Chief, reported to a special committee for
the Royal Commission that the general procedure for the preparation, edit-
ing and publishing of text books was very straightforward. The first step
would be the establ ishment of a new course of study or a new curriculum, or
a decision that the existing textbook was no longer suitable, Then a com-
mittee would be appointed to investigate the question of a new textbook,
there being two methods for selection. The Department might appoint an
author and commission him to write a textbook, or it might examine a number
of books submitted by the publishers and a committee would choose or recom-
mend a textbook (paraphrase of oral presentation tqQ the Royal Commission by
Mr. S. D. Holmes, Editor-imChief of Textbooks, on April 26, 1945) (Brief
No. 10, p. 5058, Vol. 2).

Like other curriculum guidelines of the day, there was 1ittle allow-
ance for variations and experimentation. Prescriptive programs were reg-
ulated by definitive resource and textbook 11isting. Occasional changes can
be noted in the textbook titles, but the essential educational and curric-
ulum policies were stipulated by the Minister, his Director, and Superin-
tendents in Toronto, and enforced by the teams of Provincial inspectors who
visited the Province's system of public education dominated by one-room

schools.
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Consequently, while the educational policies of the Drew Era were
affected by contemporary values, there was only incremental curriculum
change in policy. The preamble to the annual Grades 1 to 6 program was
only changed by a rearrangement of introductory paragraphs (see Append-
ix I:C). The principle established by the British Hadow Commission in
light of Deweyism remained intact. A specific grade system, a prescriptive
1isting of approved texts (see Appendix I:C), and a Provincial examination
system at the end of Grades 8 and 13 guaranteed a certain pattern of homo-
geneous rigidity. The curriculum policies might be described as ones of
cautious anticipation. The returning servicemen were creating unpredicted
demands on an already small and ill-trained teaching force. Therefore,
curriculum policies appeared to be characterized by cautious incrementalism
as the Minister and his senior staff looked anxiously to the Hope Commis-
sion for concrete and long~ranging direction. The pending report of the
Royal Commission unexpectedly gave Drew the opportunity for a non-policy
situation (Bachrach and Baratz, 192; Boyd, 1978) as the Commission con-
tinued with 1ts investigation. However, while Drew could rationalize cau-
tious incremental behaviour in terms of a need for comprehensive decisions
for a situation of unprecedented growth and demands, the Frost and Porter
Governments could no longer afford to buy more time as the mounting costs
for the Royal Commission on Education and the non-policy behaviours began
to cloud the next era.

2. IHE PORTER ERA (1948-1951)

Dana Harris Porter (1901-1967), first elected to the Provincial
Legislature 1in 1943, served 1in a variety of portfolios until he became

Chief Justice of Ontario in February 1958. In 1944, he undertook the
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establ ishment of a new portfolio, Planning and Development, until he became
Minister of Education in 1948, a post he held until 1951. Porter was
Attorney General for Ontario from 1949 +to 1955 and held other portfolios
until his 1958 appointment as Chief Justice for Ontario.

In 1949, Leslie Frost became Premier. Both men felt the pressure of
the questions raised by the Opposition and the press about the pending
report of the Hope Commission. After three years of investigation and
mounting public expense, there were increasing cries for a report which
Drew had promised would set the tone and direction of Provincial education
for the rest of the century.

Fieming (1972, Chapter III) suggests that Porter's impatience led him
to go ahead with the delivery of a speech (text given in Appendix I:E) to
teachers at St. Thomas, Ontario, on November 3, 1949. Not only did
Porter's announcement of the realignment of the schooling scheme into four
divisions--Primary, Junior, Intermediate and Senior--mean a restructuring
of the Province's educational system, it was also 1indicated a major shift
towards decentral izing the curriculum process from Toronto to local curric-
ulum teams (Fleming, 1971, 1972; H. Pullen's thesis, 1957; Robinson, 1969).
On December 10, 1949, the Department of Education issued a circular (see
Appendix I:F) which stated Grades 1 to 13 were divided into four divisions:
Primary, Junior, Intermediate and Senior. Shifts in curriculum practice
appeared evident. For instance, local boards were encouraged to experiment
with grouping the Primary Division and parts of the Grade 13 courses were
filtered into Grades 11 and 12 courses. But it was the Intermediate Divi-
sion which appears to have had the strongest focus. For example, item 3 of

the ten-item directive abolished high-school entrance examinations, the
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number of obligatory courses decreased, and the allowance for more optional
courses in the senior years of the Intermediate Division and terminal
courses at the end of Grade 10 were provided. Pullen (thesis, 1955) des-
cribes the many activities and evolutionary practices that occurred prior
to, during, and after Porter's speech, as well as subsequent memoranda
which were issued from the Department.

Two major curriculum policy shifts are particularly noteworthy;
namely, the procedure for textbook approval and the involvement of local
educators in curriculum matters. As Pullen (thesis, 1955) notes,

« « « prior to the 1949 pronouncement, very little cur-

riculum revision was being done either in Ottawa or in

Ontario communities elsewhere. (p. 4)
But with Porter's 1949 incentives, which many inciuding Pullen felt were
augmented by the Minister's observation of teacher and federation involve-
ment in curriculum work, especially since 1937,

. +« « a new venture was launched when certain curric-

ulum re-organization took place in Ontario and local

co-ordinating communities were given a large measure of

control over their curricula. This was a new, non-

mandatory step in this province and attracted national

attention. (p. 6)

From 1949 to 1953, the remaining records of local boards of education,
federations, and OEA reported on a myriad of projects. But, as Fleming,
among others, noted, the "courses of study produced did not, however, break
much new ground" (1972, p. 189). Several explanations are offered by re-
searchers such as Pullen and Fleming: the suddenness and the newness of
this type of professional experience for the majority of teachers, the
scarcity of teachers, and the advent of other matters (see Figure 10,

p. 103) which were facing the Department at the time. Fleming suggests

three explanations for the demise of the Porter Plan:
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« o« o the customary 1inertia that sets in after the

novelty has worn off any new scheme . . . the satis-

factory quality of the Department's 1{ntermediate

courses which led Tocal communities to see little. . .

advantage in introducing their own variations . . . as

well as the appointment of W. J. Dunlop as Minister of

Education in 1951. (p. 189)
Duniop's appointment will be addressed in the next section because the
impact of the Hope Commission's report on Ontario education from 1950 to
1955 cannot be overlooked.

The Royal Commission on Education was appointed by Order-imCouncil on
March 21, 1945. Public hearings were conducted from April 1l, 1945, to
December 1946. The. Commission continued to meet until October 27, 1950,
and the first report was presented to the Legislature by Premier Frost on
December 15, 1950.

After five years' of on-going criticism, few remembered its all-encom
passing mandate. The public, and the press 1in particular, consistently
negated the value and purposes it served. For. example, an article pub-
lished on February 3, 1951, stated that

« +» » the voluminous Hope Report on education, a
500,000-word volume that was five years in the making,
was tabled 1in the Ontario Legislature yesterday. It

prompted joking and 1laughter among MPP's but no
serious comment. (Joronto Globe and Mail)

Subsequently, it was of 1ittle surprise that Premier Frost rose in the

Legislature on April 5, 1950, and said:

In the end, of course, the Government must take the
responsibility for policy and for changes which are
made now or in the future and changes will be made as
indicated in view of circumstances which exist from

time to time. (Leslie M. Frost Speeches [three boxesl],
Speech No. 3, p. 2, Public Archives)

Such remarks were consistent with Frost's 1later statements on February 7,

1951, in which he responded to the debate on the Throne Speech:
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Those parts of the Report which are very extensive and
upon which there 1s unanimous agreement on the part of
the Commission . . . are subjects which deserve the ut-
most consideration.

to which he added:

The position of the Government then and now 1{s simply

this--that the Government in no way considers itself bound
by the Report either 1in whole or 1n no part, whether the
recommendations are unanimous or not. The Report and every-
thing in the same will have to be considered in the 1ight of
what the Government finds to be in the best interests if all
our people. In no sense has there been any delegation of
policy to the Commission. Responsibility for policy must
always remain in the elected representatives of the people.
This is the position of the Government in relation to the
Report and will so remain. (leslie M, Frost Speeches [three
boxes], Speech No. 70, p. 3, Public Archives)

The final message was very clear. Publicly, the Report of the Royal
Commission on Education had not served as the intended unifying and direc-
tive force. Its recommendations fell into five distinct areas: a reorgan-
ization of the Province's school system from an 8-5 plan into a 6-4-3 pro-
gram; a total reorganization of school districts throughout the Province in
order to create larger units of administration; the termination of public-
ly-supported Roman Cathol ic separate schools at Grade 6; the use of English
as the official language of instruction and communication in all publicly-
supported Ontario schools; and (5) the creation of a new system of grants
and educational financing (Goulson, 196, p. 380).

However, according to a Ioronto Star editorial on February 8, 1950,
the Frost Government did not totally abandon the Report.

In his first reference to the royal commission [sicl
report, the premier said his government would adopt a
'go slow' policy. He indicated the government doesn't
plan to adopt the major proposal of the Hope Commis-
sion--division of the school system into three levels

with resulting curtailment of separate school author-
ity. (p. 1)
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The crux of the matter appears to be that, because of the separate
school issues, the Report's recommendation on the gradual decentralization
of intended educational area, continued centralization of business and fi-
nancial issues (Recommendations 55(a) and 55(b) 1in Appendix I:G), as well
as ethical issues of curriculum development and implementation (Recommenda-
tions 16 and 17 also in Appendix I:G), were lost 1in the general malaise
which followed the submission of the Report.

Later studies of the Report (Stewart, 1956; Goulson, 1966) suggest
that the Hope Commission deserved a better reception and appreciation. Few
critics remember <the scope of its mandate, the philosophical basis it es~
tabl ished, or its nine aims. As Goulson (1966) summarizes:

« o« « beclouded by ridicule and misunderstanding were
the sound research and reporting and the 'non-disagree-
ment' proposals which made up the bulk of the present-
ation. These included important suggestions on such
matters as expanded research and experimentation in
education, province-wide improvement in library facili=-
ties, multiple authorization of textbooks, keeping
abreast of audio-visual and other teaching techniques,
closer medical and dental supervision of students, a
graduated counseliing service, less stress on external
examinations, more diversified technical training, and
closer concern for exceptional children. Barren on the
surface, the Hope Commission has given 1ife to many
later developments 1in the province's educational sys-
tem.

Through the 1950's the pall on Ontario education
continued, The 1960's, however, brought forth a burst
of government energy which expressed itself in several
directions and at different levels. (p. 389)
Such observations also suggest another negative pressure on the Porter
Plan. As Fleming correctly says: "The new plan was worked out by those
who knew what the Commission was going to recommend" (p. 189). Therefore,

given the public outcry against the Commission's Report and il1-prepared

teacher committees throughout the Province, the impact of the Porter Plan
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was understandably deflated and reduced to the process of incrementalism
within Frost's preference for a "go-slow" policy route. So, during the
Porter Era, curriculum policy was predominantly one of regulative, dis-
tributive, and constituent policy (Lowi, 1970, 1972). As Pullen (1955),
Goulson (1966), and Fleming (1974) described in various details, the public
outcry for a cleariy-defined policy route on all facets of public education
was becoming more pronounced. The optimistic tone of the press had become
a plea for public accountability. Perhaps the public did not realize or
appreciate the scope of the Royal Commission's mandate. The records cata-
Togued by the Commission's Secretary, R. W. B. Jackson, contained in over
of twenty-seven cubic feet, attests to the Commission's five years! of
travel, hearings, and investigations. However, the death of one Commis~
sioner, the debates, and eventually separately-signed statements by several
dissenting Commissioners regarding the separate school questions left a
pallor of frustration over the whole exercise.

In the meantime, Premier Drew 1left his Provincial post to become
Leader of the Opposition for the Progressive Conservative Party in Ottawa.
Leslie M. Frost, the Provincial Treasurer who had joined the Legislature in
1943, became Premier and, 1in 1949, Dana Porter, the first Minister of the
Planning and Development Department since 1943, assumed the Education port-
folio.

Given the incomplete state of the Royal Commission's. final report,
Frost and Porter appear to have exercised a form of closure (Simon, 1957)
on the situation in terms of the whole matter of Provincial educational
reform. Both men had been members of the Legislature before and during the

establ ishment of the Commission, which suggests their awareness of the in-
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ternal and external threshold factors affecting the Commission's function-
ing as well as the Government's handling of the operation. Socially and
demographically (see Figure 10, p. 103), the needs were great and demand-
ing. Consequently, in the context of the situation, it is no surprise that
Porter undertook +to make certain Province-wide policy statements which cu-
riously reflected many curriculum reforms which appeared a year later in
the Royal Commission's final report (see Appendices I:F and I:H-I:Q). Rea-
sons for the time of the announcement are not to be found in the available
research records. One can only surmise that, being spurned by regular
press inquiries and rising educational costs, Porter perhaps took advantage
of a scheduled address (text given in Appendix I:E) to educators in a small
community to announce a total revamping of the school ing pattern into four
major divisions and the unprecedented invol vement of classroom teachers in
curriculum planning and development.

The wave of interest and enthusiasm for these changes seemed to have
caught the public and professionals off-guard. At the same time there was
undoubtedly a professional and public concern about the students who did
not continue on to high school. The Intermediate Division became a focus
for wide attention. The Grade 8 entrance examinations for high schools
were abandoned and pressure appears to have been on the students to com-
plete two years of high school to qualify for some trade or commercial
training programs (Interviews: Crossley, 1982; McCarthy, 1982; Fleming,
1972). Consequently, Porter's policy announcement was a politically astute
move. Its timing appeared to placate the pending turmoil regarding the
Royal Commission's seemingly unproductive behaviour and, because of the

centralized form of government and political support, coercion (Lowi, 1970,
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1972) of any form was remote. Provincially-controlled inspectors were
charged with the local supervision of the Plan which gave all the appear-
ances of a decentralized operation. Thus, the curriculum policy of the era
had converted the internal and external influences into a consistent set of
policies which served to generate numerous 7local curriculum projects and
public awareness of educational activity. Even though the bustle of cur-
riculum work gradually waned by the early 1950s (Pullen, 1955), the Porter
Era had endured a potentially difficult period of curriculum policy-making
which saw the Government through the transition period of a new minister
and the public outcry against the recommendations of the Royal Commission
finally submitted nearly thirteen months after Porter's speech.

The direction for educational policy, let alone curriculum policy,
appears to have been uncertain foliowing Porter's speech (general recom=
mendations on curriculum from the Hope Commission given in Appendix I:G).
The Department and the Government were able to revert to cautious incre-
mentalism (Lindbolm, 1959) which 1largely characterized the next ten years
of educational and curriculum policy in the Province. As the Premier him=
self later explained in a speech on October 28, 1955, at the opening of
Leslie Frost Public School in Lindsay, Ontario, since 1943, the Government
had encountered a

« « » period of difficulty, expansion, perplexities,
challenge and opportunity such as we have never before
experienced. Very many of our policies had to cover
completely new problems, the course . . . was pretty
well uncharted. (Leslie M. Frost Speeches [three
boxes], Speech No. 174, Public Archives)

It is essential to remember that the educational system of the late

1940s and 1950s was beleaguered by three major concerns which the Premier

constantly reminded the Legislature and the pubiic: the expansion of the
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school population; the financing of the educational system; and the ex-
tension of the educational facilities, including everything from teacher
training, certification, and textbooks to building new schools and school
extensions (speeches given at the opening of the extension to Queen Eliza-
beth School, Renfrew, Ontario, November 4, 1959, and at the opening of the
extension to Caledonia High School, Calendonia, Ontario, August 14, 1958,
Leslie M. Frost Speeches [three boxes], Speech No. 262, Public Archives).

Undoubtedly, curriculum policy gradually became an ad-hoc matter as
the aforementioned issues took precedence. Frost, 1like his Education
Ministers (Porter, Dunlop and Robarts), continually told the public of the
Province's building program.

For every working day in the last ten years or so such

a new school, or addition, has been opened. (Leslie M.

[three boxes], Speech No. 305, April 22,

1959, Public Archives)
Such was the political milieu of the 1950s which saw a retired education-
alist recalled from retirement to head the Department which the Premier was
later to describe as having the responsibilities for "Ontario's most im
portant pressing problem" (speech given April 22, 1960, at the opening of
Moira Secondary School, Bellville, Ontario, Leslie M. Frost Speeches [three
boxes], Speech No. 363, Public Archives).

3. JHE DUNLOP ERA (]951-1959)

William J. Dunlop (1881-1961) was Ontario's Minster of Education dur-
ing a critical growth period in the Province's educational arena. When
Porter became Attorney General for Ontario in 1951, Mr. Dunlop, 70 years of
age and retired from the University of Toronto School, was working in the

Community Programmes Branch of the Department of Education. Foley (1966)

describes Dunlop and Porter's meeting with Dr. Althouse and Premier Frost
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at which Dunlop was offered the office of Minister of Education in Septem-
ber 1951.

Accepting the appointment on October 2, 1951, Dunlop selected the
provincial riding of Toronto-Eglington and was elected to the Provincial
Legislature in November 1951. Foley reports that Dunlop saw seven major
problems facing him in this "unsought-for office" (p. 30) which included
the urgency for new schools, qualified personnel and the "disturbing bur-
geoning of new educational ideas . . . the most vocal and strident of these
trundlers of American educational ideas [being] the Progessivists" (p. 32).
Foley quickly absolves Dunlop from any responsibility for allowing letters
of permission to be granted to meet the teacher shortage. "Dr. Althouse
was the architect of the emergency plan and . . . Dr. Dunlop . . . put it
into effect and defended 1t in the Legislature" (p. 34). Later, to coun-
teract Dunlop's critics, Foley argued that

..+ « there were at least two occasions when he over-

ruled the Department: he swept away that analogous

combination of history and geography known as Social

Studies . . . [and hel vetoed the precipitate scrapping

of all rural schools. (pp. 34-35)
In speaking himself on (BC Radio on January 26, 1953, Dunlop continually
underscored vé]ues of hard work and patriotism which sometimes earned him
the nick-name "Mr. Status-Quo" (Foley, 1966). His radio audience frequent-
1y heard him say that his

+ « o ideal in education is that our system will pro-

duce strong, rugged, intellect, right-thinking, reli-

gious, independent citizens who will be able to stand

on their own feet, will take pride in hard work, and

will not lose the pioneering spirit which enabled our

forefathers to build up this Dominion of Canada which,

we all agree, is the finest place in the world in which
to live. (p. 6)
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Augmented by the growing international conflict between the United
States and Russia, the growth of Communism, and the 1957 demonstration of
presumed Russian superiority in space with the launch of Sputnik, Dunlop's
emphasis on academics, citizenship, and discipline typified the educational
stresses of a period which was embarrassed by such texts as Hilda Neatly's
book, Sa Little for the Mind (1953). However, despite Dunlop's personal
anti-progressivism policy, changes in curricu]um did occur incrementally
outside the Department. Fleming (1972) records:

S. A. Watson, one of the key framers of the 1937 pro-
gram of studies [headed] the Curriculum and Textbooks
Branch. . « .« J. R, McCarthy, an official with unusual-
ly strong progressive views [served] as Watson's assis-
tant. For the most part, however, the atmosphere in
the department [sic] was one in which Dunlop could be
reasonably comfortable. (p. 190)

It was therefore left to external organizations to foster change which
came in 1957 when the Ontario Teachers' Federation established the Ontario
Mathematics Commission. Department of Education personnel became involved
in the Commission's activities; however, as Fleming (1972) adds,

.+ . a much Tlarger proportion of staff time was
devoted to supervisory activities than to curriculum
development. New courses of study were often assembled
in a very brief period of time and with no pretense at
the kind of research for development work that might
have led to real innovations. It was not to be ex~
pected that many radical ideas would sneak 1into the
system through the textbook route, since a textbook
that did not follow the course of study rather closely
had Tittle chance of being accepted. (p. 193)

Such regulative control fostered a stiff monitoring of curriculum
policy. However, various other groups undertook involvement 1in curriculum

matters which characterized the transition phase between the Dunlop and

Robarts Eras.
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Under the editorship of Northrop Frye, a joint committee of the Uni-
versity of Toronto and the Toronto Board of Education produced a synopsis
of their deliberation entitled Design for Learning (1960). From this ac-
tion, several outcomes ensued. A procedure of consultative committees con-
sisting of elementary, secondary and university personnel met to study the
content, methods, and areas for change which 1ed to the establishment of
the Ontario Curriculum Institute (OCI). Fleming (1972) reports on the
various debates which were part of the OCI's operation, but participants,
some of who were interviewed for this study. being Hodgins and McCarthy,
would concur that

« « « while evidence of the extent to which the work of
the institute [sicl influenced educational practice in
Ontario is largely circumstantial . . . it ocould be
coincidental that the operations of the Curriculum
Branch of the Department of Education began to expand
and become much more comprehensive. (p. 195)

Fleming suggests that developments such as the OCI were catalysts for
Departmental change. Certainly, when Dunlop was forced to resign in 1959
due to i11 health, the demands and expectations being placed on the Provin-
cial Government and the Depariment of Education were strenuous and vocal.

Curriculum policy during the Dunlop Era was characterized by a return
to distributive, regulatory, and curriculum non-policies (see Interpreta-
tive Summary, Chapter IV, p. 135). Perhaps Dunlop's age, his initial
reluctance for the job (Foley, 1966; Fleming, 1972), and the strongly visi-
ble and vocal figures of Premier Frost and Dr. Althouse, Director of Educa=-
tion, made the position of Minister of Education predominantly a figure-
head position. Dunlop continually extolled the character-building virtues
of the one-room school house (Interviews: McCarthy, 1982; Crossley, 1982)

(see Appendix III-A). Foley's defensive response to the Minister, who
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apparently became known as "Mr. Status-Quo", 1is a reflective legacy for
ascertaining Dunlop's policy-making behaviour. Foley describes his subject
as a man who had "already established a most harmonious relationship with
the teachers of the Province, both elementary and secondary, among whom he
was known as the "Great White Father" (1966, p. 30). Such remarks precede
Foley's description of Dunlop's involvement in the major crucial issue of
teacher shortage.

Campaigning for his first election on November 22, 1951, Dunlop re-
minded his electorate of "two advances in the educational sphere which have
been made recently . . . the provision of free textbooks 1in elementary
schools and the arrangement for paying half the cost of milk for boys and
girls who require 1t" (Dunlop Papers, 1951-1954, R.G.2, Series D-10 [Boxes
1-3; Box 1+], Public Archives). In a CBC Radio broadcast on January 26,
1953, Dunlop stated:

There are some subjects on the curricula of our schools
which must not be neglected . . . and I do not hesitate
to say that more and more attention must be devoted to
the teaching and the study of reading, writing, and
arithmetic in the elementary schools and of English,
mathematics, science, history, geography, and 1anguages
in the secondary schools. I am not overlooking the
fact that we are providing vocational education nor do
I forget that we are teaching music, art, shop work,
home economics, physical education and similar subjects
which are useful and necessary and I have no thought
that the teaching of these should be curtailed but I do
insist that the basis of vocational education, for
example, must always be a good academic foundation.

and continued, 1in the same spirit of his predecessor, George Drew, by
remarking:

My ideal in education is that our system will produce
strong, rugged, inteliigent, right-thinking, religious,
independent citizens who will be able to stand on their
own feet, will take pride in hard work, and will not
lose the pioneering spirit which enabled our fore-
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fathers to build up this Dominion of Canada which, we
all agree, is the finest place in the world in which to
live, (Dunlop Papers, "1952 in Education", p. 4,
R.G. 2, Series D-10 [Box 2], Public Archives)

Later, in a publication entitled Education, Equality of Opportunity
for A1l (1955) (Rolitical Research Files, Progressive Conservative Refer-
ences, M.G. 32, C3, Vol. 288, National Archives), the writers reported
under general sub-titles:

Religious Education - The 1944 course continues to be
successful and publishers of the Jeacher's Guide to
i i report a growing demand for the
book. (pp. 29-36)
Curriculum -~ Special attention 1is constantly being
given to thorough instruction in the basic fundamentals
of education. In all types of schools, there are the
compul sory subjects of English, Social Studies, Physi-
cal Education in all courses of Grades IX to XII.
(pp. 29-36)
Textbooks = The Department reimburses 1local boards
every year at $3 a pupil for the textbooks and 1in most
cases the books are usable for three or more years.
The Department issues 1ists of approved textbooks from
which boards and teachers may choose. (pp. 29-36)

Such election-urging overtures reflect the presence of redistributive
policies and the political miiieu (Lasswell, 1956; Kroll, 1962) wherein
organizations and 1interest groups can be swayed or certainly influenced.
Of crucial significance is the public awareness and belief that this situa-
tion of unprecedented change was being addressed in a controlied, straight-
forward manner. The juxtaposed image of retaining the best of the past
with the best of the ever-increasing greatness of the future was the policy
stance (see Appendices I:0-I1:Q).

Foley (1966) gives a defensive account of Dunlop's ministerial period
in describing it "sometimes as contentious, sometimes as stormy, and even

sometimes as furious" (p. 36), contributing to another perspective of

Dunlop's curriculum pol icy-making.
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But least anyone should assume that Dr. Dunlop during
these eight years was but the mouthpiece of the hench-
man of his advisers 1n the Department, there were at
least two occasions when he over-ruled the Department.
He swept away that anomalous combination of history and
geography known as Social Studies, for whatever social
content the studies may have had they were neither his-
tory nor geography. In this he had the general support
of the teachers in the Province. He vetoed the precip-
itate scrapping of all rural schools, and he supported
his decision in this way: 'Experience shows that local
interest in school affairs or even 1local pride in
schools of a community is so important in the progress
of education and in the development of democratic self-
government, that 1{t must be retained even if it means
sacrificing some of the advantages of a single all-
powerful area-wide Board of Education. . . . The quick=-
est and surest way of killing local 1interest in the
schools is to set up such a large unit of adninistra-
tion that the parents and other ratepayers will know
little and care less about the schools board, the
teachers and the schools.! (pp. 35-=36)

Foley (1966) contradicts descriptions of Dunlop as reactionary and a
believer of the axiom that the old ways are the best ways (p. 37). How-
ever, the fact remains that Dr. Althouse's sudden death in 1956, the inter-
national impact of Sputnik in 1957 and its implications on the shortcomings
of mathematical and scientific instruction at all levels of schooling com-
bined to create a situation of uneasiness for which stressing basic in-
struction in reading, writing, and arithmetic was not enough for schools
facing the present, let alone the future. Seemingly, the only means for
quick innovation was the Textbook Branch (Interviews: McCarthy, 1982) (see
Appendix III-A) but it was "left to such external organizations as the
Mathematics Commission (Fleming, 1974) and the University of Toronto and
Toronto Schools Board (Frye, 1960) to initiate significant external influ~
ences on curriculum policy. In the interim, Mr. Dunlop's health was de~
clining and he resigned on December 19, 1959. Premier Frost then appointed

a young lawyer with keen economic interests in the Education portfolio.
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4. THE ROBARTS ERA (1950-1962)

Despite the brevity of John Robarts' tenure as Minister of Education,
his initiatives and innovations in educational matters were unprecedented.
Many of his projects bore their more visible fruit under his successor
William Davis, but John Robarts' global perspective of finance, inter—
provincial relationships, and technological change enabled the Province to
participate in a decade of financial and curriculum growth of theretofore
unknown proportions. For instance, at the annual C.E.A. meeting in 1960.
Robarts spearheaded and chaired the Standing Committee of Ministers of
Education (C.E.A. Archives; Fleming, 1972, p. 161). However, it was
Robarts' economic foresight which enabled Ontario to participate in the
Federal-Provincial Technical and Vocational Training Agreement of 1961
whereby the Province embarked on extensive projects to build vocational
schools and additions to existing schools. In an address at the official
opening of the George Henry Secondary School in North York .on January 27,
1966, Robarts explained that this Provincial-Federal participation was the
result of the

. « « realization that the available pool of immigrant
manpower from European and other sources was drying up
and that consequently Canada would have to depend more
and more on her own people, trained and developed in
this country.

Nevertheless, this "building" theme had characterized many of the
speeches delivered by Premier Frost and Education Minister Robarts. Six
years earlier, Robarts reported to the Stanford District Teachers' Council
in Niagara Falls, Ontario:

In 1958, we were able to say that we had built a new
building or a major addition to an old building in this
Province every day for ten years and this was taken to
be a fairly dramatic figure. In 1960 we have passed
this rate of construction for we will construct 557

such buildings or additions to accommodate 96,825
pupils at a cost of $90,500,000. (Fleming, 1972)
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Such statistical accounting, along with the reporting of increased per-
student costs and potential strains on the Provincial taxpayer, certainly
underscored Premier Frost's statement on April 22, 1960, during the opening
of Moria Secondary School in Belleville, Ontario.

For on any test, education is Ontario's most important

pressing problem [yet] the provision of the finest

system of education for all our people is a major
policy of this Government, and is a fundamental objec-

tive of the Canadian people. (Erost Speeches, Provin-
cial Archives)

Nevertheless, notwithstanding the 1increased student population and
constant building program, until the successful completion of a secondary
school program, the retention of students was sorely uneven. Consequently,
a major realignment of the secondary school education program was announced
on August 28, 1961, for implementation with the Province's Grade 9 students
in September 1962.

During a televised CBC provincial affairs program on April 4, 1962,
Robarts reported that "at the present, 6 out of 100 students go on to uni-
versity," and that, while he expected that number to increase in the next
ten years, "it is doubtful if it will exceed fifteen."

Therefore, it was with great anticipation that the Government 1ooked

to the reorganized program, or the Robarts Plan, as A New Programme for
Secondary Schools in Ontario was called. Essentially, the scheme, which

came under the direct steermanship of the Provincial Superintendent of
Secondary Education, S. D. Kendall, was a response to the perceived need
for vocational education. The intention was to shift gradually with the
1962 class of Grade 9 students from the General, Commercial, and Technical
Programs to a three~branched scheme of Arts and Science, Business and Com-
merce, and Science, Technology and Trades on a five-year plan and a four-

and two-year program.,
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Fleming (1972) and various Departmental records, including the Annual
Reports, acknowledge that

. + » retention in the two branches was better 1in the
courses which they replaced, and improved steadily, but
perhaps as much because of the continuously rising
levels of education being demanded by employers as the
attractiveness of the programs themselves. (p. 21)

In 1962_, Robarts stated that the aim of the Programme was twofold; to
retain more pupils Tonger in secondary school and to ensure for them a
better preparation for the duties of citizenship and for vocations of their
choice (Robarts Speeches, 1962-1969, R.G. 2, p. 9, Public Archives).

Yet, despite the options which the Programme provided, it was seen as
rigid in its operation and the options which followed completion of the
Programme were not always available, if indeed operational or in existence.
Again, Fleming (1972) summarizes the situation:

The system had made a fairly credible response to the
demands of society for higher levels of education at
the secondary level. The process was, however, still
far fran complete. It soon became quite clear that a
two-year program was a dead end, and that those who
were capable of going further should not be encouraged
to enter it. By the time the Reorganized Program was
properly launched, it was also becoming evident that
four years of secondary school education was inadequate
to provide access to a large proportion of the more
interesting, challenging, and remuneration occupations,
The next Tlogical step was a great expansion of non-
university post-secondary educational facil ities.
(p. 22)

Curriculum policies during the Robarts Era were essentially a pattern
of redistributive, distributive, and constituent policies for Ontario
schools and curriculum (see Interpretative Summary, Chapter IV, p. 135).

Demographically and socially, the "baby-boom" children were in the
intermedi ate grades and/or beginning high school. The demand for qualified

secondary school personnel and the 1impact of urbanization on schooling
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services were critical policy concerns. The perceived Russian superiority
in technology areas was creating demands on the Science and Mathematics
Programs so that the scope, frequency, and timing of factors (Kroll, 1962)
influencing the political arena was intense. This scope of policy issues
is reflected in the range of topics addressed by Robarts as Minister of
Education at the Ontario Urban and Rural Schools Trustee's Association on
June 28, 1960. In 1960, Robarts reminded his audience of the population
growth in the Province's school since 1946:

. « o eighty-eight percent of the elementary school

pupils [were] educated in schools of three rooms or

more. . . . The Department of Education is aware that

many fine scholars and 1eaders received their education

in the Little Red School House, but is also aware that

rural elementary education in this Province is chang-

ing, as are other aspects of our life. The Department

encourages Boards to provide central schools wherever

they find it possibie to do so. (Robarts Speeches,

1962-1969, pp. 2-3, R.G. 2, p. 3, Public Archives)
and, in the same speech, announced that, effective September 1, 1961, no
person could be appointed principal of a school with an enrolment of over
300 pupils without holding a Bachelor of Arts degree from a Ontario uni-
versity, or its equivalent, as well as a Permanent First Class Certificate
or a Permanent Elementary School Teacher's Certificate (p. 4). He also
reviewed the status of teacher training and supervision and requested that
Secondary School Inspectors focus on the work of young teachers. Likewise,
in the same speech he re-iterated the incremental introduction of the new
Grades 7, 8 and 9 Science courses in Chemistry and Grade 13 course in Pﬁys—
ics were in various committee stages (p. 10). Similarly, a committee
established by Mr. Dunlop 1in April 1959 to investigate the so~-called "New

Mathematics" was pursuing a complete review (p. 10). Gone was the summer

preparation of new programs and teacher guides.
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In addition, in the same speech, Robarts announced that, beginning in
September 1960, after "some informal experimental work" in 1959 to 1960,
thirty=-six schools of the Province would "embark on an experiment to deter-
mine the value of this modern treatment of Mathematics for our Grade 9
classes [but that] future years will almost certainly see the continuation
of this experimental work in high grades" (p. 11). Also» 1in this speech,
Robarts addressed the teaching of History, especially in the intermediate
grades, and the improved quality of textbooks, reflecting the more global
scan he consistently exercised in policy-making formation.

However, it was for A New Programme for Secondary Schools in Ontario,
commonly known as the "Robarts Plan", that Robarts is remembered (see Ap-
pendix I:R). The three-branch arrangement of the scheme, clearly defining
courses for two-, four-, and five-year plans, was established at a time of
intense Federal-Provincial relations focusing on mega policies (Dror, 1971)
to curb unemployment, train the labour force in technology and technical
areas, as well as tap the industrial and trade expertise of new immigrants.
Robarts, as Minister of Education and later as Premier, sought and obtained
federal funds. Never before or since did so many Ontario high schools have
new shops, science and technological additions. The Robarts Plan was sche-
duled for incremental introduction in September 1962, although experimental
adaptations began in 1961 (Fleming, 1972). In a speech December 7, 192,
at a Rotarians' annual banquet, Robarts explained that

. « » the proposed changes in the program of studies
for the secondary schools of Ontario are based on the
premise that it is impossible to devise a single course
of studies that will minister to the needs of all pup-

ils in all areas. (John Robaris Speeches, 1961-1962,
pPps 5-6, R.G. 2, p. 3:A=P [Box 1], Public Archives)
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A shift in curriculum policy was becoming more evident. Many people were
involved 1in the process which was deliberately incremental in design,
development, and implementation.

In August 1963, Robarts establ ished a Provincial Advisory Committee on
Technical and Vocational Training which was to act as a a consultative and
advisory agency and serve as a 1link between the Departments of Education
and Labour. The strength of Robarts' influential personality (Dror,
1968) was evident throughout all these adjustments and innovations.
J. R. McCarthy, who served as Deputy Minister of Education for William
Davis, recalls him as a "statesman and a politician--over and above a poli-
tician" (Interview: J.R. McCarthy, 1982). Robarts started many curriculum
projects. Like his predecessors, Premiers and Ministers of Education,
Robarts spoke frequently on provincial affairs programs. Such opportuni-
ties enabled him to publicize the rationale for his government!s pol icies.
For instance, during a (BC television program on April 4, 1961, he stated
that only 6 out of every 100 students in Grade 9 went on to university and
that, while he felt that number would rise in the next 100 years, it was
doubtful it would exceed fifteen (John Robarts Speeches, R.G. 2, p. 3,
Series 3, Public Archives). Consequently, there was a move towards a
policy perspective of the continuity between the elementary and secondary
schools and eventually the 1labour market. During the opening of George
S. Henry Secondary School, North York Township (Toronto), Ontario, on
January 27, 1966, Premier Robarts stated:

It is our declared policy, as you know, to integrate
the elementary and secondary aims of our schools system
into one process which itself be projected in a con

tinuous sequence to embrace post-secondary education
both in universities and in other directions. (John

Robarts Speeches, R.G. 2, p. 3, Public Archives)
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Robarts reviewed the gradual establishment of the Robarts Plan under
his own and Mr. Davis' direction as a tangible response to the mega policy
required for meeting the twofold aim of retaining more students 1in school
longer and providing a stronger guarantee for gaining their preferred
careers and quality citizenship (p. 9)- The discrete policy of on-going
planning to anticipate technological and social change was Robarts' ex-
planation for the "revitalization of the secondary school program as a
whole [and the provision of] new optional courses . . . in geology, biol-
ogy» world politics, man 1in society, modern 1iterature, theatre arts and
speech arts" (p. 10). While this address exceeds the actual limits of this
research period, it does serve to account for the mega and discrete policy
range (Dror, 1971) which was begun by Robarts and continued by William
Davis. When Robarts became Premier on November 8, 1961, the stage was set
for many innovations and renovations. Many (for example, Fleming, 1974;
Interviews: McCarthy, 1982; Crossley, 1982) suggest that Davis was given
credit for many changes which should really should have been attributed to
Robarts. Nevertheless, Robarts had begun a process for curriculum policies
which enabled further regulative and constituent curriculum policies to be
establ ished. As Premier, he probably repeated the process on a mega policy
scale.

S. JTHE EARLY DAVIS ERA (1962-1965)

The initial years of William Davis' term as Minister of Education were
characterized by an increased pattern and pace for change and decentraliza-
tion indicated through the establishment of new organizations such as the
Policy and Development Council in 1964, the realignment of the Department's
organization in 1965, as well as the whole approach to curriculum develop-

ment, revision, implementation, and evaluation.
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Fleming (1972), among others (for example, Phi1lips, 1978; Interview:
McCarthy, 1982), described Davis' 1leadership style as energetic, strong,
and determined. Davis built on the expansionist approach of his predeces-
sor and even resurrected advisory positions of earlier admninistrations by
establ ishing the Policy and Development Council which was responsible dir-
ectly to the Minister and was chaired by J. Bascom St. John, whose educa-
tion columns (1958-1964) in the Iaoronto Globe and Mail had been a constant
source of criticism. Despite St. John's critical adroitness, the role of
the Council gradually slipped so that, as Fleming (1972) reports,

« +» « by the end of the decade St. John was left alone
as an advisor to the minister [sicl. . . . In this
role, he was thought to be valued, since he had not
lost his talent for analyzing a situation now his lack
of hesitation in offering a frank and often pungently
worded opinion. . . . It would be difficult to say to
what extent his views 1nfluenced Davis since the lat-
ter, in his characteristic reluctance to reveal his own
inner thoughts, seldom gave much indication of the
sources of ideas that influenced him most. (p. 80)

Yét. when the Policy and Development Council was established in 1964,
Davis stated that its responsibility was to conduct a continuing examina-
tion of matters of Departmental policy. It would appear that it had at-
tempted to do so, at least 1in its 1{nitial years of operation (Fleming,
1972).

The Department's organizational charts (Figures 7 and 8, pp. 51-52),
reported in the 1964 and 1965 Minister's Annual Reports, 1illustrate a
second area of Davis' move towards specialization and decentralization and
show how dramatically the Department had grown since the Drew and Dunlop
Eras (Figures 5 and 6, pp. 49-50); Figure 9 (p. 53) reveals the increasing

special ization within the Department as new needs were perceived. The move

to the 1965 reorganization had been gradual on several counts and adjust-
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ments continued after 1965. For example, in 1963, a Personnel Branch, a
Youth Branch, and a Technological and Trades Training Branch were estab-
lished. The latter was a support branch for the corresponding implementa-
tion of the Robarts Plan and, by 1966, was renamed the "Applied Arts and
Technology Branch" (Fleming, 1972, p. 79).

Robarts, as Premier, and Davis, as Minister of Education, reminded the
pubiic in speeches at school openings and in the Legislature that changes
were gradual, planned, and being implemented with great thought and con-
trol. In his accounting to the Legislature on September 8, 1964, Davis
appeared to be aware of the historical aspect of reporting curriculum
change with such phrases as "a five-year project to revise . . . is nearing
completion" (excerpt on "curriculum" given in Appendix I:L).

Such reassurances and gradual indications of upcoming directions were
1ikewise continued by other senior personnel such as H. E. Elborn, one of
the Assistant Deputy Ministers of Education, 1in an address October 22,
1965, to the Thunder Bay Teachers' Institute at the Lakehead (see also
Appendix I:V). After mentioning the role of Kindergarten, the contribu-
tions of summer courses to assist teachers in keeping abreast of the know-
ledge explosion, the inevitability of data processing and the computer in
education, Elborn reviewed the former practice of having just a few
individuals involved 1in curriculum revision, particularly the Mustard-
Watson production of the 1937 Programme of Studies.

It is 1in the curriculum that the effect of the explo-
sion of knowledge is bound to be felt. And it is in
the curriculum field that a change in Departmental
approach is most evident . . . but the pattern of cur-
riculum revision today has a much broader base. Com=~
mittees of subject specialists, classroom teachers, and
university personnel now deal with each aspect of the
school program . . . and now the spotlight is shifting

to the Kindergarten and Grades 1 to 6 area. (Speech,
1965, pp. 6-7)
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Elborn, 1ike the Minister, was supporting the future for the 1965 appoint-
ment of the Provincial Committee on Aims and Objectives which was to com-
plete its report in 1968.

It would be erroneous to imply that this consultative and incremental
team approach for 1inviting, assessing, and disseminating Departmental
policies was constantly well orchestrated (Interviews: Crossley, 1982;
McCarthy, 1982); but Fleming's observation of the "Davis" attitude seems
particularly appropriate in 1ight of his predecessors.

Davis deserves credit for initiating and guiding most
of the sharp departures from tradition that charac-
terized the decade. . . . There were some hesitant
steps, a certain amount  of unproductive effort, and a
few false moves, It sometimes seemed to an observer
that important decisions were made and actions taken
with 1ittle advance planning. Yet there were certain
clear principles underlying and tying together the
major elements of the program. (p. 78)

Thus, the first three years of Davis' role as Minister of Education
clearly indicated a new approach towards curriculum policies because of an
unique blend of policy outputs which ranged from constituent policies for
new situations to redistributive policies as the curriculum section of the
former Textbook Division rose to unprecedented focus. The invol vement of
vocal people such as Bascom St. John, the teachers'! federations, as well as
business and industry, indicated a drastic revision from the period of
single, two-person, or small group curriculum teams appointed from senior
staff for expendient solutions to curriculum demands of twenty years ear-
lier. McCarthy (Interview: 1982), despite his own skepticism of Jerame
Bruner, felt that Davis, like his immediate predecessor, had a general

theory about the nature of the learner and the nature of knowledge (Inter-

view, August 1982). Thus, in the education and schooling process, the
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focus was on the child. For Robarts, the "concentration was on vocational
and technical training, and changes were made in these programs" (Fleming,
1982). McCarthy noted that, during the Dunlop period, textbooks--history
texts, geography texts, physical education texts--were the one area within
which they felt free to work. The Ontario Mathematics Association text-
books were measurably improved. Textbooks were big business. For Davis,
the major thing was to make them free for Grades 9 and 10 (Interview:
McCarthy, 1982). This focus on one small segment of the textbook situation
was one of the procedures whereby Davis' leadership responded to societal
values for democratic and equal access to educational institutions through
a constituent but likewise regulative and redistributive policy.

Under Davis' TJeadership, the Department addressed a multiplicity of
educational issues, problems, and future concerns at a steadily increasing
pace of incrementalism; for example, the whole system of programs; the high
dropout rate; educational behaviour; Grade 13; external examinations;
educational research; and revision of the 1937 Primary and Junior Division
programs (see Appendices I:S-I:U and 1I:Y for other examples). Conse-
quently, it should not be surprising to observe, in retrospect, that the
range of policy outputs was so varied. The exact timing and specificity of
Davis' curriculum policy-making behaviour 1is difficult to ascertain; how-
ever, the data would suggest that he certainly had vision of where educa-
tion in <the Province should go, even if initially it was to continue the
exactment and development of policies begun and/or revised by his predeces-
sor, who was then Premier. Davis! curriculum policies appear to have
evolved from his mega educational policy-making (Dror, 1968). Fleming
(1972) believes there were "four main pillars" to the Davis' plan for

educational reform:



98

. « « the extension of the system at the post-secondary
level, with particular reference to the universities
and the colleges of applied arts and technology; the
overhaul of the administrative structure, including the
reconstitution of the Department of Education and the
amalgamation of the small school boards; the establish~
ment of procedures for continuous curriculum renewals;
and the 1{mprovement of teacher education. . . . At one
stage, plans seemed to call for a fifth pillar: provi-
sion for the continuous Tleavening of practice in all
spheres by a process of research and development. By
1971, despite the fact that various individuals and
groups were dissatisfied with specific aspects of the
set-up» and there was indisputably room for improve-
ment, the universities were flourishing and the col-
leges of applied arts and technology were, within their
own frame of reference, an undoubted success. . . . In
the area of curriculum, the department assumed a role
of enlightened guidance, providing models and materials
for use of teachers, but making it clear that the lat-
ter must assume a degree of freedom and responsibility
that they had not known in earlier decades. (p. 232)

While it would be naive to assume such achievements were primarily due
to the policy-making abilities of Davis and his government, the economic,
social and demographic columns of Figure 10 (p. 103) indicate the context-
uality of Davis' policy-making. The "baby-boom" population, for example,
was preparing for college and university in 1963, not clamouring for
schools and teachers as they were in 1953 or possibly returning from was as
they might have been in 1943 and 1944. Such historical and organizational
dimensions, combined with ethical and societal values for higher education
and technical skills, allowed a "political actor" (Allison, 1971) to pro-
ceed with policy procedures which would allow free textbooks in Grades 9
and 10, educational television, and the constituent policy of the respec-
tive high school for giving some credit to the Grade 13 candidate rather
than the final grade relying solely on the final Provincially-set examin~-
ations.

When Davis presented the Department's estimates in a speech delivered

June 2, 1965, in the Ontario Legislature (Speech Files, pp. 1-7, Public
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Archives), he acknowledged the $454 miilion, or 38 percent of the total
government expenditure, which the Department spent (p. 1). Like his prede-
cessor, George Drew, he described the Ontario student as the "Province's
biggest single asset and our brightest hope for the future" (p. 1); but, in
contrast, Davis was referring to 1.7 million students. After describing
the Ontario school system as a "decentralized" (p. 2) one, he reminded the
Legislature of the committees which were undertaking the revision of
courses of study for Kindergarten and Grades 1 to 6.

The committees that will carry on this work include
teachers and educational officials, of course, but
provision is also being made for consultation with
parents, university staff members, and community lead-
ers. In this connection a committee of twenty-one
members has been established under the distinguished
Chaimmanship of Mr. Justice Hall, not to do detailed
work on the revision of the subject material, but to
consider the general aims and objectives of the revi-
sion. . . . As this curriculum revision proceeds, bul-
lTetins will be printed and distributed to teachers
describing the progress being made. The time has
passed when courses of study can be written by two or
three experts and then handed to principals and teach-
ers to carry out 1in the classroom. A new course of
study should not come as a surprise, nor should it come
to teachers who are unprepared to implement it. Effort
is being made to involve the teachers themselves in the
formulation of the new program and to acquaint them
with its pattern as it takes shape. (p. 7)

Such a regulative policy (Lowi, 1970, 1972) would not have existed in
Drew's government. Porter had attempted to initiate it with his curricu-
lum-writing teams ten to fifteen years ‘earlier. Under Davis' curriculum
policy-making, such inter-organizational networks made this constituent
policy possible. The values, ethical systems, and institutional arrange-
ments, given the historical milieu and other internal threshold factors,
were able to work towards this form of curriculum policy.

At the same time, Davis also reported that the secondary school

Reorganized Programme had steadily arrived at Grade 11 and "one gratifying
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result of the operation of the Reorganized Programme has been a reduction
in the number of drop-outs from 12.6 percent in 1962 to 1963 to 10 percent
in 1963 to 1964" (p. 7). Such educational and curriculum policy was in-
tended to reflect a positive and supportive output by the Department and
the Government, thereby renewing requests for continued and renewed sup-
ports and demands on the political system to further these policies.

However, Davis never lost sight of the regulative and coercive form of
policy (Lowi, 1970, 1972). 1In 1968, when presenting the Department's esti-
mates, Davis reminded the Ontario Legislature of tunctional differences to
be made, even in a decentralized Department of Education.

The point I wish to stress here is that a distinction
must be drawn between ‘'operating' functions and
'policy-making' functions. I am suggesting that, in a
highly-developed and mature educational system such as
we have here in Ontario, 'operating' functions are most
effectively and appropriately the responsibility of
local agencies such as boards of education and boards
of governors. The central Department of Education, on
the other hand, must be responsible for overall plan-
ning. . . .

Educational policy-making must always have as its
central concern the student 1in the learning environ-
ment. Hence, there 1is a need for feedback from the
schools to help us determine whether the Department's
philosophy of education does, in fact, have validity
and viability when put 1into practice. This 1is the
focal point around which all our deliberations must
revolve. That is why I should 1ike to cite several of
many possible examples of the creative responses which
have been forthcoming from local boards and schools as
a result of the greater freedom to innovate what is
provided by our philosophy of decentralization and
democratization of education in Ontario. (Speech,
"New Directions in Education", pp. 3-4, Minister of
Education letterhead, 1968, OISE)

As these excerpts {llustrate, the topics of governmental duties, re-
sponsibilities, and democracy are not totally unlike policy preambles of
Davis' four immediate predecessors. However, while Drew and Dunlop twenty

and ten years earlier, respectively, expanded upon the need for students to
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be trained and directed to uphold given traditions and values, Davis, like
Porter and Robarts, indicated the centrality of the student to the entire
educational schema. The shift is incremental but the intent of the policy
is clear--the Department of Education still held the larger and potentially
coercive control over educational and curriculum policy. Eariier in the
same text, Davis had reminded his audience:

It follows that the function of departmental officials

is to develop and continuously review a comprehensive

philosophy of public education. This educational plan-

ning--which must cover an extremely broad spectrum,

taking into account the social and economic needs of

all citizens--is then expressed as policy in two prin-

cipal ways: through the distribution of funds, which

are not unlimited and therefore must be invested with

acumen. Being centrally located, the Department is

also specially qualified to be a resource centre for

new information and a clearing house for worthwhile

ideas emanating from within and outside the province.

(Speech, "New Directions in Education", pp. 3=-4,

Minister of Education letterhead, 1968, OISE)

Ultimately, the financial situation affected the delivery of such
policies. It would appear that, 1ike each of his predecessors, Davis left
1ittle doubt about who or what l1evel of operation controlied the financial
policies and their implementation.

Therefore, the curriculum policy of the first years of the Davis Era
was an unprecedented blend of policy types (see Interpretative Summary,
Chapter .IV, p. 135). The educational policies revealed an incremental
shift to decentralization; however, the Department unquestionably retained
1ts regulative and distributive policies. Essentially, it was the discrete
curriculum policies that were 1eft to the Tocal levels. At the outset, the
Davis years refiected change in the topic, scope, and development of cur-

riculum policy.
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C.  SUMMATION

The purpose of this chapter has been to present, in chronological
fashion, the data which indicate: firstly, the types of curriculum poli-
cies for the public elementary schools in Ontario between 1945 and 1965;
secondly, who determined these policies; and, thirdly, the forces determin-
ing these policies. Figure 10 presents a selected chronological over-
view of this period. Figure 11, which appears at the end of Chapter IV
(pp.137 -138), presents the key curriculum policies for each era within the
selected twenty-year span and, moreover, 1inks Chapters III and IV by prov-
iding the analytical bridge for interpreting the curriculum policies for

each era.
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CHAPTER 1V
AN INTERPRETATION AND DISQUSSION

A. AN OVERVIEW
The focus of this chapter is twofold: to apply the theoretical frame-
work to a specific period in Ontario education and, secondly, to interpret
the findings in an effort to respond to the three research questions:
(a) What forces determined curriculum policies during this period?
(b) What were the curriculum policies for the public elementary and
secondary schools in Ontario from 1945 to 1965?
(c) What type of curriculum policies characterized each designated
era within the selected time period?
The results should be considered in two stages: the applicability of the
framnework and then the specific responses to the research questions.

B. CQURRICULUM POLICY TYPES FOR ONTARIO PUBLIC ELEMENTARY AND SECONDARY
SCHOOLS: 1945-1965

Figure 10 (p. 103) which summarizes Chapter III identifies selected
forces which affected Ontario pub]ic‘education from 1945 to 1965. This
section will focus on up to five dominant curricuium policies for each of
the five eras as they were differentiated in Chapter III. Therefore, one
may recognize not only curriculum policy types but also characteristics of
the ensuing politics for each era, and the twenty-year period 1in general.
These interpretations should offer substantial responses to the research

questions. A concluding set of deductions will be presented in Chapter V.
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1. THE DREW ERA (1943-1948)
(a) Social Forces

Chapter III describes how, when George Drew became Premier of
Ontario and Minister of Education and thus the chief curriculum pol-
icy-maker in 1943, the world was 1in the midst of a world war. All
facets of 1life in Ontario, as elsewhere in the world, were affected.
The societal fear of increased juvenile delinquency and a fear of
lasting warfare were seemingly critical factors for illustrating the
evils of war and motivating a complacent society. Strengthening the
rel ationships among the schools, church, and family for the purposes
of developing citizenship, an awareness of government operations, and
civic responsibilities were common themes in the chief Minister's
speeches and interviews (see Chapter III, pp. 68-71). Drew's own
military background prampted a personal commitment to these themes.
On the other hand, societal demands for universal education, improved
educational facilities, as well as improved technical and specialized
education for exceptional students put further pressure on the govern-
ment. For while the establ ishment of a Royal Commission was a polit-
ical action to gain more time to respond to the public demands, it was
also a political response to the public who may have been watching how
the newly-elected majority government would follow up the promises of
the "Twenty-two Point Plan" by which Drew and his Conservative Party
had been elected. These circumstances impacted on curriculum policies

for the Drew Era.
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(b) Curriculum Policies

When Drew's Conservatives were elected, the regulative approach
of the 1937 Programme of Studies had already systematized a sequential
pattern of curriculum in Ontario schools for six years. Written in
Toronto by a few select educators, the prescriptive approach of the
Programme clearly regulated curriculum. The excerpts in Appendix I:C
illustrate the general and comprehensive intentions of these public
rules and leave 1ittle doubt as to the expected outcomes. This Pro-
gramme undertook to ensure that each individual teacher offered each
student in Ontario's public elaﬁentary and secondary schools a core
curriculum in Reading, Writing, Arithmetic, Physical Education, and
Science. As described in Chapter III, Drew as the chief policy-maker
undertook to ensure that such policies were developed, continued, and
enforced by the annual school visit of provincially-appointed inspect-
ors, Likewise, other methods such as the annual publication of the
names of Grade 8 students who had passed their high school entrance
exams and Grade 13 students who had completed eight or nine of the
provincially-set senior matriculation examinations ensured compliance
with the regulative set of curriculum policies.

At the same time, Drew saw that curriculum policies which clearly
stipulated compulsory religious education for all Ontario public
school students and cadet training for all secondary school male stud-
ents were critical policies for combating the evils of war and an in-
creasingly complacent society. Such societal circumstances enabled
Drew's military and educational colleague, Colonel Watson, who had
been seconded from Ottawa's Teachers'! College tor the summer of 1943,

to prepare a provincial curriculum program in religious education for
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implementation across Ontario for September 1943 (see Chapter III,
pp. 64-65). Therefore, regulative curriculum policies typified the
curriculum duration of the Drew Era.

(c) Interpretation

Drew's curriculum policies for religious education and cadet
training are clear examples of regulatory policies. They impose very
clear expectations of intended behaviour on the individual teachers
and school. The coercive use power by the school inspectors to sanc-
tion and/or disapprove of how the individual teachers, schools, and
school boards were implementing and enforcing these policies was
immedi ate. For example, recall Drew's immediate actions with school
inspectors (Chapter III, pp. 67-68) when he learned that some schools
no longer provided cadet training. The imposition of such a policy
and rules for operation were precisely stated as a primary rule.

At the same time, Drew's curriculum policies such as the cadet
training policy also shared some of the characteristics of a redis-
tributive curriculum policy because these policies stipulated expected
action on the status of high school students and the rules for operat-
ing the cadet program throughout the Province. So, not only were
individualistic responsibilities stipulated but primary requirements
and responsibilities were also specified, thereby affecting the entire
enviromment. Such a policy would trigger political action as various
individuals, schools, and boards responded to the policy expectations
as Drew clearly indicated that such curriculum policies were to be

followed.
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2. JHE PORTER ERA (1948-1951)

(a) Social Forces

Chapter III delineates the social and historical context for Dana
Porter's withholding of any curriculum policy statements until the
Royal Commission had submitted its recommendations to the Minister,
the Cabinet, and the Legislature. The atmosphere was one of seeming
dissatisfaction and persistent demands for political action to cope
with post-war needs and expectations. Fleming (1972) summarized the
political milieu accurately:

The 1late 1940's were marked by increasing impatience

while the Royal Commission on Education 1laboured over

its report. The government hesitated to make any dras-

tic changes in policy lest they conflict with the re-

commendations of the commission [sicl. Finally the

minister, Dana Porter . . . would wait no longer, and

announced a program of -curriculum decentralization.

(p. 75)

(b) Curriculum Policies

The text of Porter's speech in 1949 (text given in Appendix I:E)
provides a mixture of curriculum policy types. Firstly, the reorgan-
jzation of the thirteen grades "into four divisions--primary, junior,
intermediate and senior" in an effort to "eliminate the marked divid=
ing 1ine between primary and secondary schools" (p. 217) is a clear
example of a redistributive curriculum policy. The Porter Plan stip-
ulated the expected actions to be taken in classifying and operating
four distinct clusters of curriculum over thirteen grades. The over-
view of the skills and concepts to be implemented and evaluation with=

in each of the four divisions was Province-wide. Such a primary rule

characterizes the Plan as a redistributive curriculum policy.
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However, the organization of the Primary, Junior and Intermediate
Divisions so that students might "leave school at the age of sixteen
with a formal education that leaves them with a sense of achievement
rather than failure" (p. 217) is also illustrative of a distributive
curriculum policy. Such 1s a direct statement of intended behaviour
about a specific curriculum action but it does not impose strict obli-
gations on the individual's conduct since the 'sense of achievement
rather than failure' is subjective and desirable but not necessarily
expressive in a coercive manner. Therefore, curriculum policies dur-
ing the Porter Era were characterized as redistributive and distribut-
ive largely as a response to the social forces of a post-war period
waiting for direction from a govermment body such as the Royal Commis-
sion. The presence of a third form of curriculum policy type is also
evident and is addressed in the next section.

(c) Interpretation

Several studies (Goulson, 1966; Hodges, 1952; and Pullen, 1955)
have considered the Porter Plan as an unique experience in Ontario
curriculum policy. However, despite the seeming enthusiasm which the
policy spawned, the resulting politics moved fram dynamic activities
to those of inactivity or failure.

The Porter Plan, which is really the essence of mega curriculum
policy for the Porter Era, was regulative. Statements addressing core
subjects, readers, and teacher training in reading reflect this fea
ture of regulation (see Appendix I:E):

Local groups, however, will not be expected to pre-

scribe courses in the basic skills of reading, arith-
metic and handwriting. A vast amount of research in

these fields has provided fairly conclusive evidence



as to the materials that should be included and the
methods which should be used in the teaching of these
fundamental skills. . . . It is proposed, for instance,
to discontinue the authorization of readers in the
first six grades and to substitute the permissive use
of a number of series of readers from which selections
may be made by individual boards. (p. 218)
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So the paradox of curriculum politics 1is evident. While the policy

allows for decentralized adaptation and implementation,

it still co-

erces the political choice by centralizing the range of choices. This

is further controllied by the regulative policy for teacher training.

The programme of teaching reading in the Normal Schools
has already been modified, and readers recommended for
use in the elementary schools will be available in or-
der that graduates of the Normal Schools taking posi-
tions in September 1950 will be familiar with them, and
with the best method of presenting the material they
contain.

However, the unique feature of Porter's plan, permitting and

encouraging the establishment of 1local curriculum committees, is a

clear sample of a constituent curriculum policy.

The courses of study which will be prepared and issued
by the Department will be in general terms. They will
indicate the objectives to be attained and the princi-
ples to be followed. Rigid, detailed courses of study
will not be provided. The responsibility for filling
in the details of the various courses will rest at the
local level, and it 1is anticipated that this will be
accompl ished through wide participation in the con
struction of courses by groups of teachers and inspect-
ors 1n co-operation with other professionally competent
persons selected by local authorities. (Fleming, 1972)

In this respect, the Porter Plan is a constituent curriculum

policy because it stated directly to the polity, specifically the

educators and general Ontario public, what it intended to see evolve

in the development of local curriculum committees. It also conferred

on them the power to design ". . . the details of the various courses
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« « . at the local level"™. In Lowi's terms, these committees might be
parallel to agencies for establishing judicial Jjurisdiction (see
Figure 2, p. 26). The policy was applicable to the entire organiza-
tion as the provincial public education system and, as such, exempli-
fies a constituent curriculum policy.

It is noteworthy, therefore, to recognize the subtle coerciveness
of such constituent curriculum policy which appeared to be very liber—
ating but which, in actual fact, was very regulating. It is difficult
to prove conclusively that dramatic coercive action would have been
taken against any individual teacher, school, or school board. At the
same time, the forces which influenced curriculum changes seemed too
preoccupied with what Porter called "the baffling problems of mass
education, of retaining the essential fundamentals that apply to all,.
yet avoiding a regimentation that may stifle the imagination" (text
given in Appendix I:E).

Some, 1ike Pullen (1955), suggest that the political timing of
such policy was off because teachers were unfamiliar and il11-prepared
for such decentralized innovativeness and political independence.
Others, 1ike Fleming (1972), interpreted the political behaviour which
resulted from such a curriculun constituent policy 1in mega policy
terms:

This scheme . . . flourished for a brief period and

then petered out in the absence of continued support

fram the top. Had it become a permanent part of the

system, it would have reduced departmental responsi-

bility very substantiaily, but in a way that would not

have been strictly comparable to that implied by the
program of 1937. (p. 75)
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Fleming concludes that such curriculum politicking "would not have had
the effect of placing more onus on every individual classroom teacher;
it would have transferred responsibility to leading teachers working
with inspectors." Thus, such curriculum policy would have "consti-
tuted an 1intermediate level of responsibility between the department
and the individual teacher" (p. 75).

However, the incremental innovativeness of the Porter Plan suc-
cunbed to two dominant forces--who and what forces determine curricu-
Tum policy.

Firstly, there was the usual "inertia that sets in after the
novelty has worn off any new scheme" (Pullen, 1955; Fleming 1972).
Then, according to Fleming, there were two confirmed major sources
which

", . . killed the Porter Plan. The first was that the

Department of Education used its resources of expertise

to such good effect in producing courses for the inter-

mediate division that 1ocal groups often failed to see

any great advantage in introducing their own varia

tions. The second was the official policy of indif-

ference, if not actual disfavour, that accompanied the

appointment of W. J. Dunlop as minister of education in

1951. Although the plan was not completely disowned,

there was relatively 1little activity after the mid-

fifties. (1972, p. 189)

Such politics (confimed in Interviews: Hodgins, 1982; McCarthy,
1982) which followed the established policies reflect Lowi's assump~
tions as to how policy generates politics. It cannot be clearly
proven whether or not the Porter Plan was a stop-gap multi-type cur-
riculum policy to compensate for the state of curriculum non-policy

and the maintenance of existing curriculum policy types while the

Royal Commission continued its deliberations and preparation of its
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final report. However, as described in Chapter III (The Porter Era,
Pp. 73), Porter and Premier Frost left 1ittle doubt as to who was re-
sponsible for curriculum policy in the Province when the Royal Commis-
sion's recommendations met with such disfavour.

In the end, of course, the Government must take the

responsibility for policy and for changes which are

made now or in the future and changes will be made as

indicated in view of circumstances which exist from

time to time. (Hansard, Ontario Legislature, April 5.,

1950) .
Possibly the senior staff in the Departiment, especially Althouse, were
the architects of the various policies for the Province's schools, but
such conclusive evidence no longer exists. What does remain are the
policy statements by the Premier and Minister of Education who took
the responsibility for determining such policies. Likewise, the con-
stants for determining curriculum policies were the forces of "mass
education" (Porter, 1949), teacher shortages, and too little classroam
space, In the Easton political systems model (1965), there were
demands which created acute pressure on the educational arena of the
Porter Era. New curriculum policy types, especially curriculum con-
stituent policies which characterized the Porter Era, would not be
seen again to this extent until John Robarts became the Minister of
Education in 1959. The intervening six years seemed to be a period of
predominant curriculum non-policy and status-quo curriculum policy

types. The ensuing politics reflect such policies and the frustra

tions of many who tried to influence curriculum change.
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3. IHE DUNLOP ERA ¢1951-1959)

(a) Social Forces

Fleming (1972), 1in a chapter entitled "Quest for Organizational
Efficiency" (pp. 62-116), states that the 1950s were "largely charac-
terized by reactions to the overwhelming increase in enrolment,
requiring rapid increases in expenditure, the recruitment of large
numbers of additional teachers and the construction of hundreds of new
buildings" (p. 75).

Appendices I:0-Q illustrate the Government's response to these
four major pressures on curriculum and educational policies.

Figure 10 (p.103) also notes several forces affecting the cur-
riculum arena. For instance, there was Althouse's death in 1956, Rus-
sia's successful launch of Sputnik in 1957, and the perceived poor
state of the Science and Mathematics curriculum which resulted in the
establ ishment by the Ontario Teachers' Federation in 1957 of a Commit-
tee on Mathematics and Science from a Joint Committee of the Toronto
Board of Education and the University of Toronto. Such situations
were forces on curriculum policy and 1its direction or lack thereof.
Commentaries (Interviews: Crossley, 1982; McCarthy, 1982) suggest
that Fleming's harsh criticism towards Dunlop's curriculum leadership
may be justified.

Bureaucratic rigidities which 1increased a pace under

Dunlop, particularly after the death of Althouse, also

reduced the departments' [sicl ability to attract those

with initiative. As an instrument for the implementa-

tion of education policy, the department [sic] under-

went a period of decline. Much of the trouble was

directly attributable to Dunlop's method of operating.
(p. 76, 1972)
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Fleming's harshness is really directed more against the Department's
organization which seemingly disintegrated with Althouse's death.

Many of the features that reduced the departments!

[sic] effectiveness resulted from a kind of drift

into practices that could only have been prevented

by a fundamental shake~up at regular intervals. . . .

A sudden death, 1like that of Althouse, however, threw

matters into a great deal of confusion. (p. 76, 77.

1972)

Fleming summarizes serious problems with the regular organizational
operation which could seriously affect curriculum policy by the very
fact that situations of curriculum nompolicy would result when forces
requesting policy or change would not know where to go.

Therefore, the political milieu for curriculum policies during
the Drew Era was one of instability and unprecedented demands for
educational services.

(b) Curriculum Policies

Dunlop's four arrangements (text given in Appendix I:0) for the
"next stages in the reorganization of school courses" following the
Porter Plan are regulative curriculum policy. For example, the second
arrangement states:

The Department's supervisory staff will examine the

local adaptations with a view to ensuring ample provi-

sion for the mastery of "the three R's":, flexibility

of promotion, and the recognition, 1in the secondary

grades, of the requirements both of those pupils who

will leave school as soon as the law allows and of

those with the ability and determination to attempt

longer courses. (p. 271, 1952)

The powerful presence of the Department's supervisory staff to ensure
that core subjects ('the three Rs') were amply mastered is a clear,

albeit subtle, statement of expected behaviour with obligation for

def ined behav iour.
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The policy 1is also redistributive curriculum policy because it
specifies the expected behaviour of the school board and its existing
duties, even to its responsibilities for providing learning materials:

Pupils learn to use maps by using them, and in this con-

nection it 1is pointed out that the General Regulations

for Public and Separate Schools require the Board to

provide the school with a mounted globe not less than

12° in diameter, pupils' atlases in numbers sufficient

for class use in Grades 4 to 10, both inclusive, and a

reference atlas for the school library. (1955, p. 272).
The tone of these directions reflects the emphasis on specific sub-
jects and 1earning resources which characterize the primary rule focus
of Dunlop's curriculum policies. The preamble to Memorandum Cur-
riculum: 9 (Appendix 1I:Q) which reminds the teachers, schools, and
school boards that the "books 1isted are subject to the reimbursement
grant for reference books in those municipalities where it applies is
the manner set forth in the Grant Regulation®™ 1is a precise statement
of expected curriculum behaviour and thus a regulative curriculum
policy. For while the persuasive tone of such curriculum policy is to
establ ish an "atmosphere of interest in good books and wholesome read-
ing", the authoritative presence and indicator of intended responsib-
ility is the Department's local representative; namely, the school
inspector. For instance, there is the second-last paragraph in Memo-
randum Curriculum 8 (Appendix I:P):

A teacher who, because of lack of experience, feels

doubtful of his ability to order wisely, or a principal

who doubts the wisdom of an order submitted by a

teacher is advised to consult the Inspector about the

proposed order before sending it on. (1955, p. 280).

The underlying theme of encouragement is never far from the presence

of same authoritative force, usually the area school inspector. None-
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The underlying theme of encouragement is never far from the presence
of some authoritative force, usually the area school inspector. None-
theless, despite the reassurance of curriculum directions, there are
few indications of any new or even expanding changes or developments
in curriculum policy. Fleming (1972) frequently notes that Dunlop is
"on record as favouring the eradication of every trace of progressiv~
ism" (p. 75); however, organizational changes in the Department's
structure in 1958 (see Figure 6, p. 53), with the creation of the
offices and position for a Superintendent of Special Services and
Curriculum, indicate incremental changes were in operation.
(c) Interpretation

Fleming summarizes serious problems with the regular organiza-
tional operation which could seriously affect curriculum policy by the
very fact that situations of curriculum non-policy would result when
forces requesting policy or change would not know where to go.

Much of the decision~making was <too centralized in

that matters of relatively minor importance had to be

approved at a high 1level. The structure was poorly

designed to enable fresh ideas to rise to the top.

Protocol prevented a minor official from by-passing

an immediate superior with any suggestion for change

in procedure or policy. (p. 141, 1972)

However, forces external to the Department, particularly through
teacher groups, university professors, and individuals within the
Department, persevered. Stanley A. Watson, who had helped write the

1937 Programme, became head of the Curriculum and Textbooks Branch and

J. R. McCarthy, who Tlater became Assistant Deputy Minister of Educa-
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tion under William Davis, became Watson's assistant (also noted in
Fleming, 1972, p. 190). McCarthy acknowledges how slowly change came
about; in fact, "changes through textbooks were about your only viable
route" (Interview: August 1982). There were strong regulative cur-
riculumn policies to be followed and anything not addressed by existing
curriculum policies was left to a situation of curriculum non-policy
(see Figure 4, p. 37). The harsh criticism of the Globe and Mail's
education columnist, Bascom St. John, whose copy fram 1958 until 1964
when Minister William Davis brought him into the Department to chair
the Policy and Development Council, was a bitter commendation of the
Provincial educational system.

Therefore, it would appear that the legacy left by the Dunlop Era
in terms of curriculum policy is one of maintaining the status quo of
existing curriculum policies with regulative curriculum policies real-
ly being the dominant policy type. Perhaps the political pressures of
trying to meet the 1large enrolments, train teachers, and erect
schools, when combined with the gentle personability of a retired
educator 1n his seventies, were too demanding. Whatever the forces,
the curriculum policies of the 1937 Programme with its basic skills
core curriculum, combined with the new organizational arrangements of
the Porter Era, were essentially the same. The frustrations of groups
and. persons predominately outside the Department were given an oppor-
tunity to direct themselves constructively when Premier Frost appoint-

ed John Robarts to the portfolio in 1959.
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4. JHE ROBARTS ERA (1959-1962)

(a) Social Forces

Figure 10 (p., 103) clearly suggests that the Robarts Era was
characterized by major demographic changes and increased financial
costs. As well, the success of Sputnik was having 1its own impact on
Ontario curriculum matters, particulary for mathematics, the sciences,
and technical education. As described in Chapter III, society and
educators were taking their own initiatives to compensate for defi-
ciencies in these curriculum areas. John Robarts' statesman-1like
approach and his long-range vision did not appear at first to have the
characteristics of discrete (Dror, 1968) curriculum policy types.
Robarts' vision needed substantial finances which he found in federal
sources. In retrospect, the initial transition from the Dunlop Era to
the Robarts Era was very incremental until one considers the basis
upon which Robarts appears to have been consciously established his
administration during his first few years as Education Minister. The
forces with which he was dealing were complex, costly, and unpre-
cedented.

(b) Curriculum Policies

At first, Robarts maintained the dominating regulative curriculum
policies of the Dunlop Era with its compulsory core subjects. Again,
Fleming (1972) surveys the evolution:

Curriculum changes initiated by the department [sicl

during the late fifties and at the beginning of the

sixties were numerous enough in one sense, but they

tended to be of a rather minor nature. The 1lack of

emphasis placed on this phase of the work was demon-

strated by the fact that a much larger proportion of

staff time was devoted to supervisory activities than

to curriculum development. New courses of study were

often assembled in a very brief period of time and with

no pretence at the kind of research or development work
that might have Ted to real innovations. (p. 193)
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Nevertheless, Robarts brought to the political arena of curricu-
lum a macro overview of mega (Dror, 1968) process which in time would
result in specific curriculum policy types.

Prior to his assumption of the Premiership in 1961, Robarts had
spent two building years quite unlike his predecessors. Curricul um
change had tended to begin with primary programs, secondary education
traditionally being seen as either a refined preparation for the
university-bound student or as a basic skill training prior to the
school-leaving age of sixteen. Robarts!' vision included vocational
and technical education and, while recommendations made by the Royal
Commission on these areas had been seemingly forgotten during the Dun~
lop Era, prior to 1960 Ontario had not fully recognized the curriculum
needs of this growing educational need. The dominant force behind
these curriculum politics came from the Federal Government's 1961
Technical and Vocational Training Assistance Act. The lawyer and
economist background of Robarts seems to have been very successful for
Ontario was to receive the largest financial support of any of the
Provinces under this Act. For instance, "expenditures for the con-
struction of secondary schools rose from $39,169,000 in 1960 to
$81,611,000 in 1963" (Fleming, 1972, p. 20).

A1l this is significant because, following Ontario's signing of
the Federal-Provincial Technial and Vocational Training Association
Act in 1961, major curriculum policies were established which impacted
not just on vocational education but on all secondary school educa-

tion.
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By September 1962, the Reorganized Program, or Robarts Plan, was
ready for implementation in select high schools around the Province.
Appendix I:R 1is a copy of the official memorandum announcing this
major curriculum policy.

Basically, the Robarts Plan was a constituent curriculum policy
because it provided power and authorized restructuring to an existing
operation which was the Ontario secondary school system. It provided
for various streaming schemes for program and student achievement.
Designating schools according to specialized purposes, such as voca=-
tional and technical education with corresponding specialized text-
books, courses, and community associations, are general examples of
constituent policy behaviour wherein the element of coercion is remote
and the envirommental participants--namely, the school board and
school s-—are empowered to enjoy new privileges, powers, and benefits.
However, the Robarts Plan has other characteristics which are addres-
sed in the next section.

(c) Interpretation

As indicated earlier, the social forces affecting the Robarts
Plan were complex, costly, and unprecedented. This perhaps explains
why the Plan, which on a macro level is a constituent curriculum
policy, is an intricate blend of all curriculum policy types on the
discrete level (Dror, 1968).

For example, the language used in Section One 1is typical of a
distributive curriculum policy in stating: "With the approval of the
school board concerned, a principal may introduce wholly or in part

the reorganized secondary school programmes of study announced by the
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Minister in August 1961." The 1intended behaviour is direct but the
optionality of time in whole or partial implementation is not
coercive,

At the same time, while the conditions are set conditionally, the
language of Section Two gives the supervisory inspector the author-
itative opportunity to control the implementation of this policy. For
instance, conditions for participation 1in the Plan were regulatively
set: ". . . provided that the pupils' choices of Programmes by the end
of Grade 9 fit that pattern of organization". Such a statement of
expected behaviour is indicative of regulatory curriculum policy. The
policy language used in Section Six, "Classification of Pupils", is
also the language of a regulative curriculum policy.

Section Five, "Supervisory Staff", is an interesting blend of
four curriculum policy types. For example, the opportunity for the
"local school authorities" (sub-section (d)) to establish an Advisory
Vocational Committee or a sub-committee is an example of constituent
curriculum policy. The policy language of Section Five's preamble and
of sub-section (a) is an interesting mix of a redistributive and regu-
lative curriculum policy. For while the purpose of this study is not
to be a content analysis, the use of such phrases as "should be per-
mitted", "must interpret", "should be changed". "should be included"
and "should be accepted" clearly indicate precise statements of cur-
riculum policy direction. Similarly, while the consequences for com-
pliance and non-compliance are not delineated 1in this public policy
document, the potential coercive authority of the Department of

Education is evident through references to other regulative policy
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documents; for example, "Circular H.S. 1" and Section 70(6) of '"The
Secondary Schools and Board of Education Act'". In fact, in the last
paragraph is noted the power of the district or municipal inspector,
yet the invitation still stands that "if his next visit 1s not immi-
nent, the board may write to him for information or directly to the
Department of Education™ (Appendix I:R). Therefore, what can be noted
in this critical policy document which typifies the Robarts Era is the
intricate blend of four curriculum policy types. Yet, despite the
openness and collegiality of curriculum policy development, implement-
ation and revisions, a careful consideration of the policy statements
should leave T1ittle doubt that the coercive, controlling power of the
Department of Education is always present.

Finally, this tone and intent of- the document, which unlike its
predecessors was not issued under the Minister's signature, strongly
suggests the move towards decentralized curriculum development and
implementation begun during the Porter Era. The policy inclusion of
local schools and their respective systems, trustees, principals, and
teachers in the curriculum policy arena is a noteworthy link with the
Porter Plan and a serious indicator of curriculum policy direction for
the early Davis Era. However, while curriculum policy issues might be
handled at the local levels, the Department of Education never relin
quished ultimate authoritative control over educational finances,
textbook approval, and teacher certification. Nonetheless, the sig-
nificant mega and discrete (Dror, 1968) curriculum policy changes and
unlimited optimism of the Robarts Era set an enthusiastic stage for

more visible actions during the beginnings of the next period.
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5. THE EARLY DAVIS ERA (1962-1965)

(a) Social Forces

The whole curriculum policy arena was becoming extremely intri-
cate and the politics were very complex because of the impacting on
other areas such as finance, as witnessed by the establ ishment of the
Ontario Foundation Tax Plan in 1963 and the opening of a Youth Branch
and a Technological and Trades Training Branch also in 1963. In 1965,
Davis announced the reorganization of the Department (Figures 7 and 8,
p. 54-55) as a reflection of "three guiding principles: integration,
reallocation and decentralization" (Fleming, 1972, p. 80). The mega
and discrete (Dror, 1968) policy visions of Davis became incrementally
evident. Fleming (1972) described the forces and participants who im
pacted on curriculum policies (confirmed by Interviews: McCarthy,
1982; Crossley, 1982):

The first of these covered the abolition of separate

sub-structures for elementary and secondary education

in the 1ight of the growing tendency to regard the two

levels as part of an unbroken process. A second aspect

of integration involved bringing together the functions

of supervision, curriculum, and examinations in a

single Program Branch. These functions were handled by

what were called divisions until 1967, when they were

renamed sections. A third aspect of integration was

the merging of small units for the supervision of sub-

Jjects such as music, art, and guidance with the Super-

vision Division, since they were now regarded as part

of the regular program. (p. 80)

This incremental political shift 1{s also constituent in nature.
Fleming (1972) continues in his description of Davis' principle of
reallocation:

Reallocation of functions meant the abolition of the

position of chief director in favour of a single

deputy minister, as already mentioned. Reporting to
this official would be three assistant deputy minis-
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ters responsible respectively for instruction, pro-

vincial schools and further education, and administra-

tion. . . . A second aspect of reallocation involved

relfeving many assistant superintendents and school in-

spectors of business and 1legal advisory functions

which were to be exercised henceforth by officials in

the School Business Adninistration Branch. Decentra-

lization was to be carried out gradually as the exist-

ing organization evolved in that direction. Davis

foresaw the establishment of "districts" in various

parts of the province where superintendents and local

inspectors might operate in close contact with local

needs and respond quickly when assistance was required

(pp. 80-82).

So, the first three years of the Davis Era are noteworthy for the
multiplicity of curriculum policy action. Moreover, there seems to
have been a clear vision of curriculum policy change even if at first
there did not appear to be a clear plan of action. By 1965, there was
a marked shift with the Department's reorganization. Nonetheless, the
first three years were significant for two key reasons: the continua-
tion of the curriculum policy work with its changes from the Robarts
Era and the establishment of the foundation for an eclectic range of
revised, new and experimental curriculum policies. All types of cur-
riculum policies were involved and constituent curriculum policies are
of particular note because of the people and forces which they includ-
ed in their operation. Yet, as Dror (1968) stressed, the pivotal role
played by the chief policy-maker was clearly supported by the very
busy and eclectic visionary leadership style of William Davis. His
strategy of integration, reallocation and decentralization, combined
with the macro perception of educational reform, are seemingly unpre-
cedented. "The establ ishment of procedures for continuous curriculum

reform" (Fleming, 1972, p. 232) was one of what Fleming identified as

the four pillars of Davis' program that mark this era as unique. Per-
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haps the tendency to establish many politically-sensitive constituent
curriculum policies 1is what underscores the uniqueness of the first
years of the Davis Era. It also suggests the incremental nature of
curricuium policy development, which will be addressed in Chapter V,
the final chapter.

(b) Curricuium Policies

The first three years of William Davis' tenure as Minister of
Education was a time of wide-ranging of curriculum policies. Like the
preceding era, emphasis still remained with a set of regulative cur-
riculum policies for core subjects. But, in the first years of the
Davis Era, the projects begun by Robarts' policies expanded and the
emphasis on secondary schools from that era extended to elementary
education. During the first three years, the Province essentially
saw, firstly, the extension of free textbooks to all Grades 9 and 10
students; secondly, increased impiementation of the Robarts Plan;
thirdly, the completion of curriculum revision of courses in Grades 7
to 13 Mathematics and Science programs. The conscious bid to lessen
the gap between elementary and secondary school education created
three notable constituent curriculum policies: the Grade 13 Imple-
mentation Committee and the Kindergarten to Grade 6 Review Committee.
The establishment of a Policy and Development Council within the
Department along with these major review projects indicated a third
constituent curriculum policy as well as the new Minister's interest
and support of research and development which in turn saw the paraliel

development of a major policy influence through the Ontario Curriculum

Institute (see Fleming, Ontario's Educative Society, 1970, Vol. V,
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Chapter 11). Yet, Fleming's observation is a cautious warning as to
who and what forces determined curriculum policies:

Evidence of the extent to which the work of the insti-
tute 1influenced educational practice in Ontario is
largely circumstantial. It could be coincidental that
the operations of the Curriculum Branch of the Depart-
ment of Education began to expand and become much more
comprehensive, that the influence of energetic and pro-
gressive officials including M. B. Parnall, J. K. Cros-
sley, J. F. Kinlin, and a number of others became more
pronounced. It was perhaps inevitable that a strong
emphasis on curriculum reform would be part of the
Davis program when the new minster got his bearings
after his appointment in the fall of 1962. (Fleming,
1972, p. 195).

On the other hand, and quite unlike the previous four eras, the con-
tinuity of then current curriculum policies and the implementation of
new policies regardless of policy type was no longer a stable process
of incremental evolution. The momentum of pending changes, given the
scope of the projects being undertaken and the increased number of
people who were actively seconded to the Curriculum Branch, was unpre-
cedented. The involvement and vocalizing of such study committees as
those of the Ontario Curriculum Institute (OCI) appears to have been
determining influences on Provincial curriculum direction. But again,
since substantial evidence no longer exists, one is left only to con-
Jjecture as Fleming acknowledges:

Yet, although these developments might have occurred

anyway, it is not hard to believe that departmental

initiative was strengthened by the threat that an inde-

pendently controlled agency (on which <the department

had minority representation) might usurp too many offi-

cial responsibilities. It is true, of course, that a

plausible 1ine of demarcation was drawn: the OCI was

to work out basic principles of curriculum and conduct

only 1limited experiments to test the feasibility of

certain ideas, while the department was to retain the

sole power to prescribe courses of study and to deter—
mine when, where, and to what extent an innovative
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procedure was to be adopted. The 1ine of demarcation
was, however, thin, and to some officials the depart-
ment seemed in danger of being reduced to a position of
issuing prescriptions in a mechanical sort of way.
Departmental officials made sure that this danger did
not materialize by performing their functions in a much
more thoroughgoing manner than had characterized any
previous period. (Fleming, 1972, pp. 195-196)

(c) Interpretation

Despite the complex and multi-level activities of curriculum pro-
jects during the first three years of Davis' time as Minister, it is
possible to make several general observations. Firstly, the common
thread of regulative and distributive core curriculum policies still
persisted, although societal views and educational 1lobbying were felt
fran forces outside the Department's policy-makers! traditional ring
of the Minister, Deputy Minister, Chief Director and Chief Superin-
tendents. These forces were being augmented fram such groups as the
OCI, teachers' federations, and university committees, particularly at
the University of Toronto. A second general observation is the
approach to review committees, such as the Kindergarten +to Grade 6
Committee (see Fleming, 1972, pp. 217-225) and the Policy and Develop-
ment Council, which are both clear 1{llustrations of curriculum con-
stituent policies. The impact of such forces on curriculum policies
is again largely circumstantial but it 1is, nonetheless, a force to
acknowledge as Fleming does:

The Policy and Development Council was joined by a

number of outstanding men who had played an important

part in departmental affairs, but none of them stayed

very long. They seemed to feel that the council was a

kind of backwater where they had lost their power to

influence events. Some returned to positions in the
adninistrative hierarchy while others abandoned the de-

partment altogether. By the end of the decade St. John
was left alone as an adviser to the minister. In this
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role he was thought to be valued, since he had not lost

his talent for analysing [sicl a situation nor his lack

of hesitation in offering a frank and often pungently

worded opinfon. Unlike so many other public servants,

he never developed a propensity for telling the minis=

ter what he thought he wanted to hear. It would be

difficult to say to what extent his views influenced

Davis, since the l1atter, in his characteristic reluct-

ance to reveal his own inner thoughts, seldom gave much

indication of the sources of ideas that influenced him

most. (Fleming, 1972, p. 80)

The power of the chief policy-maker (in this case, William Davis)
is underscored as the 1ink and illustrated in Appendices I:R-V. Even
though only one selected item (Appendix I:S) is fram Davis directly,
the potentially coercive presence of the chief curriculum policy-maker
is always evident. For instance, speaking to the Legislature after
nearly two years in his Education Ministerial position, Davis reports
on the curriculum revisions in Science and Mathematics, new courses
such as World Politics and Man in Society, as well as the involvement
of classroam teachers in the implementation process. Twenty years
earl fer, as Watson had reported 1ater to the Royal Commission, he had
written the Provincial religious education courses with 1imited input
from outside resources (see pp. 66-67); yet, within that short time, a
new process of curriculum development had evolved. However, what did
not change was the type of regulative and distributive policies--the
Science and Mathematics courses for Grades 7 through 13 were still
regul ative and distributive. But, what was different was the course
content and the course development. As Davis said: "In these disci-
plines particularly, no course of study can be considered complete in

the sense that it 1is fixed for an indefinite period" (1964) (text

given in Appendix I:S).
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The role of the Curriculum Branch is evident in Memorandum 1965-
65:13 regarding the revision of the curriculum for Kindergarten and
Grades 1 to 6 (Appendix I:T). The recognition and acknowledgement
given to the local inspectors and superintendents seems typical of the
collegial tone of curriculum policy politics of the Early Davis Era.
For example, the extension of research time, over two years, the invi-
tational tone, and the secondment of curriculum consultants {illustrate
again how this form of constituent curriculum policy can create its
own politics. Presumably, some schools with very specific curriculum
concerns or those seeking particular recognition might want to invite
members of the Curriculum Branch staff to visit their school. Simi=
larly, involvement in such projects would offer a tangible means for
affecting the primary and junior curriculum which was still the 1937
Revised Programme.

The appointment of an Implementation Committee to facilitate the
report of the Grade 13 Study Committee (Appendix 1I:U) is a further
illustration of Davis' eclectic approach to curriculum policy. Unlike
the frictional atmosphere of the Dunlop Era, Davis' political astute-
ness to involve many of Dunlop's critics, such as Dr. Robin Harris
fram the University of Toronto, author of JThe Quiet Revolution (1967),
as well as Bascom St. John, the Depariment's former harsh critic from
the Globe and Mail, appears to have salved many contentious curriculum
issues which still remained. Again, ensuring, through constituent
curriculum policies, that experts were involved in curriculum develop-
ment and implementation did not mean that the resultant curriculum

policies regarding Grade 13 would not be regulative, distributive or
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redistributive. What it did seem +to imply 1is that the politics re-
sulting fram this new form of curriculum constituent policy might
presumably ensure its policy implementation. Moreover, the coercive
nature of the potential policy would be present. But, by having a
broader awareness and commitment base for the curriculum policy, what-
ever its type, the outcomes interestingly enough appeared to have en-
sured the power of the Department as the policy-issuing body.

This political approach to the potential use of coercive power is
clearly evident in the policy language of the memorandum of August 27,
1965, from H. E. Elborn, Assistant Deputy Minister (Appendix I:V).
The regulatory tone of such directives, ranging from the filing of
Ministerial memoranda to the classification of secondary pupils for
grant purposes, should leave 1ittle doubt as to the possible coercive
power of the Department. At the same time, Section Six, "The Role of
the Curriculum Division", succinctly indicates the scope and intent of
a political organization willing to undertake new political activi-
ties. Such language as "a wide variety of student needs", "audio-
visual media and technological devices", and ™iving in a techno-
legical society" was not the curriculum policy language of the Drew,
Porter or Dunlop Eras. Fleming implies that the personality of the
chief policy-maker, William Davis, affected this multi-level approach.
Again, for example, the establishment of the Policy and Development
Council 1llustrates Davis' policy-making 1leadership style and what
Fleming saw as his ability to

. « o separate advisory functions, to some extent at

least, from administration. Davis was the kind of

strong leader who might have made such a system work if
he had really wished to do so. It was clear, however,
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that he regarded the new council only as an extra

source of ideas; he also expected the whole department

to act to some extent in the same capacity. This was

the implication of his determination to transform the

department from a primarily regulatory to a service

agency. (Fleming, 1972, p. 80)
Commentaries (Interviews: Crossley, 1982; McCarthy, 1982) support
Fleming's statements. McCarthy added that he believed that the
presence of Davis' predecessor, John Robarts, also flavoured the col-
legiality of curriculum development as well as the functioning of the
entire Department, especially 1in these formative years of Davis!
administration (Interview: McCarthy, 1982). From such observations,
one might envision that curriculum policies for the first three years
of the Davis Era were a blend of all five curriculum policy types but,
despite updating course content, the curriculum policies of the 1930s
and 1940s remained basically the same 1in all their regulative and
distributive formats. Yet, there were two distinct differences in the
early years of Davis' administration. Firstly, there was a political
atmosphere of broad policy-making involvement which included classroom
teachers, administrators, and education officers which was unlike the
committees of the Porter Era. Secondly, and more specifically, the
timing was more receptive because of need, funds, and enthusiasm. The
extension of the Robarts Plan and curriculum work in the Kindergarten
to Intermediate levels meant that all levels of the elementary and
secondary school curriculum were being addressed. Educational tele-
vision, the role of research and program development, and the initia-
tion of new courses, such as Man in Society and World Politics, were

reflective of the establishment of new distributive and redistributive

curriculum policies.
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reflective of the establishment of new distributive and redistributive
curriculum policies.
Therefore, one may concliude that the curriculum policies for the
first three years of the Davis Era were an intricate blend of all five
curriculum policy types, reflecting an overall view of a skill con-
tinuum which was regulated by core subjects in Language Arts and
revised Mathematics and Science courses. By high school, the option-
ality of the New Programme offered distributive and redistributive
choice patterns, although the Grade 13 Provincial examinations still
gave a regulative coercive impact for those following an university-
bound curriculum.
Likewise, the forces and persons determining curriculum policies
during this era were actively encouraged to be very involved; yet ex-
perienced policy-makers, such as J. R. McCarthy, and the determined
leadership of the Minister left 1ittle doubt as to where the ultimate
power for curriculum policies 1ay.
C. DISCUSSION

This review of selected curriculum policies for Ontario public ele-
mentary schools from 1945 +to 1965 suggests that the type of curriculum
policy which really dominates and/or typlifies a particular era is usually
determined by the social and demographic forces of the time. The policies
establ ished, maintained and real igned by the chief policy-maker in response
to the social demands of a given time period does lend credence to Lowi's
core thesis that "policies determine politics" (p. 299, 1972). By being
able to 1identify and deduce types of coercion logically, it becomes pos-

sible to appreciate Lowi policies--"work through the enviromment of con-
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duct" (Lowi, 1972). For instance, the regulatory curriculum policies which
characterize the Drew and Dunlop Eras are reflective of determined,
military background of the two chief policy-makers. As Lowi had written
earlier (1964):

« o « A political relationship 1is determined by the

type of policy at stake, so that for every type of

policy there is 1ikely to be a distinctive type of

political relationship. (p. 688)

The regulatory focus on cadet training, religious education, and the
traditional core subjects which were monitored by school 1inspectors who
reported to a centrally controlled adninistration in Toronto suggests why
curriculum policy change in the Tlate 1950s had to come from political
action outside the administration. On the other hand, the decentralized
political relationships through l1ocal curriculum committees which Porter
had initiated in 1949 as a result of the constituent and redistributive
curriculum policies of the Porter Plan lacked a lasting effect of a primary
steadfastness since the partners in this political arena seemingly 1agkea.
experience and will power to sustain this new curriculum political
relationship. Incrementally, these would establish a curriculum arena
(adopted; Easton, 1965) to ensure a more lasting set of political relation-
ships between the politician and educator. The diplomatic statesmanship
(McCarth, 1982) of a Robarts, who incrementally yet steadily formed a
financial basis for new and renewed distributive and constituent curriculum
policies, suggests that a visionary policy-maker must form distinctive
types of political relationships for every type of curriculum policy.
Thus, the Robarts Plan was really based on new provincial relationships

with the Federal Government. Davis sought new retationships with univer-

sity groups, teaching federations, and the media through direct but dis-



135

crete involvement with such forces as the University of toronto and such
journalists as Bascon St. John. The coercive force of such constituent and
distributive curriculun policies would appear to be a gentle but firm
method of establishing curriculum change and stability. Likewise, the
curriculun politics of centralized versus decentral ized political action
was in constant motion. However, the centralized policy source never
rel inquished coercive control of finance and professional certification.
The regulatory policies of these arenas were and have remained centrally
controlled. This could re-emphasize and extend Lowi's view that every type
of policy does require a distinctive type of political relationship. Cur-
riculum policies of all types necessitate political statesmanship.
D.  SUMMARY

This chapter undertook to meet two objectives: the application of a
theoretical framework of curriculum policy types to a specific period in
the curriculun life of Ontario public elementary and secondary schools and,
then, in meeting the study's fourth research stage of interpreting the
findings, offering a synthesis and conclusion. The three research ques-
tions guided the probings and enabled the development of Figure 11 which
graphically presents highlights of the findings. As an extension of
Figure 10, Figure 11 focusses on the four/five curriculum issues which the
surviving data indicates were critical curriculum policy issues for their
respective eras and helps to demonstrate the continuity of many types of
curriculum policies and suggests that the role of the chief policy-maker
does impact on the type of curriculum policy and the corresponding polit-
ical behaviour which occurs prior to, during, and after the establ ishment

of the policy. Also, Figure 10 infers that a curriculum non-policy may be
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an interesting phenamenon whereby policy-makers may try to bridge time gaps
created by deficiencies in existing curriculum policies until new or re-
vised curriculum policies of whatever type may be established. These are
Jjust some of the general conclusions which will be addressed in Chapter V.
While it seems clear that the nature and number of variables affecting
curriculum policy differs from era to era, there are certain curriculum
policies which are 1largely regulative and distributive and which remain
constant. The nature of their regulativeness or distributive qualities
suggests that any changes will be mainly incremental.

Chapter V will undertake a synthesis of what this interpretative-
theoretical framework has suggested to this point in 1its development and
application. It will examine the contributions which the research has made
and offer suggestions for further research and possible curriculum policy

practice.
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CURRICULUM POLICIES

TYPE(S)* OF CURRICULUM POLICIES

ADDITIONAL NOTES

JREW (1943-48)

1937 Prim./Jr. Programme com-

pulsory core subjects: Reading,
Spelling, English. Arithmetic,
Math. Physical Education, Social
Studies

daily religious education

compul sory cadet training for
all secondary school males

prescriptive, authorized texts
only

compulsory core subjects:
Gr.1-8 - Reading. Arithmetic,
History, Geography. Science
Gr.9-13 - English. Math, His-
tory. Geography, Science

reg./dist./redist. curriculum poli-
cies whereby local school inspect-
ors were empowered to ensure that
prescribed courses were met and
students successfully passed Gr.8
exams to enter high school and
Gr.13 exams to enter university

reg. curriculum policy

reg. curriculum policy

reg. curriculum policy

reg./dist./redist. curriculum poli-
cies about core subjects were sus-
tained

Drew's belief that curriculum (elem./ sec.) must
encourage the study of gov't and good citizenship

note CBC speeches and memo to all school
inspectors when DND cancelled cadet program

also, a curriculum non-policy era as Department of
Education and Provincial Government waited for
directions from the Hope Commission

Hope Report did make many recommendations about
research, library facilities, technical education,
exams, and exceptional children (to name a few)

PORTER (1968-51)

Porter Plan (1949):

realignment of 13 grades into 4
curriculum groupings: primary,
Jjunior, intermediate, senijor
(age groups intended)

local curriculum committees
established

abolition of Gr.8 entrance exams
for high school

variety of Gr.1-6 reading series
permitted with approval

redist. curriculum policy

dist./const. curriculum policy

reg. curriculum policy

dist. curriculum policy

Note the shift from a totally centralized planned
curriculum to a decentralized curriculum prepared
by committees at the local level (for example.
Pullen's thesis)

LeT



DUNLOP (1951-59)

compul sory core subjects:

Elem. - Reading, Writing, Arith-
metic

Sec. - English, Math, Science,
History, Geography, Languages,
Phys. Ed.

free textbooks for elementary
school students

no Social Studies programme but
kept Geography and History as
distinct courses (especially
Gr.5-6)

reg./dist. curriculum policies
(Dunlop's seeming preference to
maintain particularly the tradi-
tional curriculum reg. policies
earned him the title, "Mr. Status
Quo"

reg./dist. curriculum policies

reg. curriculum policles

also curriculum non—policies with the lack of up-
dating, especially in Science and Math courses, as
evidenced by such texts and reparts as D_e_s_'lgn__f_Q[;

Learning (Frye, 1960),
(Harris,

of the Education System of Qn;tacjg 1967),
So Little for the Mind (Neatby, 1953)

ROBARTS (1959-62)

compul sory core subjects:

Elem. - see Dunlop Era

Sec. - evolution as per Robarts
Era

Robarts Plan (1961)
academic->vocational->technol o~
gical - arrangement of secondary
school curriculum

reg. curriculum policies

redist. curriculum policy to evolve
into reg. curriculum policy by 1965

Robarts' economic foresight enabled Ontario to be
active in the Federal-Provincial Technical and
Vocational Training Agreement (1961)

funds for new schools, additions to existing
schools, staff, and curriculum development were
unprecedented

A Selected Overview of

DAVIS—--EARLY compul sory core subjects: reg./dist/redist. curriculum poli- Note Fleming's perception of "the four main pil-
(1962-65) Elem. - see Robarts Era cles lars" to Davis' program for educational reform,
Sec. - as per Robarts Era but one of which was the "establ ishment of procedures
without division between Gr.9410 for continuous curriculum repewals" (1972, p. 232)
free textbooks for Gr.9410 stu~ reg. curriculum pol icy
dents
increased implementation of redist. curriculum pol icy
Robarts Plan
curriculum revision of Math and dist./const. curriculum policies
Science courses for Gr.9-13
* see Figure 3 (Chapter II) for operant definitions, especially for types of curriculum policies
FIGURE 11: o
03]

Curriculum Policies and Curriculum Policy Types
for Ontario Publ ic Elementary and Secondary Schools

(1945-1965)
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CHAPTER V
SUMMARY AND CONCLUSIONS

The purposes of this chapter are to review the study; highlight the
findings; draw attention to the implications and 1imitations of these find-
ings; and state the study's conclusions. The chapter is presented in five
parts according to the stated goals.

A. REVIEW OF THE STUDY

Curriculum policy is a specialized topic for educators, curricularists
and politicians who are responsible for educational issues. Although the
subject of curriculum policy is a term which appears frequently within edu-
cational 1literature, 1little is known about the practice. Theoretical
development in this field is still T1ittle developed. One theoretical basis
for examining policy was found in the field of public administration. A
selected review of the 1iterature in public administration theory and
empirical studies which are related to policy suggest a solid theoretical
foundation. But there are 1imited studies of educational policy and even
fewer studies of curriculum policy. Therefore, since educational research
and practice require a firm foundation in theoretical constructs, and given
the political realities of the public educational arena, it becomes neces-
sary to establish a theoretical perspective of policy before developing
operant references to curriculum policy. From that orientation, it was
possible to undertake the purposes of this study--namely, to establish a
theoretical framework for recognizing and distinguishing types of curric-
ulum policy and, secondly, to identify and to examine selected curriculum
policies for the public elementary and secondary schools in Ontario from

1945 to 1965.
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For this study, an approach is developed from a focused review of
public administration theory on public policy. This search, especially the
work of Theodore Lowi (1964 to the present), ylelded an interpretative
approach. As a result, a sequence of five separate stages is used: first-
lys the establ ishment of a theoretical basis from which a typology of cur-
riculum policies is presented; then an investigation of the contextual data
in 1ight of the theoretical guidelines; this is followed by an application
of the theoretical principles to the findings; then an interpretation of
the findings is given; and, finally, a deduction and synthesis of the re-
search material is presented.

The first stage, the establishment of the theoretical operants, lead
to the refinement of a theoretical approach fram which research criteria
are developed and research questions emerge. Stages two and three, the
retrieval and investigation of the historical data, include the systematic
retrieval of primary and secondary historical material. These steps in-
volved the chronicl ing of selected events 1in Ontario educational history
for the given research timeframe, the identifying, retrieving, and assem-
bling of pertinent curriculumn documents, as well as the interviewing of
persons associated with curriculum policy-making who might affim and/or
clarify the historical records and events. Interpretation, the fourth
stage, 1involved the application of the theoretical constructs, research
criteria, and research questions to the historical findings.- Subsequently,
the final stage, deduction and synthesis, included the drawing of conclu=-
sfons and general izations.

The establ ished criteria and the theoretical approach enable the re-

searcher to answer the three research questions:
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(a) What forces determined curriculum policies during this period?

(b) What were the curriculum policies for the public elementary and

secondary schools in Ontario fram 1945 to 19657

(c) What type of curriculum policies characterized each designated

era within the selected time period?

In general terms, the study concludes that curriculum policy results
in a specialized and on~going process of political interaction. Such pol-
itics appear to be the output of a conversion process within a particul ar
political system. These reflect the personality and values of the chief
policy~maker as well as the external and internal supports forces of the
social and political milieu. The curriculum policies can be distinguished
by five major groupings: regulatory, distributive, redistributive, con-
stituent, and nompolicy. The on-going activity of the political environ-
ment may affect the traits and types of curriculum policy. For instance,
what might have been a curriculum nompolicy at one point in time may,
under new, different or renewed social and political circunstances, become
one of the four specific curriculum policy types or it may dissolve, given
the internal or external forces; in the political system. By distinguishing
such forces and by identifying who makes these policy decisions, one may
facilitate awareness for policy-makers and people affected by such curric-
ulun policies. Likewise, by separating individual and envirommental
behaviour, one may appreciate the use of coercive forces for compl ementa-
tion and adaptation. Figure 4 (p. 37) synthesizes this conclusion theo-
retically.

When this theoretical typology is applied to a specific period in
Ontario educational history, specifically 1945 to 1965, and to a particular
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educational matter; namely, curriculum policy, several interpretations and
deductions can be made; these are 1isted in the section which follows.

The study demonstrates that curriculum policy 1is influenced by such
external forces as societal values, ethical systems, and institutional
arrangements. Likewise, internal factors, such as the access and exercise
of power, internal organizational patterns with their format and informal
network, and especially the personal leadership qualities and personality
traits of the policy-makers in a given educational context are very criti-
cal influences on the actual political processes which characterize curri-
culum policies.

B. HIGHLIGHTS OF THE FINDINGS

Boyd (1978) comments that "one cannot understand policy-making without
looking at the entire policy-making/policy-implementation cycle" which is
an apt reference for studying curriculum policies for the public elementary
and secondary schools in Ontario from 1945 to 1965. Rather than consider
the given time period in numerical blocks of time, such as every five or
ten years, the application of public policy theory is applied according to
the chief political agents responsible for curriculun policy-making,
namely, the Premier of the Province and the Minister of Education. This
proves to be helpful on several accounts: policy-making occurs at the
upper echelons of an organizational structure and many theorists, such as
Dror (1968) and Allison (1971), stress the influence, power, and personal-
ity of the policy-makers--especially the chief policy-maker. Consequently,
the research 1s structured according to the names of the Ministers of
Education for the twenty-year period: George Drew, Dana Porter, William
Dunlop, John Robarts, and William Davis. It 1is noteworthy to recognize

that Mr. Drew held the positions of Premier and Minister of Education
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simultaneously. Mr. Porter became the Attorney General of Ontario after
serving as Minister of Education, and Mr. Robarts and Mr. Davis became
Premier after their respective tenures as Minister of Education. Signi~
ficant political 1leverage (Gergen, 1968) is exercised by the person who
holds the policy-making portfolio of the Minister of Education during the
selected time. ’

The study illustrates that the overall motif of curriculum policy
types for Ontario's public elementary and secondary schools from 1945 to
1965 is a developmental pattern of cautious incrementalism. Each Minister,
as the chief policy-maker, has varying degrees of effectiveness and, during
the twenty-year time span which this study addresses, responsibility for
same curriculun policies gradually shifted to local school board jurisdic-
tion. However, financial jurisdictions always remained with the chief Pro-
vincial policy-maker. The significant shift, which is now more popuiar'ly
referred to as a movement fram centralized to decentralized curriculum
policy-making, seems to have begun in the Porter Era with the Minister's
speech announcing the Porter Plan initiating 1ocalized curriculum projects.

Prior to that, curriculum policies during the Drew Era were typified
by cautious policy-makers stressing predominantly regulative curriculum
policies on curriculum issues such as rel1gious education and cadet train-
ing. In the context of post-World War II econamic and demographic situa-
tions, only cosmetic curriculum policy changes occurred; for example,
changes 1in textbooks and program content. This approach to curriculum
policies seemed appropriate in 1ight of the then recently established 1937
Primary=Junior curriculum policies, which essentially remained the same
until the 1970s, and the perceived pending impact of the Royal Commission.

Thus, new curriculum policies of any type were suspended in anticipation of
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the Commission's recommendations and the seemingly more urgent political
issues of assisting the returning war veterans and other post-war needs and
demands.

When Porter assumed his ministerial duties and the Commission had
still not reported, the need for constituent curriculum policies was criti-
cal to meet the external/internal forces which were pressing the government
for substantial curriculum outputs. Redistributive curriculum policies,
such as those realigning the Kindergarten to Grade 13 continuum 1into four
educational groupings and the regulative curriculum policy of abolishing
the Grade 8 examinat'l‘on for high-school entrance, suggest some internal/
external political action within the political policy-making operations.
While cautiously incremental in 1ight of the Royal Commission's imminent
recommendations, and 1in view of the public cries in the press for the Com-
mission's final report and through questions raised in the Legislaturse, it
is evident that the curriculum policy-makers of the Porter Era had to
respond to the public for the costs of the Commission and the escalating
needs for more teachers, schools and textbooks.

During the Dunlop -Era, the pattern of incrementalism continued, but in
a disjointed fashion. The critical role played by the Director of Educa-
tion, Dr. Althouse, who by then was serving his third Minister, was evident
(Fleming, 1972; McCarthy Interview, 1982). His transitory role during
these three Eras has not been fully documented, but it appears that the
social and demographical demands of building schools and training teachers
far outweighed any other external or internal forces to offset any major
type of curriculum policy significantly beyond retaining the revised 1937
sequential program of Reading, Writing, and Arithmetic in the elementary

schools and Engl ish, Mathematics, Science, History, Geography, languages,
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and vocational training in the secondary schools. A good academic founda-
tion was still considered the ideal. Engl ish, Social Studies, and Physical
Education remained compulsory until the end of Grade 12. Consequently,
curriculun innovations became non-policy matters since the ongoing curric-
ulun policy~making essentially distributed and redistributed curriculum
policy, thereby earning the Minister the title of "Mr. Status-Quo". The
sudden death of Dr. Althouse, the external organizational and institutional
influences of such agencies as the Ontario Curriculum Institute, the
Ontario Mathematics Commission, the University of Toronto, and the Toronto
School Board, along with the historical impact of Sputnik, created a new
political mamentum when the Robarts Era began.

The talents and personable qualities of the new Minister made a fresh
impact on curriculum policy during the Robarts Administration. This period
was characterized by many curriculum policy types. But, while incremental-
ism is evident, the pace was quicker as more individuals and specialized
factors became involved.

Revised distributive and redistributive curriculum policies resul ted
from a very active set of conversion processes. Constituent curriculum
policies were established while other curriculum policies were reviewed.
In an era which was witnessing the arrival of a "baby boom"™ 1in its second-
ary schools, rapid urbanization, plus the threat of Russian technological
and scientific superiority, updated visionary curriculum policies became
politically critical. Increased attention was given to the "New Math"
curriculum, the Grades 7 to 9 Science programs, the revision of the
Grade 13 Biology and Physics courses, the Grade 11 Physics course, and the
Grades 12 and 13 Chemistry programs. Textbooks, their content, modernity

and availability were crucial curriculum matters, reflecting many influ-
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ences, particulary for regulatory and redistributive curriculum policies.
The 1950s debate over the elementary school's Social Studies instruction,
as distinct from the continuun of teaching history, reflects the curriculum
debates in the non-scientific and mathenatics disciplines. This mirrored a
critical policy move towards a stronger, more coherent and definable inte-
gration of aims and program implementation between the public elementary
and secondary curriculum, But it was the focus given to vocational and
technical training which underscored the Robarts Era of curriculum policy
types. "The New Programme for Secondary Schools in Ontario", or the
"Robarts Plan", was a combined regulative, redistributive and constituent
policy reflecting a myriad of external and internal demands and supports in
an incremental five-year pattern. Based on industrial and econamic refer-
ences, this curriculum policy became an event and a process which was con-
tinued by Robarts' successor, William Davis.

The first three years of the Davis Era were characterized by a cau-
tious but steady momentum of incrementalism as curriculum policy moved to-
wards specialization and decentralization. Even the Department's revised
organizational charts demonstrated this devel opment. New personnel worked
enthusiastically to meet the diverse curriculum needs of 1.7 million stu-
dents from a curriculum continuum which was beginning to be seen as a flow
fram Junior Kindergarten to post-secondary education 1including adult re-
training and post-doctoral research.

The early years of the Davis Era were marked by a wide range of cur-
riculum issues indicating the shift in focus begun in the curriculum pol-
icies of Robarts. Robarts and Davis had a view of the learner which was
different fram the earlier policy-makers wherein the learner was fitted to

the curriculum rather than a more amenable fitting of learner to the cur-
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riculun. The mega policy of equal accessibility to schooling for all stu-
dents was becoming a constituent and redistributive curriculun policy for
the Davis Adninistration. This became more and more evident through an un-
limited array of constituent and redistributive curriculum policies, rang-
ing from free textbooks for all public elementary and secondary school stu-
dents to the Grade 10 1level to French-language school ing. Although the
bargaining and networking for several curriculum policy issues began during
the Robarts Era but attributed to Davis, the presence of his predecessor as
the Premier and chief policy-maker seems to suggest a substantial political
leverage for curriculum policies during this time. Thus, while the evolu-
tion was 1incremental, it was constant. By 1965, curriculum policy-making
of all types became a major function of the political system. As the pol-
icy-makers energetically responded to the multiplicity of diverse demands
and supports being made of them, a varied pace was functioning which prior
to then had not been experienced.

Therefore, while the previous paragraphs summarize what were to be the
curriculum policies for the public elementary and secondary schools in
Ontario from 1945 to 1965, it is also noteworthy to recognize the incre-
mental nature of curriculum policy development and impleamentation. All
five curriculun policy types are evident in each of the five establ ished
eras. However, 1t would seem erroneous to suggest that curriculum non-
policy existed 1in the Drew Era for the same reasons as the Davis Era. For
example, the former was awaiting the recommendations of a Royal Commission
as the fulfiliment to political election pramises; the latter was contend-
ing with an unprecedented fast pace of macro educational change and deci-

sionmaking with the implementation of the "Robarts Pian" and a province-
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wide shifting of curriculum content decisions from a central to a decen-
tral ized format for development and implementation.

Therefore, over the twenty-year period, one can observe an incremental
shifting of curriculum development and implementative policies which are
redistributive, distributive and constituent policies. A regulative core
of curriculum subjects remains constant in all five periods but the num-
ber of people 1involved in their development, delivery, and assessment in-
creases. The Porter and Early Davis Eras are noteworthy for their use of
constituent curriculum policies while the Porter and Robarts Eras both
establ ished "P1ans" which affected not juét curriculun but many facets of
educational policies and politics. Also, the efforts to decentralize cur-
riculum policy development and activities begun by Porter "rested" for ten
years and were rejuvenated with Robarts' visionary work and the enthusiasm
of the Davis Era, Such reflections about cyclical developments which
Figure 10 (p. 103) and Figure 11 (pp. 137-138) generate may serve further
research.

C. CONTRIBUTIONS OF THE STUDY

This study of curriculum policies for Ontario's public elementary and
secondary schools fram 1945 to 1965 is descriptive and interpretative. It
presents not only a theoretical approach from which one can view types of
curriculum policy, but it also serves as a reference from which one can
consider the strong 11ink between education and politics in general and
between politics and curriculum in particular.

The thesis 1is an inter-disciplinary study which has been supported by
public administration theory and applied to an educational milieu within a
political organization. As such, it offers several general and specific

contributions.



(a)

(b)

(c)

(d)
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It serves to add to the body of theoretical knowledge within edu~
cational studies.
It chronicles a selected period of Ontario educational history
fran a perspective of the Education Minister rather than the am~
niscient point of view. Since there are 1imited remaining copies
of the Appendix items, a particular contribution is the assem-
bling and presentation of historical curriculum items such as the
1937 Programme and the text of Dana Porter's 1949 speech.
It offers an interpretative approach for the analysis and under-
standing of policy types and, specifically, types of curriculum
policy.
It identifies some of the major curriculum policy-making actors,
actions, and processes for a selected twenty-year period in
Ontario educational history. Such an extensive data base may be

helpful for further investigations and replication.

From a more exacting perspective, the study makes the following speci-

fic offerings for the selected research period:

(a)

(b)

(c)

(d)

It identifies external forces which may affect the curriculum
policy, such as population growth, urbanization, and techno~
logical development.

It indicates internal influences such as tradition, leadership,
and corporate organizations on types of curriculum policy.

It 1identifies selected curriculun policies for a twenty-year
period.

It recognizes who may have determined curriculum policies and who

participated in the curriculum policy-making; for example, pol-
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itical leaders and community and university lobby groups and
organizations.

(e) It identifies the types of curriculum policy which resul ted from
the conversion processes within the Ontario political system fram
1945 to 1965.

(f) It suggests the inter-relationships among the many components of
the political system, such as the Premier's Office and the Trea
sury, which convert the envirommental supports and demands into
curriculum nom-pol icy or policy.

(g) It suggests the inter-relationships between curriculum policies.

(h) It recognizes the constant activity and dimportance of contextua-
lity to curriculum policy and policy types.

D. IMPLICATIONS FOR FURTHER RESEARCH

The five-stage sequence of this study represents a mul ti-faceted step
towards understanding and conceptualizing curriculum policy. It is not a
means for forecasting or predicting general or specific curriculum policy.
On the other hand, the study does stress the need for further research.
The following general and specific items are recommended for future re-
search consideration:

(a) To examine the impact of policy-making on the adoption and imple-
mentation of a specific curriculum policy and policy types.

(b) To review the theoretical bases of other disciplines, such as
Political Science, for the purposes of refining and extending the
empirical data and theoretical perspective of curriculum policy.

(c) To examine the impact of curriculum policy implementation on fur-

ther curriculum policy-making.



(d)

(e)

()
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To identify the curriculum policy-making factors which may influ-
ence curriculum policy implementation.
To explore the means of evaluating curriculum policy and curricu-
lum policy types in view of goal achievements, appropriateness,
and application.
To investigate the possible presence of supporting agents or

actors on the curriculum policy-making process.

Such general proposals might be developed into research questions.

The following suggestions arise from the historical domain of this study:

(a)

(b)

(c)

(d)

(e)

(f)

Apply the theoretical approach to the remaining years of the
Davis Era.

Apply the theoretical approach to earlier and later administra-
tions within the Ontario educational system.

Extend the chronicling of curriculum events in Ontario educa-
tional history prior to 1945 and after 1965.

Re-examine the impact of the Royal Commission on Education, 1945~
1950, on Ontario educational development with particular regard
to curriculum policy.

Extend the knowledge about the 1influence of many agencies and
individuals who may have impacted on curriculum policy develop-
ment.

Examine the influence or impact of such particular policy~-makers
in the Ontario educational system as school inspectors, superin-
tendents, deputy ministers, and other senior policy-making posi-
tions such as chief director on curriculum policy and policy

types.
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E.  CONCLUSIONS

The theoretical approach employed in this study is an innovative means
for describing, amalyzing, and {nterpreting who and what is involved as
well as how and why curriculum policies exist. This makes the study signi-
ficant because of its contribution to educational theory and practice.

The methodology provides a means for assembling data for analysis and
interpretation. Its adaptability allows for investigations designed to
bring together a mixture of potentially critical and influencing factors.

The theoretical approach also offers a means for further research. It
is significant mainly because it gives a unified focus for explaining the
intricacies of curriculum policy types within and beyond a given timeframe
as well as within differing organizations and adninistrations. Likew ise,
this approach attests to the existence and practice of curriculum policy as
a distinct organizational and political activity. This awareness may serve
to sensitize the public, politician, policy-maker, and educator to the
complex processes which characterize curriculum policy-making activities.

These observations reflect the newness of this form of curriculum
research. The current awareness and comprehension of curriculum policy are
very limited and beg for more theoretical and empirical investigations.
Such research will advance the understanding of curriculum policies and

facilitate future educational and curriculum pol icy-making.
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and teaching, whether they have a philosophical or a scientific
basis, should be 1e-valued m the light of such specialised
knowledge. For the teackier, especially, this scientific ground-
work will confum conclusions which she has deduced fromn
daily association with her pupils, and will serve to cotiect
some misconceplions she may have {ormed of the ways of
childhood.

Against this background of scientific knowledge we have
drawn, in Chapters IV and V, a pictuie of the internal economy
of the mfant school (including the nursery school and class) ;
and in Chapter VI, we have dealt with the training and
teaching m such schools.  “This latter chapter is necessarily
dificrent in framewark and content from the corresponding
chapters in our previous reports.  The child has not yet
icached that stage in which intellectual discipline has to be
maintained by making the varions brauches of knowledge the
subject of special study.  In the infant school, thete are
activitics, interests, experiences, and ‘expeniments, but no
“ subjects”. Nor must it be forgotien that these interests
and activities can develop only in so far as the physical well-
Leing of the child is carelully safeguaded against the dangars
by which too often it is thicatened.  Mind and body are not
two separate entitics;  they e diferent aspects of a single
personality, and the condhtion of cullivaling the fouomer s
to pay a jealons vegand to the needs of the latter.

Any rcabistic view ol cducation must consider the infaot
school not as a place of instiuction, but as an inslructive
environment in which the chuld, under the sympathetic caic of
his teacher, may cultivate lus own gaiden. Of the mfant
stage more than of any later stage of cducation it 1s thus
panticulatly troe chat “* the cotnculunt is to be thought of
in teumis of activity and expenience othier than of knowledge to
be acguired and facts to be stored . The scemingly unordered
ways of cluldhood, “mere wondermy and staaing at things ™,
atean factat an carly peood assoaated with ellots at vadional-
astngs, and these bragg about geaduadly ain order ad asysten
but e the begmmmgz, the taming will be through the sonses
based on chuldien’s play.

s adelight to ook on hinem tireless play

atlentivly occupiad weth o world of wonders,

50 tich in loys and playthings that naked Natwe

war cnongh withont the marvellons mventary of man.”
They s Lean recognnod abways by those who have dowly
obsirved the ways ol the chuld T the beginmngs of knowledge

ERS

¥ix

are on ' the voluntary footing of sport *’, the interests and
occupations of adult life may be imitated without any scnse
of labour—" his game is our carnest, and his dimnmes, rattles
and hobby-horses, but the emblems, and mocking of nans
businesse .

There is, however, always the danger that the liberal ideas
undalying this conception of the infant school may be followed
in the letter rather than in the spirit. The methods of
¥roebel, for example, were at first adopted in our infant
schools in a mechanical and rigid form associated with ** gifts *'
and set exercises based on them. Laler, the humanism of
Frocbel was better understood, and the spitit of his teaclung
found freer scope. The following-out of the letter of the
doctrine rather than its spitit resulls merely in adding new
‘*“ subjects "' to the time-table : the intelleciual character of
the “gifts" of Lhocbel is disregarded, and the children’s
* occupations '’ take their place beside the 3 Rs ** as meic
toys or amusing pastimes”. It is only when the child 1s
fully recognised as an individual and not as a member of a
class, that there can be a perfect understanding of Froebelian
principles. The adoption of individual and group mecthods
in place of mass instruction has made possible the development
of these principles, as well as the development of that spectal
type ot modihcation of the Thochelian practice which has
grown up in laly and clsewheie under the mfluence and
practical example of Mwme. Montessori. The  dilletences
between Lhese two ceducational wdluences, and the contnibu-
tions of cacli of them to existing systems of child-tiaming,
are discussed in our report. To Mme., Montessorni we ave under
a special obligation for her personal attendance at one of our
sessions, when she explained her method of cluld-training, and
demonstuated, with the aid of her assistants, the wse of her
cducational appatatus.  We have touched also upon the
researches of the eminent American scholas, Prof. Dewey
and . Gesell, Lo the latter of whom we e mach indebited
for his personal evidence I the seetions on nesery schools,
we live made patticulac reference to the teacdhing and practical
achicvement of that great excemplar of nnsery cducation m
Enghad, Mugacet Modhiba

We have felt that we could not overstate the impot lance of
that phase of school activity, both in the nursery stage and
later, which involves co-operation with the dodom and the
schooi nuse. One pahicular aspect of it 15 the opporLinuly
for detecting carly signs of retardation in childien  Asicgads
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remedial measwies, 1t has apparently been found undesitable
to scgregate the pupils at this stage in special classes, unless
1t be to secure for tetarded cluldien open-an conditions which
are not available for all the childien, We trust that such
special precautions may shortly cease to be necessmy,

To these and many other aspects of infant training from the
carliest ycars we huve made allusion m Chapter VI, which is
the core of our report. To tlus chapter we 1efer the rcader
for mmfotmation as to * project ”’ methods, speech-tiaining
(" 1hs hardest labout is lus tongue, as 1f he weie loath to use
50 decestfull an organ '), the uses of educational appatatus,
the place m the training of the chuld which 15 occupied by
rhythm and movement, by constiuctive work and free
drawing, by the readmg of stories, by the love of acting, and
finally and in-due scason, by the 3 Rs. The season of the
3 Ks 1s not the same for all cluldren. Tormal education,
generally speaking, has been begun at too early an age in
England, eailier than is usual 1in continental countries and in
AmaAica; and we endorse the view that this early formal
education * has received so large a share of the school time
that ather activities of equal importance to the young clhuld
have been staived”.  “The child should enter upon the 3 Rs
meiely as of he were enteting a fresh field of activity, allied
to lus customay pwsuils.  Reading is but another way of
lookmg at pictues, wuting bul a vaticty of diawing, and
clementary operations in number ate associated with most
of hia cluklish occupations.

Tn the course of our repotrt, we hiave made many 1eservations
as to the clficiency of existing schools for infanls.  We desie
to rccord om general opiion that such deliciencies as exist
anise m very huge measure fiom the physical conditions of the
schools, such as the character of the bumidings and theu
precicts, and the size of the classes @ these conditions not
only hmut the opportumties of the teachers, but react nufavour-
ably upon the methods they employ  We oblammed memor-
anda from nearly 400 nustiesses of nfant and prmary
schools and departments, as well as of infant divisions and
classes, m the arcas of difiuent cducation authonlics, both
wban and roal, thoughout England  and  Wales.  “Hhe
mipression which we have foomed 1s that fant teachiers
gencrally are 1cceptive of new ideas and methods, and that
wreat improvements have been made, and are being made, n
the vomng and teachmg of duldien both below and above
the age of ire A ronsuderable number of * baby ” classes

XXl

are now wotking, so fur as conditions will allow, on the model
of the nursery class. The 1esults of the experience which has
been gamed in the more favourable environment of newly-
provided nwsery schools and classes, have, in fact, been
applied in all kinds of infant schools, where 1t has been found
possible io do so.

In Chapter VIII, the brief historical survey of the develop-
ment of school aichitecture shows how much moie closcly
sinted to the requirements of young childien are the schools
of open-air design ciccted duiing the present century and
espeaally since the War, than were schools of the older kmnd ;
but it shows also that the planning of the ordary infant
school 1s not yet 1n complete harmony with modein opmons
of 1ts function and activities. In the clementary requirement
of floor space, for example, a more generous, and not a less
generous, allowance for infants than for older childien is an
obvious nccessity. We consider that the best architectural
scheme for the nursery school is one which provides a seies of
open shelters, set in a garden-playground. In schools for
infants generally (especially where there are nuisery classes)
there should be as close an approximation to this open-air
design as arcumstances will allow.  We are paintully awaie
of the shorlcomings of most of the existing school buildings,
judged by such standards; but we do not consider that the
siiple 1eqnitements wlsch we have cnumerated are an
impracticable ideal, and we commend them to the attention of
cducation anthontics as practical anns wiich should  be
ensucd botl in the adaptation of old buildings and in the con-
struction of new schools

In dealing with the stafling of inlant schools, we have 1e-
aflumed owm opmion that teachers shoukl be certihicated.
At the same time, we have faced frankly the special diificuliies
wlnch are presented by infant divisions and mfant classes n
small schouls, and we 1efer the reader to Chapter VII for the
discussion of them  In aicas having a large number of small
schools, i which the mfant class may not always be m chaige
of a certificated teaciier, we tlunk that the services of an
advisory visiting teacher may be found not less necessary than
for some olher branches of spectihsed teachmg; but we
rcahise the danger of such appointments, uniless paticula
care is taken {o prevent the stercotyping of educational
methods throughout the arca. The special requirements of
nursery schools and clisses have led to the introduction 1nto
the schools of an element which is in the stuctly technical

&et
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INTRODUCTION

Any cducation worthy of the name must be planned in
accordance with the best available evidence' on the nature of a
child's development. Such evidence leads to the conviction
that a child develops by virtue of his own activity. This activity
comprises knowing and doing, which are to be regarded as
synonymous terms, cach of which implies purposeful effort.
That the child's activity may result in development suited 1o
his environment, it must be directed according 1o a plan.  This
plan, if it is to be accepted by the child as his own, must be
determined by the nature of the child.

The function of the elementary school, therefore, is to pro-
vide for its pupils a stimulating environment in which their
natural tendencies will be directed into useful abilities and desir-
able attitudes.

Children of clementary school age are active and inquisitive,
delighting in movement, in small tasks which they can perform
wilh deftness and skill, and in the sense of visible and tangible
accomplishment which such tasks offer. They arc intensely
interested in the character and purpose of the material ohjects
around them. They are at once absorbed in creating their own
miniature world of imagination and emotion, and keen observers
who take pleasure in reproducing their observations by speech
and dramaltic action; and still engaged in mastering a difficult and
unfamiliar language, without knowing they are doing so, becouse
it is a means of communicating with others,

In all these activities they demand and enjoy a definite
sense of progressive achievemeut. Their activitics aie not
aimless, but constitute the process by which children grow.
They are in a very real sense their education; upon them the
school must build its programme, offering (he children fuller and
more varied but more ordecly opportunities for activity than they
have hitherto enjoyed. In short, the school must follow the

Wor an admirable summary of such evidence see Hadow et al.  The
Primary School, pp. 22-51.
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me¢ thod of nature, stimulating the child, through his own intciests,
into activities and guiding him into expetiences useful for the
satisf ction and development of his needs.,

Tt is important here to emphasize the fact that the experiences
provided by the elementary school are designed to mect the needs
of thie cluld, not those of the adolescent or the adult. In the
words of the Hadow 1eport, “No good can conie fiom teaching
child en things which have no immediate value for them however
highly their potential or prospective value may be estimated.'

The child's own immediate needs and capacities, then, must
determine the character of the experiences provided by the
clementary school. The child needs to live, to live with his fel-
lows, and (o live as they approve. ‘To meet these three funda-
mental needs by activities based on the child’s capacities and
motivated by his interests is the special task of the clementary
school.

In the light of these considerations it is appareat that “the
curniculum is to be thought of in terms of activity and experience
rather than of knowledge to be acquited and facts to be stored'?
against some supposed futwie need. s aim should be to develop
in the child hia physical powers and to train him in their proper
use and control, 1o awaken him to the fundamental inteiests of
cvihized Dile so far as they he within the compass of childhood,
and 10 encourage him to attain to the orderly management of
s engies, impulscs, and emotions which is the basis of desirable
attitudes

This principle applicd to the practical problem of framing a
curnicalum for s hildhood means, fust of all, that a luge place in
the ar tivaties of the elementary school must he given to providing
for the physical well-being and etficieney of the child. This is
not merely @ matter of the provision of suitable physical or 1eme-
dialesetises. Teinvol es care on the pant of the school authoritics
that the Chitd shall live, during the school day at least, in a health-
ful environment, and that all the exeicises of the day shall be
cuch as o make for natural physical Cevelopment,

Attention (o the physical weilare of the child is, then, the

1he ;‘nmu;y Srhuol,_p. 92,
2 e Primary Sclool, p 93.
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foundation of the school’s activities because the ciwld is, in the
fust place, a growing organism. But he is not only an argantsm
with biological needs: he is also a member of the human fannly.
His environment is a civilization cieated by man, 1 the child s
to be at home in that civilization, as one free of the house, he
must learn (o take his place as an active, co-operative and
intelligent member of his society. The cuniculum, therefoie,
must provide for the child those intellectual activities and
experiences which are necessary for his intelligent pasticipation
in the life of the home, the school, and the community. Language,
including number, as the medium of thought and the instiument
of human intercowse, reading by which he conmes into contact
with other minds and learns that Wfe has a past and lutwe as
well as a present, some knowledge of the simpler facts of the
material world as the hon.e of man, the appreciation of bety
in the world about him and the creation of heauty m siging,
dancing, drawing and constiuctive woirk—these things are of the
essence of civilized life and are 1o be regarded, thaefoie, as
fixing the general character and direction of the school cuin-
culun. , \WWhat is important is not that an adult standad ol attain-
ment should be 1eached in any one of them, but that mitciest
should be quickendcd, habits of thoioughness and honesty
work established, and the foundations on which Lnowledge may
later be built securely laid  The production of juvemle authors,
mathematicians, and scientists is nesther o be antapatad nor
to be desined.! It is seasonable, however, to expeet that w the
clementiny school a child should learn, within the himits of his
expuaricncee, 1o use the noble instiument of hus native Linguage
with cleaness and dignity, that he should acquite simple hnds
of manual «kill and take pleaswie i using them; that he should
admise what is admirable in form and design that he should vead
some good books with zest and enjoy mend; that he should acquie
bodily poise and balance, o habit of natual and e onessive
motion, nol werely as physical accomphshments, but as e
outwaird sign and symbol of our common culture and avilizavon;
and that he should learn that the hebaviow ol the physical
universe is nol athitiary o1 capnicious, but governad by prinaples
some at least of which it is possible for him w giasp.

The school, then, by ils activities, should stimulate the el
towards the hinmonious development of his physical and intellec-
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8 PROGRANMNNME OF STUDIIES

tual powers, But the school should also join with the hon‘le and
the church in the eflort to guide the child in the lormation of
desirable attitudes.  The cwrriculum, thereflore, while it does not
prescribe a course in morals nor include religion as a separate
subject, should be pervaded by the spirit of religion. In all the
activities of the schoot the child should be led to love merey, todo
justly, and to wallc humbly. Tlow these avtitudes may best be de-
veloped must be left to the judgmert of the individual teacher,
whose unconscious influence is, perhaps, his strongest ally. One or
two suggestions, however, may be useful, The reverent singing of
simple hymns should give the child an opportunity of joining
with his l)lows in an act of common worship. The parables of
Jesus and the great human stories of the Old Testament should
be made the fanuliar possession of every child. This should be
done largely by oral narration, and the narrative should be imbued
with the spitit of the original story and animated by the actual
words of Scripture. Finally, nothing should be done to lead
children to the impression that religion is something upart from
and supetimposed upon the life of the school. ‘The teaching of
religion can have no greater assistance than through the constant
practice of the Chiistian virtues in the daily lile of the school.

In the foregoing paragraphs an attempt has been made to
resi the curriculum upon sound general principles as enunciated
in the Hadow Reports. 1t remains to add some sugpgestions
as to how it may be administéred in accordance with these
principles.

1. The curriculum is arranged in six successive grades or
levels of attainment. It must not be assumed that the work of
cach grade shall necessarily require a full school year. The
grading has been done, on the best advice of practical teachers,
1o fit the yearly progress ol ordinary children, but teachers every-
where will find “bright’ children who can pass through the six
grades in five years or ¢ven in four. In certain cases this accelera-
tion will be advisable, and the curiicwium has been arranged to
permit, in individual cases, of casy promotion from one grade to
another. In many cases the “biight’” childien, instead of being
accelerated, should be given an enriched programme, and for
this, too, ample provision has been made. In lge wiban schools
it might be advisable to arrange three streams of children, one
doing the work as outlined ycear by year, one doing the same work

INTRODUCTION

but wore rapidly, and ane doing considerably moie cach year
than is required.

2. Insome of (hé courses (wo or three grades miy be combined
and the work arranged in successive cycles as suggested ir. the
case of Science. Indeed the only courses that are definitely
sequential are Arithmetic and, in Grades [, H, [, Reading
and Writing. When children of different grades join in a commaon
activity it is only necessary to arrange that the more dillicult
phases of the work should be undertaken by the more advanced
pupils, and to remember that the same sort of results should not
be expected of all. It is hoped that the cycle arrangement will
be tried as a method of simplifying the programme of the an-
graded school, and may even find acceptance in graded schons,
particularly where two or three grades are taught by one
teacher.

3. In many of the courses as outlined the teacher is asked to
select topics that will prove interesting and useful to the children
of his class.\ It is obvious that the same topics will not be appro-
priate to a mining area in Northern Ontario, Lo an agricultural
district in the Western Peninsula, and to an industrial city like
Toronto or Hamilton. And within any specific area the choice
of content’will be conditioned by the teacher's own inteiests
and training, by the available sources of information, and by the
interests, needs, and capacities of the children. For this and other
reasons it is strongly urged that each teacher choose for himself
the topics around which to centre the experiences and activities
of his children. This frcedom of chioice on the part of the
individual teacher will make uniform standards of attainment in
any given grade impossible. This is as it should be. The :lemen-
tary school has no business with uniform standards of attain-
ment. \ Its business is to see that children grow in body and
mind at their natural rate, neither faster nor slower, and if it
performs its business properly there will be as much variety of
attainment as there is of intellectual ability. ‘The only uni-
formity at which the clementary school should aim is that every
child at the end of the course should have acquired the power
10 attack new work and fecl a zest in doing so.

4. The absence of uniformity in the rate at which the children
progress, in the extent of the fickl they explore, and in the aature
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of the topics selected for exploration, will reduce the value of
external examinations. This, 0o, is as it should he. If the
cunticulum is propaly drawn it should so fit the capacities and
wiciests ob cnildien that they will find in the experiences and
aciivities «f the classioom a good and sutheient mative for learn-
ing, without the uawholesome pressuie of a “promotion”
examination,  ‘The teacher will test his childeen at fiequent
intervals ta detearmine whether they are acquiring the necessary
shills, and on the evidence of such tests modify, if necessary, his
tecching or plan remedhal training tor certain individual children.
But anything in the nature of a final examination to measwe the
physical, inteltectuad, and spivitual growth of children is not only
unnecessary but is prejudicial to such growth.

S. The abandonment of external examinations as the sole
hasis of “promation” will make it unnecessary to devote the
month of June to tedious drill on factual material.  In June
as in September the children should be enjoying new experiences
and engaging in new activities instead of meiely reviewing old
“facts” for the sole purpose of 1eproducing tiiem on an examina-
tion. Information that is interesting and useful is retained in
virtue of its interest and use, not n viittue of its having been
“crammed” for an examination —a fact of which we are all
witnesses. \Whal is necessary, then, i we wish children to 1etain
ceitain “facts” is not to requue that they be memoiized for an
exanunation, but to clothe those facts with interest and provide
opportunities for their use—this, we think, teachers can and will
do if given the necessary freedom,

6 The flexibility of the curriculum herein presented and the
necessary abandomment of uniform esaminations in the clemen-
tary grades will ablige teachers to give serious consideration to
ithe problem of appraising the results of their cfiorts to develop
in theie pupils “useful abilities and desiiable attitudes.”  ‘The
problem is, of course, an individual one and the teacher’s appraisal
must in many particulas be hased on facts specific 1o his situa-
uon. There are, however, cernain general factors that may
enter inta any such appraisal. Fist of all, the teacher should
he sure that his pupils we ivimg i clean, cheerful surroundings,
are cultivating desitable health lbits as avidenced in theis dlean,
alert, happy appearance, and are developing proper attitudes

towards health as shown by thain interest in all the activities -
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relating to persenal and community health.  Secondly, the
teacher should satisly himsell that his pupls are acquuing the
necessary skills. Do they read ordinary prose and poeuy at sight
with ease and comprehension? Can they read orally, 1ecite veise
and speak their lines in a play so that theli auditors grasp the
author's ideas and emotions? Da they express then own thoughts
easily and acemately in speaking and in writing? s thewr hand-
wiiting ncat and legible and done with fan specd?  Have they
scasonable facility in the use of numbers for ordinary puposes?
Do they sing with good 1one and evident enjoyment? Are they
gaining in power Lo expiess then ideas in some lom of ane?
Can they amuse themselves in playimg vacious outdom and
indoor games? inally, the teacher should be concernad with the
attitudes his pupils are developing in their work and play. Ase
they genuinely interested in the reading they amie doing, and i the
activities connecled with the social studics and natwad scicnee?
Are they thus acquiting interest in an ever widening world and
in the fuller undestanding of it?  Does this interest manifest
itself in independent reading, in voluntaiy language excicisc.,
in various forms of art and handwork, and in worthwhile enter-
prises? In such enterpnses are they leanieg co-operation,
cow tesy, thoroughness, singleness of purpose, sclf-contiol and
“the joy of the woiking?"

7.'The following paagraphs from Cirenlar 82, issucd under
authority of the Minister of Education in Apnl, 1937, apply
with new force and signilicance to schools using the curiiculum
herein presented. |

“I'he Minister wiges the Inspectors (o discourage, even moire
than they have done in the past, unreasonable 1equirements in
the matter of homework for pupils in the clementary school.
These children are at a period when vital eneigies are Lugely
consumed in physical development, and consequently they must
have time for rest and recieation, The school has no excure for
infiinging upon the tight of the childien 0 sulbcwnt e for
sleep and play, and the tight of the home to direct then activities
outside of school hours. Fhee ean he no doubt that both of
these rights we seriowsly encioached upon by the presaiption
of homework, ill-chosen in character and excestive i quaniiy,
For pupils in Grades 1 to VI there is ample tme dunmg the
school day to cover the comse satislactanily without burde ming
them with additional school worl 1o he done at home ™
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12 PROGRAMME OF STUDIES

“Supervised work in the classroom may well be substituted
for many of the excrelses that pupils are at present required to
> at home. In order that the pupils may have adequale oppor-
tunity for seat-work, including independent study, the revised
Regulations requite that the teacher's time-talde shali be so
arranged that each child may have at least one and a half hours
cach day for this purpose. One of the charges {requently brought
against the elementary school is that the pupil is not trained to
study independently or to woik out things for himself. The
ungiraded rural school, and the school with at least two grades
in a cassroom should not be open 10 this charge, for in such
schools, because of the nature of the organization, opportunity
must be given to classes o study by themselves, If such study
periods are properly directed, there should be no question of the
pupil's developing habits of independent study. It is in the case
of graded schools in which there is only one class in a room that
difiizulty in this connection is likely to accur. Here the teacher
often considers it his duty to teach his class continuously through-
out the school day. Such a practice gives little opportunity to
develop initiative, independence, or scMf-reliance. T'his deficiency
may be removed either by organizing the school in such a way
that each classroom will have wwo dillerent grades—a plan that is
favoured by many Inspectors—or by dividing the class into two
sections for certain of the school subjects. While one section is
being taught, the other section may be engaged in  seat
exercises or study. There can be no doubt that the judicious
alternation of teaching lessons and study lessons will result not
only in more rapid progress in learning but also in the develop-
ment of proper habits of study.”
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HEALTH
INTRODUCTION

Under the heading of Hecalth are to be included those
experiences incident to school life which favourably influcnce
habits, knowledge, and attitudes relating to individual and
community health.

The importance of these experiences will be challenged by no
one who realizes that physical and mental health is the basis
upon which all education must necessarily be founded. To live
well is desirable but it is necessary first te live, and in order to
live fully one must know and practise health habits.

Among the school experiences relating to health 7re to be
included health service, health education, and physical training.
Health service includes the maintenance of healthful surround-
ings, the provision, where feasible, of regular health examinations,
the morning inspection of the children, the control of communic-
able diseases, and provision for rendering fisst aid in cases of
emergency. Iealth education includes the development of
proper health habits, backed at suitable age levels by knowledge
of the scientific principles involved. Out of such instruction
should emerge desirable attitudes towards personal and
community health. Physical training includes free play, games,
drills, and dances in the classroom and out of doors, together
with exercises designed to develop and maintain physical
clhiciency.

Iealth should be regarded not simply as a “subject’ of the
curriculum but as a programme pe.vading the whole life of the
school, not as the mere routine practice of health habits but as
an ideal, the inculeation of which is no less impor tant for national
life than is that of the ideals of tuth, goodness, and beauty.

The health programme should he arranged largely on the
basis of the immediate needs of the childien, witl: special
consideration of any individuals who are “deviates’ physically
or mentally.,
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Technlerl Instructions
Related to an activity in pogicess.
Given only in response (o a fcll need:
Pieparation of materials.
Miving of colotirs.
Methods of using various media.
Lise of washes.
Use of a liaative.
Mounting of finished work.
Methiods of indicating distance—
Converging lines.
Relative size.
Amount of detail.
Vanation in colour intensity.
Experiences leading to an understanding of
Balance, Proportion, Colomi Harmony,

BOOKS FOR THE CIILDREN

“Art Stories,” Books 1, B, T (Manua! for Teachers). Gage. I—.72,
I -.86 101 92,
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LENTLERPRISIES

interpriscs are individual or group activities undertaken by
the children for a purpose that appeals to them. Childien
engaged on an enterprise do not know what “subject” they are
studying nor in what ‘“period” according to a ‘‘time-table.”
The enterprise occupics part of their Lime for an afternoon, for
a weck, or for a month, and involves all types of school experience
and activity. For instance, preparation for the performance of
a play may involve Lhe writing and practice of the dialogue,
the planuing and making of costumes, the construction of
scenery, the calculation of the cost of materials, the witting of
invitations, the learming of songs and dances, the decoration of
the classioom  “There 1s no doubr that at such times what the
children learn has a significance and a vitality not ofien reacherd
in routine ‘lessons’ In the planning and carrying out of an
enterpiise the childien may learn in a shoit time more than they
would otharwise learn in the comse of a school year.'?

While an enterprise is of necessity teacher-inspined it should
be regarded by the cluldren as their enterpiise, and should be
planned and executed by them with a mimmmum of gudance
from the teacher. So long as children are trained 0 do in
school only what they ae told, growth in initiative must be
the 1esult of extra-curricular activities; and so long as childien
are trained to depend on adult guidance in thewr work: they will
not develop the power of grappling with dilhcultics and over-
coming obstacles. 1, however, the energies and capadities of
the childien aie veleased i the seevice of an enterprise which
they consider worthwinle, it is astonishing what childien can
and do accomplish, and satisfying to reflect upon what (hey
have acquired through their enterpnise in knowledge, skalls, and
attitudes,

It is not intended that the use of enterprises hould wholly
replace the moie famibar method of organicing childien’s school

Uihe Pomay Schoul, p 102
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experiences. It would be extremely difficult by means of enter-
prises alone to secure for children the necessary amount of
taining in Arithmetic, Reading, and Writing, and still more
difficult to secure a proper sequence. Certain other forms of
activity such as Music or Arl, while likely to be involved in
most enterprises, should frequently be engaged in for their own
sake.  Children should learn to sing a song simply because the
song is delightful, or draw a scene because drawing is such good
fun.  Then, too, it must be remembered, a change in teaching
method should be adopted gradually. It might be wise to begin
the use of enterprises, as many teachers have already done, by
permitting the children to prepare an historical pageant, a
patriotic programme, or an exhibit of some kind once in a term.
But it is suggested, subject to the foregoing qualifications, that
the work of the elementary grades should be increasingly informed
by the principles of the enterprisc method.

By permission of the Minister of Education for Alberta, the
following outline of an enterprise is reproduced from the Alberta
Programme of Studics. It is intended merely to indicate how
an enterprise is planned, worked out, and brought to a successful
conclusion. :

A TYPICAL ENTERPRISE

Forest and Stream: A Movie TFilm and

Illustrated Lecture
Theme:

Trees are very valuable in supplying many of men's needs.
They Leautify man's surroundings, and provide shelter, food,
clothing, tools, recreation, educittion, hixmiies,

Motivation:

A nature walk; leafing out of trees in the spring; forest
fires in the fall; picture of a lumber-jack or lumber camp; talks
about trees and their value; the commercial products of trees.

Prospects:
Discussions of the following:

(a) Reference material for further information; books,
bulletins, reports, pictures.

ENTERPRISES 149

(1) How pictures, clippings and specimens can be preserved
for use.

(c) Things we should like to know abou’ trees and their
use;.how this material could be arranged under topics
for study.

() How we can display the results of our study (the culmina-
tion).

(¢) ‘The making of the movie machine.

() The making of the flm; size of the picture; material
and media.

(g) Other illustrative material which might be used for the
lecture and for room decoration: a frieze showing lumber-
ing operations; specimens mounted; charts, graphs, maps,
posters, models; sand-table set-up.

Preparation: Flve Problems.
[. A study of trees.—Their aesthetic value; growth and use
in our immediate vicinity.
To make a collection of specimens, leaves, bark,
seeds, cones, wood, pictures of types of trees.
I1. ‘The forest 1egions of Canada.—The value of Canadian
trees in supplyiog man's needs.
To make a fiicze showing lumbering activities.
III. The pulp and paper industry of Canaditis onc of Canada's
major industrics.
To muke a movie film showing the development of
written records from early days to a modern paper mill,
1V. The conservation of forests.—What Canada is doing to
preserve her natural wealth.
To make a set of posters. \What we can do to help
preserve trees and forests.
V. The needs of man supplied by trees of other lands.
To make a large chart of mounted products ohiained
from trees outside the immediate vicinity.

Culmination; The INustrated Lecture.
(a) Assembling the matevial.
(b) Decorating the room.
(¢) Tnviting the puests,
(d) Entertaining the guests.
(e) Clearing away; and wiiting notes of thanks.

€61



1590

PROGRANMMLE OF STUDIES

PROBLEM ¥ |

The study of trees; to make a collection of specimens—leaves,
bark, seeds, cones, wood.  Pictures of types of trees in immediate
vicinity.

(@)
()

()
(d)

Thirga

1.
2

3.
4.
5.

6.
1.

Recognize different trees by their leaves, bark, shape,
seed,

The value of root, trunk, leal, sap, seed, in preserving
the life of a tree; the structure of the leaf; transpiration;
respivaiion; manufacturing in the leafl.

Giowth of trees year by year; how to Lell ages of trees;
stoties found in the trunks of old trees.

The value of trees:

(1) In the city—shade, ornament and beauty, home for
birds. Care of trees in parks, boulevards, streets.
How to plaut a tree. '

(2) On the tarm—Iuel, windbreak and shelter.

(3) In commerce—articles of trade and commerce, mate-
rial for public utilities.

(4)« In controlling moisture. Forests help to keep the
rivers supplicd with water,

to do:

Make drawings of trees.

Make leaf prints on smoke-covered paper or in plasticine
or clay.

Use leaves and cones in design.

[earn a poem about trees, and write original verses.
Plant a tree in the school-yard or at home and care for
it.

Malke a booklet containing pictures of different types of
trees.

Make collections: mount and name leaves, bhark, seed,
cones, wood,

PROBLEM 11~

The forest regions of Canada. The value of forests in
supplying man’s ueeds,

To mal.c a lrieze showing lumbericg activities,

A.

D

Things
1.
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Location of Canada’s forest regions. The Pacific forest,
the Atlantic forest, the great northern forest, park lands.
Abundant growth dependent upon climnatic conditions,
soil, and frecdom from violent wind-storms.

Soil.—A comparative study of Canada's five aatural
divisions.

Climate: temperature and moisture.

Temperature is governed by many factors: egr.,
latitude, altitude, winds, ocean currents, cte.  Rain-
fall depends on direction af prevailing winds, presence
and direction of mountains, distance liom the sea.
Condensation of moisture is caused by cooling of the
vapour-laden air (e.g., going up the side of a moun-
tain).

Types of trees in each forest; kinds of lumber and use.
The trees of the Atlantic forest have been largely cut
down to give place to farms. These trees were both a
help and a hindrance (o the early French settlers.  Stump
fences are still to be seen.

(1) Trees provided shelter, tools, material for bLoats,
medicine for the control of scurvy, fuet.

(2) Trade developed with West Indies in pitch, tar,
barrels, etc. The Norsemen visited America’s shores
and carried back supplies of wood.

(3) Trees provided ambush for the Indians in their
attacks,

How the lumbering industry is carried on; selecting the
trees; culling, sawing, hauling. The use of iivers in
logging; the lumber camp, the life of a humber-jnck,
dress, food, supplies; visitors to the lumber camp—
doctlor, minister, inspeclor.

Reckoning lumber in a standing tree as a woodsman doces,
Reckoning by cords.

to do:

Make a large outline map of Canada showing the five
natural divisions, (he forest regions, rvivessused lor
logging operations.
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(1) The Norse voyages to the New World; what was
found and carried back.

(b) The Early French settlements, the Iroquois attacks;
the mcthod of attack and route of approach.

(¢) Jacques Cartier's winter in Canada; the control of
scurvy. Suppose you are one of Jacques Cartier's
men. Tell the story of your experiences in the new
world when you arrive back home.

(d) Early trade with the West Indices.

(¢) Bees and barn-raisings in the days ol the early
scttlers.

() ‘The U.E. Loyalists; use of potash in pioncer days,

PROBLENM HI
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2. Make a rainfall map showing mountain ranges, direction Later an alphabet was devcloped. The Greeks and
of_ prevailing winds, path of occan currents affecting Romans used wax tablets and papyrus.  Their wrilings
climate. are a great conlribution to the civilized world. In
. 1 (h H rfs - HIY & Al o s . ~
3. Make models of a lumber camp and of a lumber-jack, ;ne(llla.val tu;]cs, ‘.Lf"ll'lm "llll]d p.‘"d'";m”.vc”‘ u IC(I ) ’“'IC
sawmill, lumber yard. sooks were beautifully illuminated, written by hand,
and preserved in the monasteries. They are greatly
4. Make a diary kept by a lumber-jack. prized to-day.
. . . . . \ When the printing press was introduced, paper bhegan
5. Make a picture for the frieze showing scenes in the life ! E P :  Par i
. . to be used. Rags and wood, chicfly, provide the pulp
of a irce from the forest to the finished product. . ' ’
for paper. Canada is one of the world's greatest pro-
6. \Vvite stories ol school desks: duzers of paper.
7. . . .
{a) Of what are they made? B. The great northern forest as a producer of wood-pulp;
(b) Where may the wood have come from? kinds of trees used; steps in the process of making
(¢) Where were they probably made? paper; the pulp and paper mill, the barker, grinder,
(d) What is varnish, and from where did it come? digester, bleacher, sereener, heated rollers; the amount
By what route did it arrive at its present home? of wood nceded for an edition of a large newspaper.
7. Read about the following and tell stories: C. The use of water-power in the industry.

(a) Direct and indirect power; making eclectricity; the
use of “white coal” or electricity.

(b) Canada's great wealth of water-power, and streams
which provide it; location of pulp and paper centres
throughout Canada.

The value of the great northern forest as a home for

fur-bearing animals, and as a means of livelihood for
the trapper.

() Kinds of animals and value of these; how they are
trapped; how the furs are transported; where they
are shipped; great fur-trading centees.,

(b)Y The life of the trapper—-his hut, dress, {focd, manner

The pulp and paper industry of Canada is one of Canada’s

of travelhing.  Canada's first trappers—Radisson and
major industries.

Groseilliers; the outcome of their expeditions; the

. . . courcurs de bois,
To make a movie Alm showing the development of written

records from early days to a modern paper mill,

R ~ . . . Things to do:
A. The Egyptiang wrote their records on stone in what

was atl (irst a sign language.  ‘The finding of the Rosetti

1. Find pictures of old records and learn their meaning.
Stone gave the key to the interpretation of this language.

2. Copy some Egyptian writing and translate it.
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3. M“!‘c an illuminated page of your own. Practice on 2. Make posters showing what the government is do'ng to
Capitals fust. preserve our forcsts, and how we can help.
4. Make a giaph comparing Canada's water-power with 3. Read and tell storics about the work ol beavers; about

that of other countiics

gieat forest fires and fire control.
5. Model a trapper and a trapper’s hut.

0. Make a collection of pictmes .sl}mving articles made of PROBLEM V
paper, and mount samples of different kinds of paper. . i T
7. Make a map of Canada showing the gieat northein The needs of man supplied by tices of other ands.  To
forest; sites of pulp and paper mills; sticams and falls make a large chart of mounted products obtained from trecs
which piovide power; and routes by which paper and outside the immediate vicinity.

pulp is shipped. A. Pioducts from sap: Maple sugar, tar, pitch, resin, rubber,

8. Make the movic machine. ) turpentine.
9. Make the film, and fiftcen or more pictures. (Wall .
paper makes a strong film, and news-print serves for B. Products from bark and wood: Dyecs, tannin, extracts,
crayon drawings.) drugs.
10. M'ake a small sheet of paper fronp wood shavings. C. Products from leaves: Drugs, diinks.
11. Discuss any other means of making paper. ] )
12. Visit a newspaper plant. D. Products from seed: Foods, entracts, diinks, spices,
palm-ail.
PROBLEM 1V Things to do:

1. Make the chart of mounted products.
2. Read a story about one or mase of the following, and
tell it or give iL in pantomime: Making turpentine;

The conservation of Jorests. What Canada is doing to
preserve her natural wealth,  Fo make a sel of posters.

A. The valuc to Canada of her timber resources compared gathering rubber; the uscs of spices in mediacval times
with other industries; 1evenue derived; comparisons with —wheie obtained, routes taken in seatch of these spices;
Norway, Sweden, Garmany and France. palim-osl and the soap industry; the quebracho trec of

South America—its use for tannin and its substitutes

B. Ports, routes and expott. .
! ! (celanese); vegetable ivory and buttons; the palms and

C. Wasie in our forests and how prevented; what the gov- panama hats.

cinment i doing; what we can do; fire patrol and look-

out stations; lessons to be learned fiom other nations IHE CULMINATION

on forest preservation (Norway, Germany, etc.). . The movie machinery can be made from an ordinary large-
D. Canada's national parh alue, wild life, ctc. sized packing box. The heavy rollers round which the ncwsprint

is wrapped mahe splendid reels for the film.

Tn ngs to do: The pictures should be trimmed, outlined in biown or black,

and mounted on a long stiip of heavy paper.  (Cheap wall paper

. Muake graphs showing the value of Canada's export of ‘ h
! ‘xe grap £ P is suitable.)

pulp and paper compaied with that of other countrics;
the value of Canacta’s pulp and paper industry compared Pictures suggested are the following: Egyptian records on
with that of other Canadian industries, stone; Phoenician recoids; the Rosetti Stone——sentence intesr-
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pretcd; records on wax tablets, Indian sign language, mediacval
lllumin:.llc(l manusaipts, a mediaeval book, the roll or script,
the script .fol(lcd and cut to make pages and leaves; a good
stand of timber; the lumber camp, the lumber-jack at work;
hauling the logs, a raft of logs, a forest fue, fue outlooks; beaver;
at woik; a paper mill—the baiker, giinder, digester, bleacher,

screener, heated rolleis; the fust printing press; a modern printing
press.

(These drawings may be very ciude and far from accwate,
but so long as they have a meaning o the child the purpose of
the activity has been achieved.)

One corner of the 1oom may be fitted up as a mediaeval
scriptorium,  displaying  copics of hand-written manuscripts
(iluminated) or original poems and storics illustrated.

In another corner on a sand table may be modelled the
forest, the camp and 1ts activities, the transportation of the logs,
tle mill and the lumber yard, o1 a modern pulp and paper
centre.  (Sce Shipley, “Pulp and Paper Making.”)

Large maps and charts drawn by the pupils may be mounted
together on a strip of picture moulding or picce of broom handle
and hung in a convenient place for 1eferonce.

Posters, the frieze of lumbeiring activities, and art problems,
may be used as decoration.

Collections, booklets, and models may be displayed on trestle
tables.

OUTGCONES

Attitudes and Appreciations: additional interest for leistme
tirie activities; deepened intaest in wnvitonment; jealization
of the great value of our tiees, and of need for forest conservation;
mereased respect and fnendhiness for other nations, thiongh
comparmg omr methods with thaas, a tendency 10 seek the
causts of natural conditions.

Ahilities: (o co-operate thiough the understanding of collec-
uve needs and operations; to use bhooks of reference; 1o show
mitiatrve and originality, to attack « problem with confidence

ENFERPRISES 157

Skills: reading and collecting material; oral language in
reports, reproduction of stories, recitation of vorse, and dram-
atizations; aithmetic in measuring lumber; act—- design, prnt-
ing, pendil technique, modelling; music-—songs about tices,

Knowledge:
Health: outdoor life, foads fiom trees, {ood of the camp.

History: wiitlen 1ecords, historic manusciipts, illumina-
tion, preservation of manuscripts, Caxton and the
printing piess, early  French  settlements,  United
LLnipire Loyalists and their use of trees, catly traders
in silks and spices

Geography: forest regions of Canada and North America;
climate and soil; rivers—-use in lumbering industry;
natural divisions of Canada and North Americe.

Science: study of Liecs; the beaver; water power; making
of paper; making of potash in pioncer days; forest-fire
prevention.

Literature: poems about trees and rivers; stories of the
greal foresty; the contiol of falls and rapids

References:

Forestry Booklet, Department of Forestry, Ottawa.

Booklets on Our Natwve Putks and UVarest Consavation, Fire Peeveation
in Our Nationa Parks

Booklet on Power-—=5t | awrence, Niagaa and Canada, Water Power
Branch

Canada Y Book, Donunton Buwetwn of Statsstics, Otavna

South Amcrica, by Carpenter, Macoullan

North Amernica, by Carpontor, Macaudlan,

Pulp and Papcr, by Shiploy, Foagmans Green & Co, ‘loronto

The Story of NMan, Book 1, by Hirper Cory, Gao G linap & Co,
I ondon

How We Arc Clothed, §od, Shedtercd, by Chamberhiin, Mol

The World We T ove Inand How Tt Camic to Be, by Gaouwde Haumaa,
Macmllan Publishing Co

Gabuch and thie How Bool, by Pvalomn Stein 1 C Pave & Co, Boston

Stwhies in Gitizanslup, Jomes MeCang, Pducational Pebly g Co
losonfo

Enchantcd Paths, by D ] Diekae, Deat & Sons, Toronto

Hearts Hhieh, by D ] Dichac, Doat & Sons, Taronto

Ntine Tices of Caraday by Moiton, Deputment of Iatorior, Oftawa
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PREFACE

This cunjiculum_has been diawn by a committee of teachars,
with the co-operation of Public «nd Separate Schaool inspectors
and officials of the Department of ducation. It 1s-to be used
in the schools in 1938-39, and the Nuuster of Education requests
that dwing the yeu teachers and inspectars set down hom
time to time suggestions tending to the improvement of the
curriculum as a whole o1 in any of its parts  Towards the end
of the school year teachers and inspectors will be invited to for-
ward these suggestions to the Mumister of Fducation.” All such
suggestions will be carefully considered when the Progiamme 15
being revised

The committee wish to acknowledee their indebtedness to
the Departments of IFducation in the other provinces of Canada,
to the Scottish Coundil for Rescarch in Fducation, and to the
Consultative Committee of the Board of EFducation in kngland,
from all of whom valuable hulletns and 1epoits were recerved.
They wish alao o express their thanhs (o the publishing houses
i Toronto and Noatreal who placed at the disposal of the
committee large numbers of cducanonal books, and to the
R C A-Victn Company, Toronto, who assisted in selecting the
phonograph records hsted in the Programme.
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INTRODUCTION

No better statement of the principles underlying the education
of young adolescents has ever been made than is contained in the
report of the Consultative Committee from which are cited the
quotations appearing below. ~ This committee was constituted
by the English Board of Education to consider and report upon
educational questions. It comprises twenly of the leading
educationlsts of lingland and Wales and until his recent death
was under the distinguished chairmanship of Sir V. I1. Hadow.
The reports of this committee, popularly called the [Hadow
Reports, are generally regarded as embodying the scundest
available opinions on educational theory and policy.

To this commitiee was referred in May, 1924, the question
of the proper education of children between 12 and 15 years of
age. The commiltee consulted witnesses representing every
branch of educational, industrial, and rehigious  eflort, and
examined a large number of memoranda submitted by educational
authoritics in all parts of the world.  Their report on *“The
:Education of the Adolescent'” was submitted in December,

71926, and has become the basis for the reorganization of the
Iznglish educational system. ‘

The influence of this report is felt not only in England but
elsewhere throughout the Iinglish-speaking world, and the intro-
duction of new cowrses of study in Ontario, in line with the
recominendations of the Consultative Commiittee, is but one
phase of an almost world-wide movement for a curricilum
“humane and realistic, unencumbered by the dead wood of a
formal wradition, quickened by inquiry and experiment, and
inspired, not by an attachment to conventional orthodoxics but
by a vivid appreciation of the needs and possibilitics of the
children themselves,”

*“There is a tide which begins to rise in the veins of youth at
the age of eleven or twelve. Tt is called by the name of adoles-
cence.” H that tide can be taken at the food, and a new voyage
begun in the strenpth wnd along the flow of its current, we think

3
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that it will ‘move on to fortune.”  We therefore propose that all
childven should be transferved, at the age of eleven or twelve,
from the junior or primary school cither o scheols of the type
now cilled sccondary, or o schools of the type which is now
called central, or to senior and separate departments of exisling
elementary schools.  Transplanted (0 new ground, and set in a
new environment, which should be adjusted, as far as possible,
ta the interests aud abilities of cach runge and vartely, we believe
that they will thrive 10 a new height and attain a sturdier fibre.”
(p. xix.) ) .

“There are three great ends of human life and activity which
we trust that our scheme will help to promote. One is the
forming and strengthening of character—individual and national
character—-through the placing of youth, in the hour of its growth,
‘as it were in the fair meadow® of a congenial and inspiring
environment. Another is the training of boys and girls to delight
in pursuits and rejoice in accomplishments-——work in music and
art; work in wood and in metals; work in literature and the
record of human history —which may become the recreations
and the ornaments of hours of leisure in maturer years.  And
still another is the awakeaing and guiding of the practical intel-
ligence, for the better and more skilled service of the community
in all its multiple business and complex affairs.”  (p. xxiii.)

“The forming and strengthening of character; the training of
the tastes which will il and dipnifly leisure; the awakening and
guiding of the intelligence, especially on its practical side—
these are the ends which we have had in view; and it is in their
pame, and hecause we think it may serve, in its measure, towards
their attainment, that we command this teport (o our readers.
Not the teast among these ends s the forming and strengthening
of clinrieter, both individual and national. 1t is here especially
that a national system of education may serve (o elevate anation,
Great Britain, like other countries, but perhaps more than most,
is passing through an cra of industriadism. Industrialism has its
grave clfects on national tife. Tt demands, only too often, a
nartew specialisation of Gculty; it produces, only too readily, a
patterned uniformity of work and hehaviour; and it may, unless

INTRODUCTION 7

it is corrected, infect the minds of men with the genios of s wn
life. LEducation can corvect industrialism, by giving wo the mind
the breadth and the fresh vitality of new interests, as it can also
make industry more cffective; and we belicve that the teachers of
our counlry---given their opportunily-—can bring the discipline of
the school to aid the influence of home in making « new gencralion
which alike in character, in tastes and in trained skill wili justify
them abundantly of all their labours.” (p. xxiii.)

*“There appear to Le two opposing schools of modern educa-
tional thought, with regard to the aims to be (ollowed in the
training of older pupils. One attaches primary importance to the
individual pupils and their interests; the other emphasises the
claims of society as a whole, and seeks to equip the pupils for
service as workmen and citizens in its organisation. \When cither
tendency is carried too far the result is unsatisfactory. 1, on
the one hand, the education of older pupils be kept 100 general
in the supposed interests of individual development, the pupil
is apt to find himself ill-cquipped on leaving school to cope with
the demands of modern life. I, on the other hand, undue siress
be laid in the school course on the needs of later life, and the
training of the pupil be made too specific, the individual man or
woman may be sacrificed to the workman or citizen.,” A well-
balanced cducational system must combine these two ideals in
the single conception of social individuality.  The geneval aim
should therefore be (o offer the fullest possible scope to indivi-
duality, while keeping steadily in view the claims and needs of
the society in which every individual citizen must live'* (p. 101.)

“Primary education shoubd he regarded as ending e about the
age of TH A that age acsecond stage, which for the moment may
be given the colowrless mame "post-prinry,’ should beging and
this stage which, for many pupils would end at 164, for some at
18 or 19, but for the majority at L-F or 15-F, should he envisaged
so [ar as possible as a single whole, within which there will be o
variety in the types of cducation supplied, but which will bhe
marked by the common characteristic that its aim is to provide
for the needs of children who e entering and passing tarough

B
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the stage of adolescence.” (p. 71.) “At the age of 114 pupils
from mimary schools should normally be transferred to a dif-

ferent type of education from that given (o pupils under the age
of 114-." (p. 89.)

“The provision of curricula for the older children in Elemen-
tary Schools, where even in a single school may be found a wide
range of types of mind and of conditions of environment, is not a
simple matter; and uniform schemes of instruction are out of the
queslion if the best that is in the children is to be brought out. We
have had much evidence indicating that schools have planned
special curricula with a large measure of success, and that this
has not only given the children greater powers of adaptability
in the occupations which they afterwards take up, but has also
raised the standard of their intcellectual attainments.” (p. 102.)

“It must be remembered that, with the extension of the
bounds of knowledge In each of the several subjects, the attitude
of mind acquired by the pupil towards it, and his ability to search
for further information from satisfactory sources, become at
least as important as the information he actually obtains.”
(p. 104)

“The number of the ideas which it is essential to grasp in the
study of any subject is not large, and the matter of cardinal
importance is that the teacher should help his pupils to grasp
them. The danger which confronts a teacher (and it is a danger
which may even iucrease, in proportion to his zcal and industry)
is that he should ‘condescend upon particulars' to an extent
which bewilders the mind that he secks to enlighten.,”  (p. 106.)

“The work set out shall he (i) in accordance with the pupils'
capacities, (i) reasonable in amount, (iii) firm and clear in tex-
ture, and (iv) such as will sccure something more than a passing
interest.  \We attach much importance to this last point.  An
interest which stimulates the pupil’s curiosity, and wiges him to
put forth serious efforts to acquire further knowledge, obviously

INTRODUCTION 9

leads (o a steady advance in the standard of attainment and an
increasing degree of accuracy and thoroughness.  Once the
pupil's interest is genuinely aroused, nothing but the best,
according to his insight and his capacities, will satisly his aspira-
tions. There are few teachers who have not seen, in one connec-
tion or another, the remarkable excellence of the work which is
done by pupils when the subject has gripped their imagination
and aroused their interest and enthusiasm. But we would not be
understood to suggest the possibility of interesting every pupil
in every subject in all its aspects, or to imply that there is no
drudgery to be undertaken. On the contrary we would urge the
recognition of differing interests. Pupils should be encouraged
to follow, within reasonable limits, any special bent which they
may possess.”’ (p. 106.)

“For many years teachers have been aware of the difficultics
created by the large number of separate subjects in the framing of
a school time-table; and the tendency now, in many schools,
is to regard the curriculum as a whole, and 1o make fewer sub-
divisions. \This is a principle which we would recommend to the
consideration of all teachers.  Its most important ellect is to
secure due proportion in the time allotted to, and in the tieatment
of, the different subjects. Beyond this, however, the obser 7ince
of such a principle has many other advantages. Theire are sub-
jects which share together an area of common ground. In
mathemaltics and science, for example, calculation is often a
common feature. I the teachers concerned adopt the same
methods in the use of mathematical processes, much time is
saved, and confusion in the mind of the pupil is aveiled. In
history and geography, again, a more extended treatment, going
beyond brief oral lessons, encourages work in written English,
Similarly in science and geography some of the woik is common,
and covers the same ground. The recognition of this fact means
a defnite cconomy of time."” (p. 104.)

“This process of unifying the curriculum extends also ‘o the
subjects themselves. Thus the terms Iinglish liteiature (prose
and verse), composition and grammar are replaced in the school
time-table simply by English; mathematics, too, is used to cover
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quotations. It comptises scven obligatory subjects— Ilealth,
English, Social Studies, Science, Mathematics, Music, and Art—
together with three optional subjects — Crafts, Home Eco-
nomics, and Agiiculture. In classes where, for lack of equipment,
the optional subjects cannot be adequately tanght, it is hoped
that an earnest eflort will be made to give the students at least
an introduction to one or more of the crafts, to home management,
and Lo gardening.

The following time allotment is suggested, subject to modifica-
tions to suit local conditions:

Obligatory Subjecls:

Social Studies.... . . 5 hours per week

Emglish . ..., e e o 5 hows per week
Mathemalics ......... ... G 3 hours per week
Science .. " . ... 234 hours per week
Health e . . 214 hours per week
Music .. . ... .. 2 hows per week
At oL 2 hours per week
Optional Subjectst .

Ciafts

Home IEconomics}. 3 hours per week
Agricultuie I

In ungraded schools Grades VII and VIII may be combined
for the most of the woik as suggested in the ilealth outline.
Where this is done care should be taken to ensure that there is no
unnecessary repetition and that the outlines are followed in
alternate yeais. There should be no attempt, except in very
special cases to do the work of Grades VIT and VIII in one year.
Rushing children into Grade IX before they are approximately
fumteen vears of age has little to commend it.,

SOCIAL STUDILS
INTRODUGTION

The aim of the whole course in Social Studies is to help the
student understand the wold in  which le lives — the
interactions of its geography and history which produce our social
institutions. In Grades IV, V and VI the child learned some-
thing of the slow development of our social life, followed the
discoverers who enlarged owr woild, and traced the explorations
that revealed Canada and its neighbour, the United States. Now
in Grade VII he learns how in North America settlement fol-
lowed exploration, and how these scattered settlements giew into
two great nations with common ideals and problems. In Grade
VIII he is introduced into the wider community of the British
Commonwealth, learning much of the geography and lustory of
the Motherland and of (he sister nations within the Common-
wealth.

Any adequate tieatment of these topics must 1ecognize the
influence of physical and climalic conditlions on the community,
the importance of the spitit and ideals of the settlers, and the
effects upon community life of contingent and unforeseen cecun-
rences. Thus geography and history combine to make the sty
of any community, which is in eflect a story of the impact of
natuwie upon man and of man upon nature And the whole
course will fail of its main objective if it does not engender in the
students a genuine inferest in social customs and problems and
does nol develop in them the ability (o discuss such mattars
intelligently. As the story of a community is teconsuucted,
attention should be directed to the evolution of its social customs
and the emergence of social problems in the past; and the -tudy
should culminate in a discussion of the problems which confiont
it to-day. Thus while geography, history, and civits each
receives its due emphasis in the comse, they fuse into a unified
but unfinished story of commuaity life,

i, » . .
An important phase of the work throughout is the discussion
of curent events, Propeily handled, Cutient livents may well

13
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Study of cattle;
Discussion of beef and dairy types.

3 . . .
Recognition of hieeds in the community.
Study of soils.

Separation of soil constlituents.
Mineral and organic matter in soil.
Alkahine and acid or sour soils.

Iilcct of adding lime to a sour soil and to clay.

Work of earthworms in the soil

Study of fertilizers:
Application and value of bainyard manure.
Commonly used commerdial fertilizers.
Grean crops as fertihizers.

Study of soils:
Iixamination of sand, day, and humus—

Discussion of their sources

Edfect of humus upon water-holding capacity of sand.

Spring:

The school giounds:
Cleaning up the yard.
Destioying weeds.
Plans for beautifying.
The school garden:
Planning the garden
Picparation of flower and vegetable gaidens.
Planting and caie.
Geinunation tests of seeds.
Ute of the hotbed and plant boxes:
Starting plants for the gardens.
Planting shrubs and perenntals,
On the school grounds or at home,
Spraying:
Prepating spray mintimes—
Lor biting mscets, and for sucking insects.
Use of a common spraycs.
Makmg a lawn:
Preparation of the soil.
Sowing and caring for the lawn,

' CORPORATE ACTIVITIiiS

A programme for young adolescents with their dawning sense
of adulthood and their 1apidly developing social conscionsinss
should include some of the activities usually referred to as extra-
curricular. A gicat many adults are of the opinion that the
expericnce they gained in oiganizing and conducting literary,
musical, and athletic societies at school was of great value to them
as students and as adults  Some go so far as to say that the value
of such expeiiences exceeds that of the ordinary academic work.
A well-known educatiomst has said, ‘““The most useful thing a
chidd can learn at school is to get along with other people.” In
that opinion educationsts and laymen alike will readily concur,
and no phasce of school life oflers better opportunitics for fearning
to get along with people than does sharmg in the corporate hic
of the school.

Caoiporate activities provide not only a valuable tiaming in
co-opeiration but a useful dhsciplineg in the shouldeiring of 1esponst-
bilities. And the teachers in the interests of their “pet’ organiza-
tions should not deprive the pupils of these responsibilitics.
It is far better that a championship should be lost o1 a concert
have a hitch in it than that the over-zealous watchfuliess of
the teachers should leave nothing to the initiative of the taught
It is well to remember that foot-ball matches, plays, pageants,
concerls and the like are not so much ends in themselves as
means (o an end—the development in the pupils of such social
and civic virtues as spoitsmanship, courtesy, initiative, co-
operation, resourcefuiness, and sense of responsibility

A mote fundamental and permanent value of this training
lies in the fact that, in connection with their own organizations,
pupils realize the satisfaction born of willing service and even
sactifice in devolion to a cause.  This is of the very essence of
loyalty, and many students to whom the word loyalty is alinost
mcaningless do in counection with this typc of school acuvity
experience the reality,

Among the foims of cotpmale activity that teachers have
found practicable hsst mention should be made of student
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assistance in the maintenance of school discipline. *“Much of
the discipline of the classroom, corridors, playground, assembly-
reom, can be left to the pupils themselves.”"t This, of course,
cannot be done overnight; but boys and girls can be encouraged
and gradually trained to control and inspire one another in many
subtle ways that will suggest themselves to sympathetic teachers.

Many large schools make full use of the daily or weekly
assembly as a form of student training. There is indeed much to
be gained in permitting the students to plan and conduct the
regular and special asscinblies of the school., The opening exer-
cises, the making of announcements and reports, the discussion
of school policies, the introduction and thanking of artists or
speakers, the arrangement and conduct of special programmes—
these and similar activities have a training-value which should
not be lizhily esteemed.

The more specific forms of corporate activity need only be
suggested.  They include class and school associations-—literary,
musical, and athletic; clubs, dear to the heart of the adolescent—
camera, stamp, bivd, art, drama, journal; and public presenta-
tions such as concerts, pageants, exhibitions, and f{étes.

These corporate activities not only bind the school together
and aftord valuable training in public conduct, they also form an
admirable link hetween the school and the homes of the children.
Lvery ellort should be made to enlist the sympathy and support
of the parents in all forms of school activity, and many parents
can most readily be interested in these corporate activities in
which they sce their children’s growing self-control and scli-
reliance.

Vi'ke Education of the Adolescent,

LIST O BOOKS

GENERAL

Psychology: .
Presscy: Psychology and the New Education.  Harper.—2.50.
Rivlin: Educating for Adjustment. Ryerson.—3.00. ;
Symonds: Mental Hygicne of School Children.  Macmillan.—1.75. )
Wheeler; Youth, Psychology of Adalescence. University of London Press.

Currlculum: . .
‘Doard of Education: The Education of the Adolescent. 1{.M. Stationery
wson). .
Scoll(i)g:c‘ét(){?:cil fm)' Rescarch in Education: Curriculum for Pupils of
‘Twelve to Fifteen. University of London (Clarke, Irwin).—2.50.
Young: The Junior High Schiool.  McGraw, Hil.—3.75. .
Norton and Norton: The Foundations of Curriculum Building. Ginn.—
2.50.

Teaching: . .
Board of Education: Handbook of Suggestions for Teachers.  FLAL
Stationery Office (Dawson). . . . '
~, Skinner et ab:” Introduction to Modern Education. Heath (Copp CI.})f&._).
" Lowth: Everyday Problems of the Country ‘Teacher. I\l:tClIlAI!l.'ul.-;...-.\.
Brown: P'roblems in Classroom Management.,  Houghton-JMitilin. $1.50.
Lane: A Teacher's Guide Book to the Activity Prograomme. Macmillan.—
2.00.
Stothers: Classroom Records.  Gage. =100,

SOCIAL STUDIES

Atlases—Pupils:

Canadian School Atlas, Elcmentary Edition. Dent.—.45.
Social Studies Atlas.  Gage.--.30,

Phillip's Dominion Atlas.  Maoyer.—.45.

Nelson's Scliool Atlas.  Nelson.—-,60,

Atlases—Teacher:
Burpee: Historical Atlas of Canada.  Nelson,—1.25.
(‘.nnlclc: Goode's School Atlas.  Raad, Mc!\lully ((-:ngc).—3.60.
Bartholomew: Oxford Advanced Atlas,  Clarke, lewin,—3.00.

Cltlzenship —Pupils:

Wallace: A Reader in Canadian Civies.  Macmillan.—.30,
Goldring: We Are Canadian Citizens, Dent.—.OS.\l
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PREFACE

This Progiamme of Studics, issucd ia 1937, has been vevised
twice in accordance with the sugeestions of the inspcctoirs and
tcachers who used it during the past thiee yeus Tuither sugges-
tions tending to its improvement will be welcomed by the
Mimster of Education, indeed 1t 1s hoped that at cach ieprinting
of the Programme suggestions ftom inspectars and teachers mav
be incorporated, and the work of the clementary schools ol
Ontatio hept abieast of modern educational thought.

The commutice in chaige of revisions wish to repeat then
acknowledgements to the Depairtments of Education in the
provinees of Canada, and to the Consultative Committee of the
Board of IEducation in England, whose repoits, commonly
known as the Iadow Repoits,! have proved mvaluable  To
these 1eports they aic indebted for the spuit and i some instances
for the language of the inttoductory paragiaphs attached (0
each section of the Piogramme.

The committee are grateful, too, to all the inspectors and
teachars who have reporicd on the Programme and whose sue-
gestions have been used o making the revisions  They wish
also to express once moire theit thanks 1o the publiclitng houees
who o operated i the prepaiation of the book hisis, and 1o 1the
R C.A. Victor Company, Toronto, who assisted in selecting the
phonograph records listed in the Programme.

The Education of the AdD‘C%ELI;—l, 1927,
‘Lhe Pomary School, 1931
Nusery nd Infint Schools, 1931
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INTRODUCTION

Any educationr worthy of the name must be planned in
accordance with the best available evidence! on the nature of a
child’s development.  Such evidence leads to the conviction
that a child develops by virtue of his own activity.  This activity
comprises knowing and doing, which are to be thought of not
as sepzrate processes but as two phases of the same process.

" That the child’s activity may result in development suited to

his environment, it must be purposeful cffort, directed according
to a plan. This plan, if it is to be accepted by the child as his
own, must be determined by the nature of the child.

The function of the elementary school, thercfore, is to pro-\

vide for its pupils a stimulating environment in which their
natural tendencies will develop under adult guidance into uscful
abilities, desirable interests and acceptable attitudes.

Children of elementary school age are active and inquisitive,
delighting in movement, in small tasks which they can perform
with deftness and skill, and in the sense of visible and tangible
accomplishment which such tasks offer. They are intensely
interested in the character and purpose of the material objects
around them. They are at once absorbed in creating their own
miniature world of imagination and emotion, and keen observers
who take pleasure in reproducing their observations by speech
and dramatic action; and still engaged in mastering a difhcult and
unfamiliar language, without knowing ttey are doing so, because
it is a means of communicating with others.

In all these activities they demand and cnjoy a definite
sense of progressive achievement. Their activities are not
aimless, but constitute the process by which children grow.
They are in a very real sense their education; upon them the
school must build its programe, offering the children fuller and
more varied but more orderly opportunities for activity than ey
have hitherio enjoyed.  In short, the school must follow the

Wor an admicable summary of such evideonce see Hadow o al. The
Primary School, pp. 22-57.
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6 PROGRAMAIL O S1UDH S

method of natuee, stimulating the child, thraugh his own inteiests,
o activitie s and wuiding him into expenences useful for the
satisfuction and development of Ius needs.

ILis impot tant here to emphasize the fact that the expenences
provided by the clementary school aie designed to meet the needs
of the child, not those of the adolescent or the adult. In the
words of the adow report, *No good can come from teaching
children things which have no immediate value for them however
highly their patential or prospective value 1nay be estimated.™

The child®s own innnediate needs and capacities, then, must
deteimine the chmacter of the expericnces provided by the
clamentary school  “The child needs 1o live, o live with his fel-
lows, and to live “in tavow with God and man.” 1o meet these
thice tundamental needs by activities 1ddated 1o the chikd's
capacitics and motivated by his interests is the spedial task of
the clementary school.

In the light of these considerations it is apparent that “the
curriculum s to be thought of in teims of activity and experience
rather than of knowledge to be acquired and facts to be stored'?
against some supposed futwe need. Its aim should i:e 1o develop
in the clild his physical powers and to train him in their proper
use and contiol, to awaken him to the fundamental interests of
civalized hfe so far as they hie within the compass of childhood,
and to encomage him to attain to the oiderly management of

his energies, impidees, and emotions which is the hasis of desiiable
attitudes.

This principle applicd to the practical problem of framing a
curniculum for childhood means, fisst of all, that a laige place in
the activaties of the elementamy school must be given to providing
(or the physical well-being and einciency of the child. /This is
not merddy a matter of the provision of swmtable physical o1 reme-
dhatexcrerces /Tt involves case on the part of the school authotitics
that the child shall Tive, during the school day at least, in a health-
ful eovonment, and that all the excierses of the day shall be
such as to mae for natimal physical development,

Attention (o the physical welfae of the child is, then, the

Ve Peomary School, p, 92
e Prisnury School, p. 93,

-
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foundation of the school's activities hecause the child is, in the
fust place, a growing organism.  But he is not only an organism
with biological nceds: he is also a member of the human lamily.
His environment is a civilization created by man. 1 the child is
to be at home in (hat civilization, as oue fiee of the house, he
must learn to take his place as an active, co-operative and
intelligent member of his sociely./'!‘he cusriculum, therefore,
must provide for the child those intellectual activities and
experiences which are necessaiy for his intelligent participation
in the life of the home, the school, and the community. Language,
including number, as the medium of thought and the instrument
of human intercourse, 1eading by which he comes into contact
with other minds and learns that life has a past and futne as
well as a present, some knowledge of the simpler facls of the
material woild as the home of man, the appueciation of beauty
in the world about him and the creation of beauty in singing,
dancing, drawing and constructive woik—these things are of the
essence of civilized life and are to be regaided, therelore, as
fixing the general character and direction of the school curri-
culum. (Whnt isimportant is not that an adult standaid of attain-
ment should be reached in any one of them, bur that intere.t
should be quickened, habits of thoroughness and honesty in
work established, and the foundations on which knowledge may
later be built securely laid. The production of juvenile authors,
mathematicians, and scientists is neither to be anucipated 1 or
to be desircd./lt is reasonable, however, Lo expect that in the
elementary school a child should learn, within the limits of lus
experience, to use the noble instrument of his native larguage
with cleainess and dignity; that he should acquie simple hinds
of manual skill and take pleasure in using them; that he should
admire what is admirable in form and design; that he should read
some good books with zest and enjoyment; that he should acquire
bodily poise and balance, a habit of natucal and expressive
motion, not merely as physical accomplishmeats, but as the
oulward sign and symbol of owr common cultue and civihization;
and that he should learn that the behaviowr ol the physical
universe is not wbitiary or capricious, hut governed by principles
some at least of which it is possible for him to grasp.

The school, then, by its activities, should stimulate the chikd
towaids the harmonious development of his phiysical and mtellee-
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8 PROGRAMME OV STUDIES

tual powers. But the school should also join with the home and
the church in the effort to guide the child in the formation of
desirable attitudes. The curriculum, therefore, while it does not
prescribe a course in orals nor include religion as a separate
subject, should be pervaded by the spirit of religion. In all the
activities of the school the child shoukl be led ta love mercy, 1o do
justly, and to walk humbly. ITow these attitudes may best be de-
veloped must be left to the judgment of the individual teacher,
whose unconscious influence is, perhaps, his strongest ally. lOne or
two suggestions, however, may be usciul. The reverent singing of
simple hymns should give the child an opportunity of joining
with his feilows in an act of common worship. The parables-of
Jesus and the great human stories of the Old Testament should
be made the fariliar possession of every child. This should be
donc largely by oral narration, and the narrative should be imbued
with the spirit of the original story and animated by the actual
words of Scripture. /Finally, nothing should be done to lead
children to the impression that religion is something apart from
and superimposed upon the life of the school. The teaching of
religion can have no greater assistance than through the constant
practice of the Christian virtues in the daily life of the school.

In the foregoing paragraphs an attanpt has been made to
rest the curriculum upon sound general principles as enunciated
in the Hadow Reports. It remains to add some suggestions
as to how it may be administered in accordance with these
princinles.

1. The curriculum is arranged in six successive grades or
levels of attainment. [t must not be assumed that the work of
cacl> grade shall necessarily require a full school year. /The
grading has been done, on the best advice of practical teachers,
to £t the yearly progress of ordinary children, but teachers every-
where will ind “bright’ children who can, il need be, pass through
the six grades in five years or even in four.\ In special cases this
acceleration will be advisable, and the curriculum has been

arrang.od Lo permit, in individual cases, of casy promotion {rom.

one yrade to’another, /In most cases the “bright” children,
instcad of. being accelerated, should be given an enriched pro-
gramine, and for this, tco, ample provision haus 'l)een made.
For dull children a modificd programme and special attention

INTRGDUCTION Y

on the part of the teacher will be required, if they are to progress
as they should with their social group, and with no sense of
inferiority.  In Jarge urban schools it might be advisable (o
arrange three streams of children, one doing the work as sug-
gested for each year, one ‘doing the simpler phases of the same
work, and one doing considerably more of the work for each year
than is required. ’

2., In some of the courses two or three grades may be combined
and the activities suggested for the different grades carried on in
successive years. Indeed the only courses that are definitely
sequential are Arithinetic and, in Grades I and I, Reading
and Writing. When children of different grades join in a conunon
activity it is only necessary to arrange that the more diflicult
phases of the work should be undertaken by the more advanced
pupils, and to remember that the same sort of results should not

"be expected of all. It is hoped that combining grades will be
tried as a method of simplifying the programme of the un-
graded school, and may even find aceeplance in graded schools,
particularly where two or three grades are taught by one
teacher.

3. In many!of the courses asoutlined the teacher is asked 10
select topics that will prove interesting and uselul to the children
of his class. Tt is obvious that the sawe topics will not be appro-
priate to a mining area in Northern Ontarie, to an agricultural
district in the Western Peninsula, and to an industrial city like
Toronto or Hamilton. And within any specific area the choice
of content will be conditioned by the teacher’s own interests
and training, by the available sources of information, and by the
interests, necds, and capacities of the children. For this and other
reasons it is strongly urged that each teacher choose for himself
the topics around which to centre the experiences and aciivitics
of his children, This freedom of choice on the pait of the
individual teacher will make uniform standards of aitainment in
any given grade impossible. This is as it shonld be. The elemen-
tary school has no business with uniform standards of attain-
ment. Its business is to sce that children grow in body and
mind at their natural rate, neither faster nor slower, and i/ it
pecforms its business properly there will be as much varicty of

VAN, in Lact, but arithmaie, which is definitely sequential, and in the
Junior Grades, Reading and Wiing.
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attainment as thete is of intellectual ability. The only uui-
formity at which the clementary school should aim is that every
child at the end oi the course should have acquired the power
to attack pew work and feel a zest in doing so.

4. The absence of uniformity in the attainments of the chil-
dien and the rate at which they poogress, in the extent of the
field they explane, and in the nature of the topics selected for
exploration, will make uniform external examinations imprac-
ticable.  This, toq, is as it should he. Mt the curiiculum is pro-
perly drawn it should so fit the capacitics and interests of childien
that they will find in the experiences and activitics of the class-
1oom a good and sufficient motive for learning, without the
unwholesome presswme of a ‘‘promotion” examination. The
teacher will test his children at licquent intervals to determine
whether they are acquiring the necessary skills, and on the
evidence of such tests modify, if necessary, his teaching or plan
remedial training for certain individual children./ But anything
in the natwe ol a final examination to measure the physical,
mtellectual, and spiritual grow th of childien is not only unneces-
sary but is picjudicial o such growth.

5. The abandonment ol external “examinations as the sole
basis of “promotion” will make it unnccessmy to devote the
month of June to tedions diill on factual material.  In June
as in September the childien should e enjoying new experiences
and engaging in new activities instead of merely reviewing old
“facts’ for the sole purpose of reproducing thear on an examina-
tion.  Information that is interesting and useful s aetained in
vittue of its interest and use, not in virtue of its having been
“crammied” for an examinadion—-a fact of which we are all
witnesses. What is necessiny, then, if we wish childien toietain
certain “facts' is not to require that they be memoized for an
evamination, but 1o clothe those fadts with interest and provide
oppottunities for their use— this, we think, teachers can and will
do if given the necessany (recdom,

6, ‘I'he flexibility of the canicutum herein presented and the
neeessary abandomrent of uniform examinations in 'lllc clf'nu-n-
tary grades wil oblige teachers 10 give setious consideration (o
the problem of aposaising the resalts of theie etlorts to develop
in then pupils “useful abifitics, desivable interests and aceeptable
attitudes " The problonis, of couse, an mdividual one and the

INTRODUCTION 1

teacher's appraisal must in many particuiws be bawed or facts
specific to his sitnation. There are, however, certain general
factors that may enter into any sucly appraisal. Fist of all, the
teacher should be sure that his pupils are living in clean, cheerful
surroundings, are cultivating desirable health hiubits as evidenced
in their clean, alert, happy appearance, and are devcloping
proper attitudes towards health as shown by iheir interest in
all the activities relating to personal and community health.
Secondly, the teacher should satisfy himsell that his pupils are
acquiting the necessary skills. Do they 1ead ordinary piose and
poetry at sight with ease and comprehension? Can they jcad
aloud, recite verse or speak their lines in a play so that their
auditors grasp the author’s ideas and emotions? Do they
express their own thoughts casily and accurately in speaking
and in writing? Is their handwriting neat and legible and done
with fair speed? Ilave they rcasonable facility in the use of
numbers for ordinary pumiposes? Do they sing with good tone and
evident enjoyment? Are they gaining in power (0 expiess their
ideas in some form of art? Can they amuse (hemselves in playing
viuious outdoor and indoor games?  Finally, and most important
of all, the teacher should be concerned about the interests and
attitudes his pupils are developing in thein work and play.  Ae
they genninely interested in the reading they ae doing, and in
the activities connected with the social stadies and natual
science?  Me they thus acquiting interest i an ever wideminge
world and in the [uller understanding of 10?2 Does this e est
manifest iself in independent reading, in voluntay Lainguage
exercises, in vaious lorms of act and handwork, and in worth-
while enterprises?  In osuch enterprises are they leaming co-
operation, cowtesy, thotonghoess, singleness of puipose, selt-
control and “the joy of the workine?"

7.\Tl‘lm pareats, also, have a right to know at stated inttes vals
how thetr child is "getting along."  And the wise teacher will
enlist the parents’ interest and support in his ellants to direct
wisely tne child’s development. The seport 1o the parcns,
theiefore, should give the necessary mformation veganding Che
child's attendance and punctuality, his progress, his interests
and attitudes.  Progiess in cach of the types of activity that make
up the new programme for Grades I to VI might he indicated in
terins of A, B, C, when A is explained in a lootnote as indicating
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12 PROGRAMME OF STUDIES

unusual excellence, B as indicating satisflactory progress, and C
unsatisfactory. Attitudes such as courtesy, helpfulness, co-
aperation and leadership should be reported in brief comments,
as should any special interest a child is developing Such reports
demand, as does the whole Programme, that the teacher make
a careful study of cach child. To say that such reports will
take 100 long to prepare is to suggest that the teacher is oo
busy with Liducation to think about his pupils.

8. Itis obvious that the new Programme cuts across the tra-
ditional subjcct-by-subject arrangement, and that, thercfore, rigid
time limits must be abandoned. In planning the work and play
of a class, it way be sufficient to remember that the “time table”
should be flexible, should permit the neeessary vaiiety, and should
provide in just balance for each type of activity. What is the just
balance? How should the time be divided? Keeping in mind
the possibility of overlapping and the necessity of llexibility, the
following scheme is suggested:

English............ e e, 309,
Social Studies. . ... i i 209,
Health............. e 109,
Natural Science..... e 109,
Arithmetic. ... ... o o i, 109,
Music............. . 109,
Artooooooooaa. et e 109,

Roughly, 109, mcans one half hour per day.

9. The following paragraphs from Circular 82, issued under
authority ei the Minister of Education in April, 1937, apply
with new force and significance Lo schools using the curriculum
herein presented.

“The Minister urges the Inspectors to discourage, even more
than they have done in the past, unreasonable requitements in
the matte~ of homework for pupils in the clementary s:l.ool,
These children are at a period when vital energies are lagely
consumed in physical development, and consequently they must
have time for rest and recreation. The school has no excuse for
infiinging upon the right of the childien to sufticient time for
sleep and play, and the right of the home 1o direct their activitics
outside of school hours. ‘There can be no doubt that both of

INTRODUCTION 13

these rights are seriously encroached upon by the prescription
of homework, ill-chosen in character and excessive in quantity.
For pupils in Grades I to VI therz is ample time during the school
day 1o engage in the necessary activities satisfactorily without
burdening them with additional school work! to be done at home.”’

»“Supervised work in the classroom may well be substiwuted
for many of the exercises that pupils are at present required 1o
do at home. In order Lhat the pupils may have adequate oppor-
tunity for scat-work, including independent study, the revised
Regulations require that the teacher's time-table shall be so
arranged that each child may have at least one and a half hours
each day for this purpose. One of the charges frequently biought
against the elementary school is that the pupil is not trained to
study independently or to work out things for himself. The
ungraded rural school, and the school with at least two grades
in a classroom should not be open to this charge, for in such
schools, because of the nature of the organization, opportuuity
must be given Lo classes to study by themselves. If such study
periods are properly directed, there should be no question of the
pupil's developing habits of independent study. It is in the case
of graded schools in which there is only one class in a room that
difficulty in this connection is likely ta occur. llere the teacher
often considers it his duty to teach his class continuous!y thyough-
out the school day. Such a practice gives little opportunity to
develop initiative, independence, or self-reliance. This deficiency
may be removed either by organizing the school in such a way
that each classroom will have two different grades—a plan that is
favoured by many Inspectors—or by dividing the class into two
sections for certain of the school subjects. While one scction is
being taught, the ather section may be engaged in seat
exercises or study. There can be no doubt that the judicious
alternation of teaching lessons and study lessons will result not
only in more rapid progress in learning but also in the develop-
ment of proper habits of study."”

YThis applics as teuly to Enterprises as to Arithmetie or Spalhing,

01¢
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Carving

In soap

In soft woods
Design

Making otiginal designs for decoration
Lino Cutting

Book plates, Christmas cards, etc.

Construction

Making objects for real purposes
Use of paper, cardboard and thin woods

Lettering
Frechand lettering on maps, posters, elc.
Sewing
Making articles for children's own use
Making simple gifts
Making costumes for plays
Knitting
Making useful articles
Using large needles

Weaving

Using simple frames or looms-
May be made by the older pupils

Technleal Instruction
Related to an activity in progress
Given only in response to a felt need
Preparation of materials
Mixing of colours
Methods of using various media
Use of washes
Use of a fixative
Mounting of finished woik
Methods of indicating distance
Converging lines
Relative size
Amount of detail
Variation in colour intensity
Experiences leading to an understanding of
Balance, Proportion, Colour Harmony

/ ENTERPRISES

The Play-Way of Learning

The adult who observes groups of children in their out-of-
school activities is impressed by their concentration on the
thing in hand, the energy they expend, and the inventiveness
they frequently display in accomplishing their ends.  We say
that they are “interested.”  We must not confuse this “interest””
with “amusement.”  These children are “interested” in the
sense Lhat they are actively pursuing a purpose.

For if one examines the procedure children follow in their
activities one will see that these aclivities arise from needs or
burposes which the children strongly feel.  They decide upon the
line of action to be employed in achieving their purpose after
discussion among themselves.  They plan their undertaking
together and each child agrees to be responsible for some part of
the undertaking,.

Onc will note further that the success of the undertaking
depends upon the ability of the children to work together.
Somctimes the scheme breaks down because they are not capable
of sustained co-operation,  When the project is carried thiouph
to a successful conclusion, the esult is satistying to the children,
though judged by adult standaids it may be very imperfect.

One may obscrve, also, that the goals children choose as the
aims of their activities ate objective; that is (o say, the Children are
able 1o conceive beforehand, in a general way, the result of their
work., ‘They e immediate, in the seose that they can be accom-
plished within a space of time that the child's mind can grasp.
Remaote goals have little ceahity or appeal for childien,  Finally,
they e accessible,  The goals selected are usually within their
pawer Lo achieve, Goals that ane achieved (o he satislaction of
the child arc likely to inspire him to fuither activity,

This play routine is a natural method of learning constantly
used by childien in their daaly hie.

119
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‘The Enterprise “‘a Natural Way of T carming®

The school has adopted this natural way of learning and
.re-(hrut ted it 1o educational ends  When employed by the school
it is called *“The Enteprise.”  In a school “enterprise” the
putpose of the childien 1 immediate and objective.  “Their aim
Is to make a play-house, o priform a pliv, or to construct a
'xl}()(lul castle; and beyond this concrete result they do not sce.
Fhe am of the teacher, however, 1s much less himited. e
primay purpose is to provide the childien experience w sectal
]I.I'l'_.:' —eaperience in selecting worth while things o do, in
anving ot plans of procedme thiough discussion and mutual
consent, in hinding means to aclueve “‘heir aim, using available
resources, obtaining the necessary information, developing the
rquued skills, and in canying plans thiousl' o a successful
conclusion,

The teacher has secondary aims, too  Thiough the purpose-
!nl activity of the caterprise she may am to help the pepils to
improve their spoken o written Lnglish; to afford them experi-
ence 1 readig, in using books or othet scuwices (o obtain infor-
mation, to extend their knowledge of topics under consideration
Bur whide she will atdize the mtaiest of the duldren in the enter -
prise o accomplish these aims, her main puipose is to provide
for crowth in the ability of childien to live and work together,
“We learn to do by doing,” and just as childien learn to walk
by walkmg, and o read by reading, they lewn to be courteous
Ly bemg courteous, and (0 co opurate by co-operatimg.

The | nterprise Cuts Across Subjece Madtter ines

An eaterprise, then, is a goup activity  undertaken by
hildien for a puipose that appeals to them as heing worth-while
Clutdien cogaged on an entesprse may not know what “subject”
they are studymg nor in what “penod” according to the time-
Cable. YTt matters hivde to the learners whether an interesting
item of knowlodue o expericnee s propealy called geography,
lustory, diamatization, or leratuwie, the impoirtant thing (o
them as lcarnces is that it is mtercsting, and as uscful for them
i the hle they are hving as boys and wnls "' The enterprise
may occupy part of thoy timc for an altanoon, for a week, o

Wro,rvuoic of Stashes dor the Flomantay Sdioot (Albata), p o4,
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for a month, and may involve all types of school experience and
activity.  Far instance, prepatation far the pelormaunce of a
play may involve the wuting and practice of the dialogue, the
planning and making ol costumes, the constiuction of scenery,
the calculation of the cost of materials, the witting of invitations,
the learning of songs and dances, the decoration of the classroom.
“There is no doubt that atl such times what the childien learn has
a significance and a vitality not often seached m routine ‘losons’
In the planning and carrymyg out of an enterpuse the chldien
may learn in a shoit time more than they would otherwise learn
in the comse of a school yea."!

Growth of Sclf-Direction

While an enterprise will usually be teacher-inspired, it may
frequently be suggested by the pupils themselves; or 1l may giow
out of some interest which the childien are displaying at the time
which the teacher will make use of. However it anises, it must
be accepted by the children as their enterprise, and should be
planuned and executed by them, with wise guidance on the part
of the teacher who should always be ready, if need anse, to ofter
advice and encomagement or to direct the childien o sources
of information they may 1equite for the proper casying out of
then plans  But the teacher will defeat her purpose if she
allows hewself to prescribe the eaterprise, o o dictate the mothod
by which it shall proceed  So long as childien ate ttamcd 10 do
in school only what they aire told, growth w imtiative must be
the resolt of extia-cirncular azCvities; and so long as dalidien
e tained (o depond on adult divection e then waorll they will
not develop the power of grappling with ditheultios and ove
conung obstacles. I, however, the encigies and capacities ol
the childien ae veleased tn the service of an entcrpese which
they consider worthwiule, 1t 1s astonishing what childien can
and do accomphsh, and satisfying to sellect upon how  they
have grown thioueh then cnterpise e knowlodae, shitls, and
attitudes. .

To poceed in this way involves the exerase of considerahle
ficedom on the part of the duldirens; but the teacher must hear m
mmd that hreedom hes not merely m the removal of vostiamis

Lihe Praany School, p 100
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It depends, rather, upon the growth of the power to act inde-
pendantly and must be accompanied at all times by consideration
for the vights, the comfort, and the convenience of other people.

It should be remembered that the value of an enterprise
is in the social attitudes developed, and in the interest and
activity stimulated rather than in any results that may be exhi-
bited.  The learning is in the doing, not in the thing done.
CLildren, who live in the present, not in the past, may lose in-
terest in a project when it is has been completed.  This provides

a challenge to the teacher who should be prepared always to sug-
gest new and purposeful activities to follow those in piogress.

Providing the Fundamental Skills

It is not intended that the use of enterprises should wholly
replace the more familiar method of organizing children’s school
experiences. It would be extiemely difficult by means of eater-
prises alone to sccure for children the necessary amount of
training in Arithmetic, Reading, and \Writing, and still more
difficult to sccure a proper sequence. \ *“The social nced for
ability to read and write, and the social demand of conformity
and accuracy in languige and number make it necessary for the
teacher to provide special taining in these fundamental skills,
in addition to the training brought about by the enterprise.’?
Certain other forms of activity such as Music or Art, while
likely to be involved in most enterprises, should (requently be
engaged in for their own sake.  Children should learn to sing a
song simply because the song is delightful, or draw a scene because
diawing is such good fun. But it is suggested, subject to the
[oregoing qualifications, that the work of the clementary grades
should be increasingly informed by the principles of the enter-
prise procedine.,

For further saggestion and advice 1egarding the carrying
out of enterprises the teacher is efened o ““The Enterprise in
Theory and Practice” by Donalda Dickie.  (See List of Books,
p. 120))

ot Programme of Studics fos the Llomeatary School, p S,
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TYPICAL ENTLRPRISES

Grades I, I, 111
Our Story Book Friends—a parade
A Reading Festival—a programme -
Our Nursery Rhyme Friends—a pantomime
An A. A. Milne Book—a class book
We Play House—an exhibit and play
Children of Other Lands—a pageant
Land of the Midnight Sun—a play
We Visit Japan—a Japanese tea-party
A Harvest TFestival—a display and programme

Grades, IV, V, VI

Our Pond—a natural science exhibit

We Go Travelling—an exhibit of models

Do You Believe in [Fairics--an operetta

A Spring Pageant—a programme of dances, etc.

A School Bazaar—an exhibit and sale of work
Canadian Coat of Arms—an exhibit and lecture

A Good Health Club—an open meeting

How Christmas Came to Canterbury—a play

In Scarch of the Western Sea—an animated map

A Pageant of Progress—a group of murals

Water and Life—an exhibit

Ieroes of Discovery—a frieze

Here Comes Summer—an outdoor [tte )
The Classroom Newspaper—a weekly or fortnightly issue
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PREFACE

A democralic society is constantly undergoing change.
Revision of the course of study for the schools of such a society
is, thercfore, a continuous process. In a sense, the current
programme must always be regarded as tentative, and subject
to modification from time to tine Lo meet new needs and changing
conditions. Suggestions tending to the improvement of courses
will be welcomed by the Minister of Education; indeed it is
hoped that at each reprinting of the Programme suggestions
from inspectors and teachcr:s may be incorporated, and the work
of the elementary schools of Ontario kept abreast of modern
educational thought.

N

The committee in charge of revisions wish to acknowledge
their indebtedness to the Departments of Education in the
provinces of Canada whose courses of study have been treely
consulted. They are grateful, tog, to all the inspectors and
teachers who have reported on the Programme and whose
suggestions have been used in making the present changes. They
wish also to express once more their thauks to the publishing
houses who co-operated in the preparation of the book lists, and
to the R.C.A. Victor Company who assisted in sclecting the
phonograph records listed in the Programme.

Toronto, August, 1941,
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INTRODUCTION

Educatlion for Democratic Living

Two considerations must govern the framing of a prograa.me
for the elementary school. ‘The first consideration is the kind of

1, society in which the child lives and for which he is being prepared;

¢

§

— T

the second is the nature of the child’s tevelopment.

The schools of Ontario exist for the purpose of preparing

children to live in a democratic society which bascs its way of,

life upon the Christian ideal. .

Such a society aims to provide the greatest possible oppor-
tunities for the seif-realization, security and happiness of every
individual in it. It attempts to secure certain basic heedoms,
to maintain legal justice, to achicve econromic justice. and to
afford the individual opportunities to participate in all decisions
affecting his welfare,

From each individual a democratic society expects the finest
service of which he is capable, and a willingness to make sacrifices
for the common welfare. It demands that he recognize and accept
his responsibility to act not only in the interest of scli but in the

interest of all,

The citizen of a democratic stale lives in a society that is
constantly undergoing change.  He must, therefore, he able to
adjust himself to new and changing conditious, and he must have
the Nexibility of mind that will enable Lim to meet changing
conditions with intelligence.

A further characteristic of a democratic societly is its group
organization.  In order to pursue the ovdinary concerns of fiviog,
people associate themselves in social groups of vavious Torms.
The family, the school class, the cheh congregation, the club,
the cirele of friends, the municipal commumite, workers or
business associates engaged in sinilar pursuits, e examples of
these proups; and when one speaks of a person as “a member of
society’ one thinks not ouly ol his citizenship in the Dominion
and the Fmpire, but of his membership in such groups as well.

§
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EXCERPT FROM APPENDIX I:D
"TWENTY-TWO POINT PLAN", 1943

SCHOOL TAXES TO BE CUT

9. There will be a.sweeping revision of our whole system
of real estate taxation so that the owning and improvement
of homes and farm land, which are the very foundation of
our society, will not be discouraged by excessive taxation.
As an initial step in that direction the Provincial Govern-
ment will assume at least 50% of the school taxes now
charged against real estate. It is however to be clearly
understood that this change will not affect the authority
of the local school boards.

10. Qur educational system will be completely revised so
that every child in this Province will have an opportunity
to be educated to the full extent of their mental capacity,
no matter where they live or what the financial circum-
stances of their parents may be. Vocational training will
be made a much more important part of the school work so
that children may be prepared to earn a living by practical
vocational instruction. The important place of our teachers
in each community will be fully recognized.

11. Steps will be taken to assure that every child is
given the greatest possible opportunity to face life with a
healthy body and mind. Health measures will be established
so that medical, dental and other health protection will be
available to all.

12. Steps will be taken immediately to prepare plans for
great public undertakings which will create employment in

the period of readjustment immediately after the war.

Source: '"Twenty-Two Point Plan", 1943, p. 5



| Entrance Exams Out—
EDUCATION MIRISTER
ENNGURCES CHANGES IN
SCHOOL CURRICULUM

UNDAMENTAIL CHANGES in the Ontario system of education. to bLe

_{ spread over i period of years, were aunounced by Hon. Dana Porter,’

Minister of INducation and Attoiney-Guueral, in an address before the

St. Thoinas and klgin teachers recentiy. The changes fnvoive a
complete revision of the curriculum for all elementary and high schools. ‘

Of priuciple import is the fact that High School Entrance examination'

will be discontinued at the earliest possible date. Other features of the

——

Porter Plan to give greater fiexibility to Ontario’s system of education are: ¢

1. Reorgunization of the present 13 grades into four divisions, primary,
junior, intermediate and senior, Lo eliminate the marked dividing line between
primary and secondary schools. .

2. Organization of the primary grades, I to ITII, which would permit
onc teacher to have under her charge pupils of all three grades.

3. Under the Juuior Division, Grades IV to VI, would remain with one
teacher for approximately three vears.

4. Pupils of Grade VII to X, comprising the Intermediate Division,
‘\\'ould Le given a well-rounded-out course enahling many of thein to leave
tschool at the age of 16, with a formal education that leaves them with a
sense of achievement rather than failure.

5. The responsibility for the outlining of courses in elementary schools
will be pluced as much as possible at the local or municipal level, particularly
'80 in the tields of social studies, science, art and related subjects.

( Conitinued on page £) B

4

Source:
Toronto:

Ontario Government Services, Vol. 2, No. 17
Queen's Park, November 15, 1949

Il UGARIWIY FYRINIISNEE & ot mr == —- —

(Continued framn page 1)

In view of the imporiance of Mr. I'orter’s announcement, the text o! his
address follows:

“BEver since I assumed the office of Minister of Education about one
year ago, I have held discussions witli respect to changes in tke school
'currlculum. Thera are so many viewpoints to be considered and there could
ibe so many complex repercussions in any drastic cerricnium ciiangées that
‘progress must of necessity be slow. I think, however, that it is appareat to
all that many changes are overdue. In sonie aspects ol our school course,
‘we are attempting to do too much. 1ln other phases we have neglected somd
of the fundamentals. [n coming to any decisions on this vastly important
question, we must keep in mind always a general view of the objectives of
our school system. To what extent should our courses treat with general
Jknowledge and understanding? To what extent should they be designed to
give training in special subjects? How can we best, by a proper combina-
tion of courses and by proper emphasis of a variety of subjects and of
‘methods, move towards the mental discipline and the sell-reliance and the
/ability to think that should be the residue wheun the years of school are over?

f “The great educational problem of modern times is one of mass educa-
tion. According to our laws, we must be prepared to give every child up
to the age of sixteen a sound foundation for living in the modern world.
There are those who cling to the opinion that education is largsly a matter
of mental drill. Some uniformity of standards must be maintained it our
certificates are Lo be worth anything. Iivery child is entitled to acquirs a
stock of knowledga that is common to all, as far as is humaaly possitle.
It would appear, therefore, that there inust be some measure of uniformity.
But education can very easily become too highly regimented. Knowledge
can to some extent be presented in a series ol manuals and drill books. To
some extent it iz true that drill cannot be neglected. The habits ol industry,
of care, of concentration, are still jusl as fundamental to any system of
education as they always have beea in the past. No matter what new fields
we may enter and no matter what new experiments we may try, all will be
useless unless hased upon a methodical approach. There i3 no real substituta
for the kard grind, il we are to accomplish our main purposes.

“A school is much more than a drill hall. Education cannot he meted
out in uniform doses. Uniform text bonoks, unifor.n methods ot teachiag ars
a very easy approach to the training of the boys and girls who enier our
schools, but if we stop there wo fail to fuldl our task. Thus we merasly
artemnt to give 2 sort of ‘canned’ education By this means it is possible
to instil a routine, an obedience, an acceptance aund, with it ali, un aititnde
ol resignation. A person may become aun etiicient craftsman or a skiiled
worker in a routine system, a3 a result of such training. But would he
become a useful citizen? Talents of leadership and creative abilliy niay
thareby be crushad. ‘T. 8. Eliot in his ‘Notes on the Definition of Cuiture’
said, ‘For thera is no doubt that in our headlong rush to educate everybody,
we ars lowering oyr standards and more aad movre abandonirg thu scudy of
those subjects by which the nssencials of our cnlture—of thal part of it
which s transmissibls by education~—ara transmitted; destroying our ancient
edilices to muke ready the ground upon which the barbarian nomads of the
future will encamp in their mochanized caravans.’

“It is a fact that should be rignificant to all of us that in the period ot
Enzlisit History when literary society was at its zenith, the system of seneral
educzlion was fragmezntary. Sir G. M. Trevelyan, in his ‘English Social
History' summed it up In this way. ‘Yet in spite of the decadence of
the only two Universities that then existed In England, in spite of the
decay of the eadowed schools specially charged with secondary education.
the intedactual lide of the country wag even more hrilliant, and the propor-
tioe ¢f men of genius per head of population in the irregularly educated
Ecgtand of Ceorgs (Il was immensely greater than in our own day. It
wouid seem that the very highesl products of the human mind are the out-
cqme of chance and freedom and variety rather than of unitorm organization;
of the balance of town and country, rather than the dead weight of life in
+w=nnt aitica- of literature. rather than of journalism; of arts and cralts
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.“lt is, therefore, important to endeavour to retain flexibility In our
curriculum and flexibility in the teaching of the subjects in our curriculum.
Bducation in the schools does not merely consist in the memorization of text
books and the solution of problems in arithmetic and in science. The
greatest part of education depends upon personality. The personality of the

:tud{:nt is developed and nourished by contact with the personality of the
eacher.

“ln the elementary school programime that we have in miand, vespons-
ibility will be placed as much as possible at the local level for the outlining
of the couises. This will be particularly so in the rields of social studies,
Bclence, art, and related subjects. The centres of interest which will form
the basis of studies for elementary children in these fields will be closely
related to the nature, needs, and resources of the community and to the
experiences of the children in the communities in which they live. It must be
obvious to everyone that in these studies the particular aspects which should
recelve emphasis in the early years and the type of expression which shonld
be expected in art forms and in written composition should vary considerably
as between the mining areas of northern Ountario, the industrial centres, and
the agricultural communities. Local groups, however, will not ba expected
to prescribe courses in the basic skills of reading, arithriaetic and handwriting.
A vast amount of research in these fields has provided fairly conclusive

~avidence as to the materials that should be included and the methods which
should be used in the teaching of these fundamental skills. The results of this
research have heen embodied in text books which are already on the wmarket
and in teachers’' nanuals which accompany these books. This is ons example
ol the approach toward the double-headed problem of the fundamental drills
on tha one hand and the flexible requiremnents for the imaginative side on the.
other. It is proposed, for instance, to discontinue the authorization of readers’
in the first six Grades and to substitute the permissive nuse of a number of;
series of readers from which selections may be made by individual boards.
The programme of teaching reading in the Normal Schools has already been:
modified, and readers recommended for use in the elementary schools will be.
available in order that graduates of the Normal Schools taking positions in
September, 1950, will be familiar with them, -and with the best method of
presenting the material they contain.

“In considering this whole problem of revising the curriculnm, we should
view the whole school course from the beginning to the end as one long
sequence of development. A complete revision of the curricnlum for all th
elementary and high schools is being planned. Wlen you try to visualiz
what this change involves, you will readily conclude that it must come about
gradually. It will involve many new problems that may arise on the way,
and every change in one Grade will have its repercussions upon the curriculum
in higher Grades. In order to avoid abrupt changes which might adversely
affect the educational progress of the pupils, the revision will be spread over
a period of years. Teacher-training courses will he adjusted to changes in
the curriculum. Teachers in the schools will be informed well in advance,
in order that they may reorganize their courses of study and methods of
teaching. Chunges considered radical will be tested with small groups before
being introduced into the schools generally; but certain definite changes in
lilne with the principlas of this contemplated revision will come into effect
in September, 1950. {

Yt is the considered opinion of the Departmeut that the sharp contrast
between the elementary school and the secondary school should bs eliminated.
We are inily aware that this exists at the present time and that it has been
acceutuated during receat years. The proposed revision will provide for
courses to be continuous throughout the Grades. The Iigh School Entrance;
examination will be discontinued at the earliest possible date. IWe ure giving’
consideration to the means by which this can best be effected and the
obvious ditliculties overcome. There will be a redistribution of the teaching®
load in the High School Grades. At ths present time you will agree, no.
doubt, that this is unequal. It is proposed to reduce the number of subjects:
ih Grade 1X and to transfer to Grades XI und XII some of the work at present;
assigued to Grade XIII.

*[for purposes of curriculum, the present thirteen Grades will be reor-

“I. PRIMARY DIVISION (roughly equivalent.to tha present Grades
I to III).

“I1. JUNIOR DIVISION (equivalent to Grades IV to VI).

“III. INTERMEDIATE DIVISION (comprising the present Grades VII
to X).

“IV. SENIOR DIVISION (Grades XI to XIIl). : i

“I ghall comment upon the first three. Plans for the Senior Division
have not yet been completed.” -

I. PRIMARY DIVISION (Grades I to MI).

““Counsideration will be given to an organization of the primary grades
which would permit one teacher to have under her charge papils f all thrae
grades. A class might then consist of {rom eight to teu pupils of each of thp
age groups, six-year, seven-year, eight-year, who would remaia with the
one teacher approximately three years. Under such an “organization from
eight to ten pupils would move on to the next division (Junior Division) each
year while from eight to ten beginners from kindergarten, or directly from
home, would enter the class. By such an organization rigid grade limits can
be broken down and it is hoped that much of the wastage at present resulting
from retardation may be avoided.

“For subjects such as reading, writing and arithinetic, it will be possible
to organize the class into a small number of groups, each group of children
having relatively the same degres of attainment. It will be possible thus
for a 3ix-year-old who is a superior reader to become a member of a more
advanced reading group, or for an eight-year-old who is backward in arith-
metic to work wﬁth‘a less advanced group in that subject, while working
with his own age group in the other activities of the class.

“Many ot the activities of the class might be engaged in by all pupils,
children ol all age groups participating together. The tasks vequired and
the dagzree of attaiument expected would vary with the age, aptitnldes and
-abilities, of the children, more being expected from the. older, more
experienced and more able pupils.

“Such an organization approximates conditions which obtain in the
ordinary life of children out ot school where children within a relatively
narrow range of variation of age normally engage in the same play activities.
This organization will provide a useful means of providing for individual
differences and varying rates of attainment. It will at the same time mike
possible an enrviched programme for the more abls children while they retain
‘their membership in their own age group with children of their own dagree
of soclal development. '

“It is coniidently expected to enlist the co-operation ot a tew lucal school
boards in experimental testing of this form ot organization during the coming
year."

1. JUNIOR DIVISION (Grades IV ito V).

**An organization of the Junior Division similar to-that proposed for 1he
Primary Division is suggested, where such is feasible. A class would consist
ot from 24 to 30 pupils in which approximately one-third of the pupiis come
from sach of the age levels 9, 10, and 11. Under such an organization che
pupils wounid remain lvith one teacher for approximately three years.

~*0One great advantage of this organization is that it will matzrially
lessen thae need for remedial programmes in such subjacts as reading aad
arithmetic at a later stuge. These programmes are, in effect, an admission
tzat the work ot the earlier grades has been inadequale. Remedial pro-
grammes aim to repair damage after breakdown has occurred; but the
atteution of the curriculum builder should be givea to preventing any such
Lireakdown.”

UL INTIEMEDIATE DIVISION (Grades VIT to X).
*The eurriculum for the Intermediate Division will be desizned a3 2 unit
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-~-urses are ofrfered In ane buildliig or §§V§I'ﬁl. or whetl
taken in elementary schools and part in High School.'l:r part orthew. h\’
“At the present time there is an arbitrary break between Gr 3
8 ! ] ades VII1
and IX which prevents proper articulation between the elementary and
secondary .le\'els. This artificial barrier to proper articulation will be
removed with the discontinuance of the Entrance Examination.

‘““About 46 per cent. of our pupils leave school by the ti i
. % me they atta
the ziigedot.tslxtelen :nd for these pupils a well rounded-out course x{lust“llll(:
provided, it only that they may finish formal schoolin i
achievement rather than of failure. & with a senso of

“For those pupils who are likely o remain in schoo
Senior Division, the Intermediate Division provides an éx;?gr:?of;)tggrggg
in which‘most pupils will select the course in which Lhey expect to specialize
The curncplum at this stage must provide not only a core of material requlreci
by all pupils but 2 range of optional subjects for the purpose of expl(')ration
as well. It must also provide vocatioval subjects for those pupils who have
already decided to enter business and industry at the age of sixteen.'

METHOD OF REVISION.

*“The courses of study which will be prepared and issi -
men_t will be in general terms. They will indicate thel'egb?é::ilt'i:xn?ga‘;}s
attained and the principles to be tollowed. Rigid, detailed courses of stud
wil[ not be provided. ‘The responsibility for filling in the detu-ils o? lhz
various courses will rest at the local level, and it is anticipated that this will
be accomplished through wide participation in tha construction of courses
of study by groups of teachers and inspectors in co-operation with other
professionally competent persons selected by local authorities.

‘“This outline should indicate our general approach tow
changes, and the general purposes that we thinll:) should b:“}j\s:al?iu?x‘xlc:i]::vn
There will, of course, be many special changes in various subjects of thé
curriculum. It is not my intention to outline these in detail. Many decisions
in this respect have not yet been settled. We have, however, definitely reached
these broad decisions as indicated, and within the scope of this more or le;s
flexible outline other changes from time to time may be fitted in ()x:e
recognizes that education is not statie. It is a continuous growth I.t must
reflect changing needs and changing conditions and yet, in view (51‘ all this
we must not fear to cling to certain immutable fundamentals that do not'
change even in swift-inoving times. As an example of what we have in
mind, I might meniion contemplated changes with respect to the teacl;ing
ot geography. It is proposed to discontinue the authorization of the Public
School Geography which is at present in use. For generations, our study of
geography in the schools has presented to the pupil the picture of Canada
as a land of inexhaustible wealth. It is natural that this viewpoint should
have been emphasized. The impression conveyed has been sanguine and
comforting. Indeed, it may have contributed to an attitude of undue czxm—
placency as a result of which people have become profltigate in their
exploitation of our natural resonrces. We have overlooked almost entirely
the great and absorbing problem of conserving these resources while making
the proper use of them. Pupils read of our illimitable forests, our unlimited
mineral wealth and the inexhaustible fertility of our soil and of our rivers
and lakes teeming with fish. The pupil has not been told, lhowever, thaut if you
burn up your forests or cut them down without making adequate provision ror
their regrowth, the whole economy suifers. He has not been tanght that when
streams dry up because ot deforestation and rivers and lakes are poiluted
wild life suffers and game fish cease to exist. These and many closel}:
related questions may be now treated with a new and more realistic approach
The subject of conservation shall be given suflicient s3pace so that the childrer;
now iu our schools may have some appreciation of this whole fascinating
subject. In addition te this, it is eonsidered desirable tg Introduce instruc-
tion in map reading as part of the geography classes. Until now, map readi‘;;-'
has been generally considsred ol importance for military purposes only 1?_
is a most appropriate practical branch of the subject of geography. It.'will
enable pupils, in a very definite way, to relate the principles ot geography

to their own neighbourhood, and, incidentally, it will lay a foundation of.

practice and knowledge which may be very useful in many civiliag ursi
or, it the necessity arises, in wmilitary activities as well. -. pursuits

( Continued on page §)

Education TVIIRISIET 7\TTNOUNTeS TNanges 1 JCinoor wu ATUTH

{Continued from page 8)

‘“With this new approach to the curriculum, we hope that scme progress
will be made towards solving the baflling problems of mass education; of
retaining the essential fundamentals that apply to all, yet avoiding a
regimentation that may stifle the imagination. We should endeavour to
provide sufficiently for those pupils who are not academically brilliant, but
who may look forward to varied and solid achievement. At the same time, we
must do something to encourage, to stimulate and to give incentive to those
with the more brilliant minds and the rarer talents of genius who are so
precious to our civilization. Ve should try, by evervy means in our power, to
avoid allowing our system of mass education to deteriorate into mediocrity
and when Trevelyan says, ‘but even if the future can never again produce
giants like Burke, Gibbon 2nd Johnson, let alone Milton, Newton and Wren,
the number of educaled people capable of enjoving an intellectual life of
some kind may yet be greater than in the past,’ let us not resign ourselves
Lo this fate. It may not be possible to have both, but let us not lose sight
of the danger of suppressing potential genius by spreading education too
thin. More than at any time in the history of the world, responsibility rests
upon the teaching profession—a responsibility of a new and more complex
kind. You are attempling to give guidance to the many, and you are
expected to recognize ihe special needs and to give special atiention to the
few."”
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MEMORANDUM

re

REVISION OF CURRICULUM

It was announced recently that plans for a revision of
the Curriculum were being made by the Department of
Education, and it was stated that teachers and otLers concerned
would be informed of the proposed changes well in advance.

The following pages contain a statement of changes that

have been decided upon, and indicate the lines along which

further changes will probably be made.
>f‘“"

Minister of Education

Toronto,

December 10, 1949

REVISION OF CURRICULUM

It was recently announced that a revision of the curriculum
for Ontario schools is being panned by the Department of
Education. This revision will become effective over a period of
years in order that abrupt changes which might adversely affect
the educational progress of the pupils may be avoided.

Many features of the revised curriculum have been suggested
by experimental work undcrtaken in Ontario and elsewhere.
Certain of the proposed changes will be given further testing with
small groups before being introduced into the schools generally.
Valuable criticisms of existing conditions and useful suggestions
and advice regarding desirable changes have already been
received from the Ontarioc Teachers’ Federation which has
generously undertaken to provide further assistance of this sort.
The Ontario School Inspectors’ Association is offering its research
services, particularly in connection with the problem of the better
articulation of the grades in the Intermediate Division,

Changes to take effect in September, 1950, are indicoted
below.

L. PERMISSIVE USE OF TEXTBOOKS IN THE
ELEMENTARY SCHOOL

(a) The authorization of the readers at present in use for Grades
* I'to VI will be discontinued as of June 30, 1950.

(b) Permissive use of the serics of Readers for Grades I to
HI (Primary Division) and Grades IV to VI (Junior
Division) listed in the attached schedule is approved,
Other series, if found appropriate and suitable, will be
added to the list from time to time,

(c¢) Pupils will not be required to buy these books.

(d) School boards will be required to provide readers in num-
bers sufficient for the use of the pupils.  One basic reading
scries should be sclected.  Boards should make their sclec.
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(e)

(f)
(g)

(h)

(i)

(k)

tion after consultation with teachers, principals, and
inspectors concerned.  Sclection should be made carly in
1050, so that teachers may become acquainted with the
readers and the accompanying manuals hefore the readers
are presented to the pupils. A suflicient number of books
from other series to provide supplementary reading may be
chosen if desired. Books will be retained in the scﬁool, and
with proper care should last for many years.

Legislative grants on expenditures for the purchase of these
books will be paid by the Department of Education at the
rate applicable to the board concerned, regardless of the
“ceiling”

Regulations will be amended to provide for the above
changes.

The financial statement for 195), and the grant form for
the Kem‘ 1951, will be amended to provide for the inclusion
of these expenditurcs in a special category.

Students attending the Provincial Normal Schools, and
students attending the Ontario College of Education who
take the public school option, will have special instruction
in the use of the new approved readers from January to
June, 1950.

Teachers attending summer courses in Education, Auxiliary
Education, Primary Methods, the Normal School summer
sessions, and refresher courses will receive instrvction in
the new reading programme.

Authorization of the Ontario Public School Geography is
discontinued. Permissive use of certain modern geography
text-hooks will be approved, and the titles will be announced
at an emrly date. Consideration will be given to the listing
of new books in English and Social Studies and an announce-
ment regarding them will be made at a later date.

Following the usual practice of the Department, the use
of the readers and the Ontario Public School Geography
at present authorized will be permitted for one year after
the termination of the authorization, on resolution of the
school board.

4

I1. DIVISIONS OF THE CURRICULUM

(a)

(b)

(c)

(d)

The revised curriculum will provide for for, Divisions.

Primary Division —roughly cquivalent to the present

Crides Lo 1115,

Junior Division —equivalent to Grades LV to VL

Intermediate Division—equivalent to Grades V1I to X.

Senior Division —Grades XI to XIII.

PRIMARY DIVISION

Tentative revision of the curriculum for the Primary Division
will be made and will be in the hands of the teachers before
the close of the present school year.

This revision will make possible an organization which will
permit one teacher to have under her charge pupils of all
three grades. A class may then consist of from eight to ten
pupils of each of the age groups, six-year, seven-year, eight-
year, who will remain with the one teacher approximately
three years. Under such an organization from eight to ten
pupils will move on to the next division (Junior Division)
each year while from eight to ten beginners from kinder-
garten, or directly from home, will enter the class.

Certain boards will be asked to establish this organization
on an experimental basis in a limited way in September,
1950. Other boards who wish to adopt the new organization
at that time may do so, after consultation with the inspector
and with his approval.

After the results of the experimental classes are known it is
expected that this organization will be used generally where
the board considers it feasible and desirable. Where it is
not practicable to adopt this form of organization, the
revised curriculum will permit an organization of the course
as at present but rigid grade limits should be broken down,
and much of the wastage at present resulting from retarda-
tion should be avoided.

5
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(e)

()

(g)

The revised curriculum is designed to remedy two dcfects
of the present system of organization which have been
repeatedly drawn to the attention of the Department by
school inspectors, teachers, and others:

(i) There is unnecessary retardation of pupils who are held
in one grade for a year’s time and are then required to
repeat a grade. Many children are able to complete the
work of a grade in 6, 7 or 8 months. These children should
be allowed to proceed without waiting for the end of the
school year. Some children cannot complete the work of a
grade in the 10 months of the school year but could com-
plete it in 12 or 14 or 16 months. These pupils should be
allowed to proceed at their own rate and undertake the
work of the next grade when they are ready to do so.

(ii) It has been found that many pupils in the higher grades
have scrious reading defects. Expensive and cumbersome
programmes of remedial reading have been advocated to
correct these defects. The organization of the Primary
Division as outlined, the provision of adequate graded read-
ing material in the Primary and Junior Divisions, and the
use of modern methods of teaching should go a long way to
prevent such difficulties from arising,

For subjects such as reading, writing, snd arithmetic, the
class may be organized into a small number of groups,
each group of children having relatively the same degree of
altainment. A six-year-old who is a superior 1eader may
then become a member of a more advanced reading group,
or an cightyear-old who is backward in avithmetic may
work with a less advanced group in that subject, while
working with his own age group in the other activities of
the class,

Most of the other activities of the class may be engaged in
by all pupils, children of all age groups participating
together, The task required and the degree of attainment
crpected will vary with the age, aptitudes and ahilities, of
the children, more being expected from the older, more
experienced and more able pupils.

(]

(h) The proposed organization approximates conditions which
obtain in the ordinary lifc of children out of school. There,
children within a rclatively narrow range of variation of
age normally engage in the same play activities. The new
Primary Division offcrs a useful means of providing for
individual dillerences and varying rates of attainment. It
will at the same time make possible an enriched programme
for the more able children while they retain their member-
ship in their own age group along with children of their
own degree of social development.

(i) Activities in written English, Social Studies, Science, and
Art, and the instruction to be given in Health, should be
outlined by teachers, or groups of teachers, with the advice
of the inspector, to meet local conditions and the necds of
the pupils.

JUNIOR DIVISION

It is proposed that a similar organization for the. Junior
Division will be made where such an organization is feasible but
it will not be required for the school year beginning in September,
1950.

INTERMEDIATE DIVISION

(a) The curriculum for the Intermediate Division will be
designed as a unit for pupils of the age range of 12 to 16
years.

(b) No change in the administration of public, scparate, or high
schools is required to implement this revision.

(¢) The purpose of the revision in these grades will be:

(i) to overcome the barricr to proper articulation between
Grades 8 and 9 which now exists;

(ii) to provide a well-rounded course for the pupils who
leave school by the time they reach the age of sixteen
so that they may finish formal schooling with a sense of
achievement rather than of failure;

7
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(d)

(e)

(£)

()

(iii) to provide an exploratory period in which pupils who
ae likely to remain in school and to enter the Senior
Division will sclect the course in which they expect to
specialize.

The High School Entrance Examination js discontinued at
once. A later announcement will be made regarding the
mode of promoting Grade VIII pupils in June, 1950,

The full revision of the courses in the Intermediate Divis-
lon cannot go into effect until the revisions of the Primary
and Junior Divisions are operative, but some modification
of the course in Grade 7, to become cifcetive in September
1950, may be expected and a later announcement regardiné
this will be made.

Through an increased range of choice in Grades IX and X
pupils will be afforded a wider opportunity for exploriné
subject fields, and principals will be given more freedom
in time-table construction. Commencing in September
1050, the number of obligatory subjects in Grade 1X will
be reduced to English, Social Studies, Mathematics, Physi-
cal and Health Education, and Guidance. It will be possible
therefore, for principals so to arrange time-tables in Grades
IX and X that each pupil, if he so desires, will have the
opportunity of covering a range of optional subjects prior
to making a selection of specialized courses in Grade XI.
In practically all of these optional courses, a course taken
in Grade X will not necessarily be dependent upon a course
in the same subject taken in Grade 1X. It will be possible
to arrange independent and parallel courses in a subject,
which may be taken singly in either or both grades, or used
in rotation in the smaller schools where it is necessary to
combine pupils of both grades in an optional subject.

In Vocational Schools, principals may offer in Grade IX
any combination of the practical subjects which are basic
ta the specialized Industrial, Agricultural, Home Economics,
Commercial or Art Courses, provided the time allotment to
such subjects meets the minimum requirements set by the
regulations. Morcover, with the approval of the Minister,
a scheol may organize special two-year courses in Grades
IX and X for pupils who intend to enter business or indushy
at age 16,

8

(h) The success of the reorganization of the curriculum of the
Intermediate Division will depend on the full co-operation
of the teachers of Grades IX and X and the teachers of
Grades VII and VIII. It will be necessary for the teachers
of each grade to appreciate what is being attempted in cach
of the other grades. Frequent conferences of the teachers
concerned will be necessary, and the fact that Grades VII
and VIII may be conducted in Public and Separate Schools
while Grades IX and X are conducted in Secordary Schools
must not be permitted to hinder harmony and under-
standing,.

SENIOR DIVISION

Immediate steps will be taken to distribute more equitably
over Grades XI, XII, and XIII the weight of prescribed work
in the courses leading to Upper School Examinations for the
Secondary School Honour Graduation Diploma and for entrance
requirements to Normal Schools and University Courses. Fuller
details of modifications in the subject courses of Grade XI for
the school year 1950-51, to implement this suggested change, will
be issued later.

III. INCREASED EMPHASIS OM CONSERVATION
AND MAP READING

(Intermediate and Senior Divisions)

The proper usc and conservation of our natural resources of
forest, farm and water supply is a malter of pressing importance
in our economy. The need has been impressed upon the Depart-
ment of Education of turning out graduates from our schools
who have a favourable attitude to the problems of conservation
and who will have some knowledge of means that can be
employed. It is obvious that conservation cannot be added to
the cwrriculum as a separate and distinet subject, but it is neces-
sary to include in the revised courses adequate information and
suitable activitics to develop the desired favourable attitude. This

9
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will involve the inclusion of suitable material in the courses in
Mathematics, English, Social Studies, Geography, History, Science
and Agriculture and this problem is now urder consideration.

The care and management of the farm woodlot will form
an important topic, particularly in rural areas, and the pupils
should be given some idea of the Mathematics required as sug-
gested in the report of the Ontario Royal Commission on Forestry.
The courses in Geography and History will be modified to make
pupils awarc of the effect of the devastation of forests oh our
water supply, the water table, the supply of wild life, and the
productivity of the soil. The causes, effects, and the prevention
of erosion will be considered in the Science courses and specific
instruction regarding the maintenance of the ferlility of the soil
will be provided in the courses in Agriculture.

Specific reference will be made to localities in Ontario which
have suffered through forest depletion and soil erosion; and con-
sideration will be given to possible methods of repairing the
damage which has been done. Pupils will be made aware of
methods at present employed for the preservation of our forest
resources and study will be made in the localities affected, of
proposed River Valley Developments, their aims, and the plans
that have already been established.

The subject of map reading is closely related to the study of
conscrvation. Tt is proposed to introduce this study as a part of
the courses in Social Studies and Geography at the appropriate
grade levels.  (‘The maps of the National Topographic Series will
be used,—secale: 17 to the mile, where they are available, and,
scale: 27 to the mile, in those parts of Ontario that have not yct
been provided with 17 to the mile maps. Maps on scale of 1” to
the mile are available for most of southern Ontario.) It is expected
that the map reading will include considerable work in the field
and for this purpose a knowledge of the use of a simple compass
will be required.

10

Steps have been taken to include instruction i Conservation
and Map Reading in the Normal Schools and the College of Edu-
cation. By the end of june. 1950, 1,500 teachers who have given
consideration to the increased emphasis on conservation and who
have been trained in map reading will be added to those now in
service who are already equipped to carry on this work. Instruc-
tion in conservation and in map reading will also be offered in
the summer courses to be held in the summer of 1950.

IV. REMOVAL OF OBSOLETE MATERIAL

It is plain that additions cannot be made to a curriculum that
is alveady overloaded unless relief is provided in other directions.
Topics that have become obsolete or of minor importance will
be removed from the courses and every effort will be made to

keep the requircments of the curriculum within manageable
proportions.

Toronto, December 10, 1949
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ONTARIO ROYAL COMMISSION ON EDUCATION APPENDIX I:G
SELECTED RECOMMENDATIONS RE: THE CURRICULUM, 1950

The Curriculum

16. We do not propose to outline in detail the curricula
and courses of study for the reorganized educational system.
We do not think it desirable for us to attempt this task;

and we are convinced that, if our schools are to meet indi-
vidual needs, the curricula and courses of study should be
suggestive rather than narrowly prescriptive, and should be
developed through co-operative effort by all who are concerned
with the educational development of the child. This method
of procedure is necessary if we are to promote in our schools
that spirit of initiative, experiment and co-operation which
should characterize education in a democracy.

17. We consider it desirable, however, to provide some gui-
dance to those whose responsibility it will be to formulate
the detailed arrangement of curricula and courses of study-
Accordingly, we indicate the general nature of a programme
which we believe will realize the aims of education which we
have outlined. In doing so, we have considered the educa-
tional system as a whole; we have excepted only the programmes
of special education and the adaptations of the programme for
those elementary schools in which French will be a subject of
study and language of instruction and communication with the
permission of the Minister of Education, to which special
attention will be given later. Within these limits, we present
the broad outlines of curricula for each stage of the reorga-
nized educational system.

(p. 106)

55. We therefore recommend

(a) that, to the extent feasible, a policy of gradual decen-
tralization of the interna of education be initiated,
with increasing control of such items as curricula,
courses of study, textbooks, supervision of instruction,
and the establishment andoperation of special services
being delegated to local education authorities adminis-
tering local school units of such size as to warrant the
possession of such comprehensive powers and duties;



(b)

226

that, to the extent feasible, the control of such
externa as the business administration of schools, the
provision of satisfactory post-elementary education,
the provision of a sufficient number of schools, the
enforcement of statutory provisions for compulsory
attendance, the transportation of pupils, or services
in lieu thereof, the financing of the minimum program-
me, and capital expenditure remain decentralized from
the standpoint of the central authority, but be centra-
lized under the control of such local education autho-
rities.

(p. 198)
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APPENDIX I

PROMOTION FROM GRADE VIII
AND ADMISSION TO GRADE IX

ONTARIO DEPARTMENT OF EDUCATION MEMORANDUM

RE
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3. Each principal will prepare a list of promoted pupils
fo be submitted through the inspector to the secondary
school principal. It is desirable that this list should indicate
the teachers' estimate of each pupil's ability in the various
school subjects of Grade Vil and provide any pertinent
information regarding the pupil which is in the possession
of the clementary school principal and would be of use to
the teachers of Grade IX in advising the pupil as to the
programme he should follow.

4. Tre promotion list submitted to the inspector by the
principal of the elementary school should be accompanied
by a list of the pupils not promoted. The inspecior should
scrutinize carefully all cases of non-promoted pupils to
assure himself that the best interests of these pupils will
be served by remaining in Grade VM, and after con-
sultation with the principal, the promotion list should be
revised, if necessary.

5. The secondary school principal should arrange to
provide as much information as possible for the teachers of
Grade VIl regarding the courses and options which his
school is prepared to offer. This information should be
made available to the pupils and their parents to assist
them in choosing the most suilable available programme.

6. Elementary school inspectors and secondary school
principals concerned should consult regarding the most
convenient method of providing the principal of the sec-
ondary school with the required information regarding
pupils in his high school district who have been promoted
to Grade IX.

4

7. Each pupil who is promoted from Grade Vill to Grade
IX shall be given by his principal a statement or a com-
pleted report card showing clearly that the pupil has been
promoted. Pupils should be directed to retain this state-
ment for presentation to the principal of the Grade IX
which they will enter.

8. No report will be required by the Depariment of
Education of pupils who are promoted from Grade Viil to
Grade IX but it is considered important that accurate
records of promotions be retained in each school for
future reference. The use of Exam. Forms 14 and 14a
"Principal's Report on Standing of Candidates for High
School Entrance Examination” is discontinued.

ADMISSION TO GRADE IX

1. {a) A pupil who has been promoted from Grade Vil
to Grade IX in the monner outlined above shall
be adnmitted to Grade IX.

(b) Pupils of private schools, pupils from outside
Ontario, and other special cases, shall be ad-
mitted to Grade IX after the principal has satisfied
himself that the applicant is competent to under-
take the work of that grade.

This is in accordance with Section 17 of The High Schools
Amendment Act, 1950.

2. No report of pupils admitted to Grade IX by the
secondary school principal will be required by the Depart-
ment of Education, but record of such admissions should be
made in the school.
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3. Some school boards have already made arrangements
for the reception by the secondary school on the last two
school days of June of pupils promoted to Grade IX.
These promoted pupils will be conducted to the secondary
school by an elementary school teacher. The secondary
school principal will arrange for members of his staff to
show the pupils the various departments of the school and
to explain the work offered in these departments.

4. After he has had time to make an intelligent choice,
the pupil should be required to indicate his choice of courses
and oftions offered in a written statement, and this state-
ment should be signed by the pupil's parent.

5. It may be expected that in some cases pupils may be
promoted prematurely. The principal of the secondary
school and the elementary school inspectors should form a
committee to ‘study such cases and to consider what
action should be taken to improve the situation for the
next year.

6. It may also be expected that some pupils will enter
Grade IX for whom the present courses offered in Grade
IX will not be suitable. It will be the duty of the principal
and staff of the secondary school to arrange programmes
that will meet the needs of these pupils.

7. In order that a unifled and continuous progromme may
be provided in The Ilntermediate Division it would seem
advisable that curriculum committees consisting of teachers
of Grades VI, Vlil, IX, and X should be established. Such

é

committees have already been organized on an experi-
mental basis in a number of centres. A further statement
regarding the establishment of curriculum committees will
be issued at a later date.

Do (AL

Minister of Education

Toronto, March 30, 1950.
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| i iculum
ONTARIO Committees on Curriculu
DEPARTMENT
OF The establishment of local curriculum committees consisting
EDUCATION of teachers of Grades 7 and 8 and of Grades 9 and 10

\EMORANDUM

Re ESTABLISHMENT OF LOCAL
COMMITTEES ON CURRICULUM

CURRICULUM: 3

40,000 — MAY, 1950
10,000 — JULY, 1950
5,000 — APR., 1960

was referred to in Memorandum re Promotion from Grade
VIl and Admission to Grade IX (Curriculum: 2), dated March
30, 1950. Such commitiees have already been organized in
a number of centres. The following statement outlines the
functions that curricllum committees may be expected to
perform and describes a suggested procedure for their
organization. Although the procedure of organizing local
curriculum committees may vary with different localities,
the simplest and most convenient unit of organization will
be that which includes a Secondary School and the Ele-
mentary Schools, both Public and Separate, from which the
Secondary School draws its pupils. For each local unit there
should be established:

(a) a Coordinating Committee;
(b) Teachers’ Committees.

FUNCTION OF THE COORDINATING COMMITTEE

The function of the Coordinating Commitiee will be:

{a) to appoint local curriculum committees consisting
of teachers of Grades 7 and 8 and of Grades
9 and 10;

(b) to refer to these commiitees problems related to
local curriculum planning;
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(c) to mcke arrangements for the meeting of such
committees;

(d) 1o call general meetings of teachers concerned
for the purpose of receiving and discussin
reports submitted by the committees;

(e) to arrange for the coordination of courses of
study into a unified and continuous programme;

() to recommend to the boards concerned the ad-
ministrative steps required to give effect to
changes finally agreed upon.

CONSTITUTION OF THE COORDINATING COMMITTEE

1. In cities with supervisory officials, the following admin-
istrative officials shall be members of the Coordinating
Committee:

(a) the Director of Education;

(b) the Superintendent of Secondury Schools (or the
Principals of Secondary Schools);

(c) the Superintendent of Public Schools (or the
Inspectors of Public Schools);

(d) the Inspectors of Separate Schools.

2. In other centres, the following administrative officials
shall be members of the Coordinating Committee:
(a) the Principal(s) of the S:condary School(s);

(b) the Inspectors of the Public Schools and of the
Separate Schools from which the Secondary
School draws the majority of its pupils,

4

3. There may also be appointed to the Coordinating Com-
mittee, as constituted above and at its discretion, addi-
tional members who will represent:

(a) Principals of the Public and the Separate Schools;

(b) teachers cf Grades 7 and 8 of the Public and
the Separate Schools, and of Grades ¢ and 10 of
the Secondary Schools;

(¢) local units of the affiliates of the Ontario Teachers’
Federation.

FUNCTION OF TEACHERS’ COMMITTEES

1. The chief function of teachers’ curriculum committees is
the planning of local instructional programmes for the
Intermediate Division. The work of these committees wrill
vary in nature according to the needs of the community, and
the scope of work undertaken by each committee will de-
pend upon the problem assigned. The most common assign-
ment will be the construction or revision of detailed courses
of study for the various grades. The work of a committee,
however, may include such problems as the planning of a
guidance or a health programme, the improvement of
handwriting in schools, or the preparation of source mate-
rial for teaching such topics as conservation. In some of this
work, a committee may find it advantageous to enlist the
services of persons outside the teaching profession through
cooperation with organizations in the community represent-
ing the home, business, industry, agriculture, or labour.

2, Since the curriculum should be understood to include
all the experiences and activities in which pupils participate

5
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under the direction of the school, it is the function of each
curriculum commiitee to relate its work to the programme as
a whole. Local committees of teachers will be able to take
advantage of the many opportunities for coordinating
subject instruction. For example, through coordinated plan’
ning, a field trip may combine the topic of soil erosion in
Science with map using in Social Studies; a report of the
trip may be used as an exercise in English Composition; and
the exercise out-of-doors will provide opportunities for
Physical Education.

3. It is the responsibility of curriculum committees to keep
detailed courses of study well balanced and within reason-
able limits. Topics which have become obsolete or which
have little application to the life of the pupil should be
omitied from courses. Problems of minor interest to the

community should be replaced by those of more pressing
importance.

4. Curriculum committees may help teachers to improve
their instruction by providing them with valuable teaching
aids through:

(a) organization of typical units of instruction;

(b) preparation of source material on special topics
related to more than one subject;

(c) selection of reference books and materials;

(d) evaluation of films and film strips;

{e) Investigation of material within the community
which may be used to make the programme of
instruction more realistic and of more immediate
interest,

REFERENCE BOOXS ON CURRICULUM PLANNING

Curriculum committees may obtain helpful suggestions from

scently published reference books such as the following,
“which have been found useful. More complete bibliog-
raphies are suggested in several of these boaks.

Krug:  Curriculum Plonning. Harper & Brothers, New York, 1950,

Jorsild: Child Development and the Curriculum. Bureau of Publications,
Teachers’ College, Columbia University, New York, 1946.

Ministry of Education (England): School and Llife. H. M. Stationery Office,
London, 1947.

Yearbooks of Association for Supervision and Curriculum Development,
1201 Sixteenth Street Northwest, Washington, D.C.

1944—Toward a New Curriculum
1945—Group Planning in Education
19456—Lecadership Through Supervision
1947—Organizing the Elementary School
1948—~Large Was Our Bounty

1949~Toward Better Teaching

1950—Fostaring Mental Health in Our Schools

ﬁcwa (o

Minister of Education

May 15, 1950.
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FOREWORD

The Memorandum 1e Establishment of Local Committees
on Curriculum (Curriculum : 3), dated May 15, 1950, gave
directions and snggestions to provide for the revision of counses
within a local school system by a Coordinating Conmmitiee and
Teachers’ Committees. To assist these Committees in their
work, the accompanying circular contains a statement of ob-
jectives for the revision of the curriculum in the Intermediate

Division, and suggestive outlines of comses ol study in certain
subjects for Grade VII.

In the preparation of thesc outlines, 1ecommendations 1e-
cived fiom the Ontario Teachers’ Federation and the Ontario
Educational Association were given consideration. The suggested
courses are based on modern educational thought and practice
in Canada and elsewhere. They were prepaied by committees
of the Ontario School Inspectors’ Association comprising
mspectors of Elementary and Secondary Schools and the repre-

sentatives from the staffs of the Ontaiio College of Education.

The outines aie not presaiptive, and detailed piescriptive
courses will not be issued by the Department of Education,
They e designed solely 0o help Teachars’ Commitiees in
drawing up courses of study suited to their pairticular commu-
nities by indicating a geneial field tor study in a given subject,
and by providing an example and a basis {or discussion.

For the year conmnencing September, 1930, a school board

has permission to use the following 1ypes of comses under the
circumstances stated:

1. Where a Teacheis’ Committee has completed jits work
of drawing up a couse of study, such course maf be used
on the recommendation of the Coordinating Committee;

2. After the necessary modifications have been made by

Teachers” Commitiees to suit local conditions, the sug-
gested outlines, or any one ot moie of them, may be
used on an experimental basis on the 1ecommendation
of the Coordinating Commiittee;

3. Where a Teachers' Committee has not proceeded far
enough in its work to recommend its own course or
changes in the suggested outlines, the suggested outlines
submitted herewith may be used with the approval of
the elementary school inspector.

Where a school board does not make use of the foregoing
permission, the present authorized course shall be followed.

@m(/a?@&f'

Minister of Education
Toronto,

June 15, 1950.
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TABLE OF CONTENTS OBJECTIVES FOR THE REVISION
OF THE CURRICULUM IN THE
Objectives for the revision of the curriculum_____ 7 |NTERMED|ATE DlVlSION

Organization of the school programme 10 In the revision of the curriculum for the Intermediate
Outli . 17 Division, the chief aim is to provide a programme for Grades
utlines of courses for experimental use. ... VIL, VIIL, IX and X which will be
English__ el 18 (a) unified and continuous,
(b) adaptable to the individual differences of pupils
Social Studies.__. a8 ranging in age from 12 to 16 years, and
(c) suited to the needs of the local community.
Mathematies ... .. 57
Unity and Continuity
General Science 67

A recent swrvey in Omario indicated that out of all pupils
entering the elementary schools approximately 569, continue
Art 84 . - o7
their education to the end of Grade X, but that only 219, com-
plete Grade XII. Many pupils in Grade IX start four-year
courses which they do not finish, and in many cases they drop
out of school with a sense of frustration or failure. Itis apparent,
Home Economics —t 95 therefore, that Grade X, instead of Grade VIII, should be
1ecognized as the end of a definite stage in the school education
Industrial Arts 107 of the majority of pupils.

Music 92

By grouping Grades VII to X in a single Division of the Cur-
riculum, a unilied and continuous programme can be designed
for these grades to meet the needs of pupils in the age range of
12 10 16 years and to provide a wellrounded course for pupils
who may leave school at the end of Grade X. One of the artificial
barriers to continuity has been removed by the abolition of the
High School Enwrance Exanmiination. The extent to which the
programme of the Intermediate Division can be unified and
coordinated will depend upon the degree of cooperation between
teachers of Grade VII and VIII in the Public and the Separate
Schools and teachers of Grades IX and X in the Secondary
Schools. In a local school system, it is essential that teachers of
one grade be familiar with what is being done in each of the

1
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other grades, and that teachers of one subject know what teachers
of other subjects are trying to accomplish. Sharing responsibility
for constructing courses of study is an effective means of achiev-
ing this objective.

Individual Differences

One of the aims of the school programme is to provide for
cach individual those activities which are adapted to his par-
ticular capacities and in which he may participate with reason-
able success and satisfaction.

Pupils in the age group of 12 to 16 years possess a wide range
of abilities and interests which must be given opportunities for
trial and growth. It is during this adolescent period also that
many pupils develop strong vocational interests, and it is im-
portant that these pupils find in the school curriculum opportu-
nities to pursue courses related to these .nterests.

To meet the demands arising from these individual dif-
ferences, the curriculum of the Intermediate Division should be
kept flexible and diversified. In Grades VII and VIII, individual
differences may be met through a variety of activities within the
common course offered to all pupils. While this principle will
apply also to the obligatory subjects of Grades IX and X, further
opportunities for meeting individual differences will be afforded
in these grades through optional subjects and special courses.

Community Needs

School programmes should be designed to meet the needs
of the local community and so to appeal to the immediate in-
terests of the pupils. School and community life should be closely
linked, and local situations should be used to illustrate school
instruction. The pupil’'s own community is the best place to
get at first hand an understdnding of his physical and social
environment. Through this understanding of the physical,
economic, and social relationships in his own community lies
the surest way to his understanding of the wider relationships
between the present and the past, and between our country and
the rest of the world.

To achieve these objectives, the responsibility for construct-
ing detailed programmes has been placed on local authorities.
Local curriculum committees consisting of teachers of Grades VII,
VIII, IX and X are well qualified to assume this responsibility.

Their ideas arising from daily experience in school will con-
tribute to the practical success of the programme. They will also
be able continually to evaluate and revise their courses of study
on the basis of actual use and experiment.

Freedom within wide limits to construct courses of study has
been used with success in many parts of Ontario. Such pro-
grammes, designed to meet local needs, have been effective in
holding the interest of pupils, decreasing the number of pupils
dropping out of school, and improving the quality of community
life. Curriculum planning by local committees of teachers will
xtend these benelicial results and will enable schools to provide
tore realistic and interesting courses.

age



possible, even in smaller schools, it is suggested that certain

optional subjects be offered on a two-year rotation plan. A

coursc of study in Science, Art, Music, Agriculture, Home

Economics, Shop Work, or Commercial Work need not be de.

ON OF THE pendent upon the course of the preceding year in the same
ORGANIZATI subject. The offering of alternate, parallel courses in each of

these subjects on a rotation plan will not only simplify time-
SCHOOL PROGRAMME I P

table organization, but also will enable a pupil to choose the

| subject in either or both grades. L'nder this arrangement, some

The programme of the Intermediate Division should be punils may sclegt jn Qrade ]2{ t!ne Slll:)i('fc.ts in which thgy have

designed as a unit for pupils of the age range of 12 to 16 years. decided to specialize in the Senior Division, other pupils may

To meet the needs ot these adolescent pupils along the lines explore several subject lields hefore making a final choice, and

suggested in the objectives of the curriculum for the lmgr- pupils who are required 1o repeat a subject need not 1epeat the
mediate Division, the organization of the school programme in same course content,

this division should include
Special Courses for pupils who intend

d ligaton subjects.
() obligatory ) to leave school at age 16

b) optional subjects and cowmses, and , o e . .. .
(b) of ) Wheire a suficient number of pupils indicate their intention

(c) special courses. of leaving school at the end of Grade X, a school may organize
special courses adapted to the needs of such pupils. In addition
to appropriate work in English, Social Studies, Elementary

Obligatory Subjects Mathematics and Physical Education, these courses should com.

It is recommended that a common, general course be offered prise considerable training in those skills which, together with
to all pupils in Grades VII and VI, with special adaptations to 1elated info mation, are Imslc_ to lmn_lemakmg, ::g'l‘lCll]lllre, busi-
meet individual difterences within a class group. In Grades IX ness, or apprenllqeﬂup_ in the industrial trades. Such courses may
and X, part of the programme should consist of ob'llgatory Sl.lb- also contaim options m music (vacal or instrumental), in art,
jects containing the common learnings and experiences which and In a variety of crafts.
make up a well-rounded gcneml cclucaupn for l)ll[)lls of this ‘ Since thcse.special COUNses "195.( he organjled l)) local cur-
age-group. The time allotted to [llcsq obligatory subjects \:;ou!(l ucuhpn comnittees 1o meet specific needs, they \_wl.l qecessarily
be approximately 60¢, of the wotal in Grade IX, and 1407, in rary in subject content. In every case, however, it is important
Grade X. The remaining time should be allotted to the optional that emphasis be placed on those activities and experiences
subjects, but the courses in such subjects ShOl.I](l be kcL)t general which will promote desirable attitudes and efficient work habits.
in character in order that they, too, may contribute to the general Pupils completing such couses should experience a sense of
tducation of the pupils selecting 1hem. achievement which will enable them to enter employment with

confidence and to participate in leisure-time activities with en-
Optional Subjects and Courses in Grades 1X and X joyment.

The number of optional subjects offered will depend upon

the facilities of the school, the qualifications of the staff, and the Organization of the Time-table

limitations imposed by the maintenance of an economical pupil- In arranging time tablcs, prindipals of secondary schools and
teacher ratio. In Vocational and Composite Schools, _opuon.al of gradcd clgmcmary scl199ls will have to m?kg special modifi-
courses as well as optional subjects should be mafle avallal?le in cations 1o suit !o_cal LOI]('IFIOHS and to mcet lnquauons imposed
these grades. In order that pupils may have as wide a choice as by school [acilities, teaching staff, transportation of pupils or

10 1
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optional subjects and courses. In most cases, a school week of
40 periods, of 40 minutes each, will provide for the best distri-
bution of teaching periods.

In order to reduce the difficulties of transition from Grade
VIII to Grade IX and to retain a closer relationship between
teacher and pupil in all grades, it is suggested that a number of
subjects be assigned to a home room teacher in each grade of
the Intermediate Division. For example, the subjects of English,
Social Studies and Mathematics might be assigned to the home
room teacller in Grades VII and VIII, while the other subjects
might be divided among teachers who are specially trained in
the respective subjects. This grouping would divide the time
about equally between the home room subjects and the specializ-
ed subjects. In Grades IX and X, various groupings of subjects
might be used to provide for an allotment of 25%, to 35%, of
the total time to the home room teacher.

Courses and Subjects of Study

Grades Vil and VI

English Science
Social Studies Q{" )
. . susic
Physical Education Home Economics or Industrial
Mathematics Arts
Grade IX
General Course
Obligatory Subjects
English Physical Education
Social Studies
Mathematics Guidance (Occupations)
Options

Any three or four of

Science or Agricultural Science, French, Art or Music or Art
and Music, Shop Work or Home Economics, Agriculture,
Typewriting or Business Practice or Typewriting and Busi-
ness Practice.

12

Note 1: A pupil who intends to select in Grade X1 a course
qualitying him for entrance to university should select
French as an option in Grade IX.

Note 2: When the approval of the Minister has been obtained,
special courses (see p.11) may be arranged for pupils

who do not intend to qualify for an Intermediate
Certificate.

Vocational Courses

In Vocational Schools, the time allotted to the teaching of
the practical subjects in any one of the Industrial, Agricultural,
Home Economics, Commercial, or Art courses shall not be less
Jan twenty-five per cent (25%) of the total time. In a time-
table of a pupil exploring two vocational courses, the time allot-
ted to the teaching of the practical subjects of those courses shall
not be less than thirty-five per cent (35%) of the total time.

Special vocational courses may be arranged with the approval
of the Minister.

In the Industrial Course, Drafting is a bligat h
subject i ng is an obligatory shop

Grade X

General Course

Obligatory Subjects
English
Social Studies
Physical Education

Options

Any four or five of
Mathematics, General Science or Agricultural Science, Latin,
French, Greek or Spanish or German, Art or Music or Art
and Music, Shop Work or Home Economics, Agriculture,

Typewriting or Business Practice or Typewriting and Busi-
ness Practice.

Note 1: With the approval of the Principal, a pupil who is not

a candidate for an Intermediate Certilicate may select
fewer than four options.

13

Lee



Nota 2. In schools with Departments ol Agriculture, a pupil
taking both Agriculune and Shop Work may select five
options.

Note 3: The principal should make certain that the pupil in {he
General Course sclects the options which are essential
tq the course he intends to puisue in Grades XI, XI(1
a?l(l XIII.

Note 4: Re Prerequisite Options. Standing in Mathematics or
a lunguage in Ghade X is a prerequiste for the corres-
ponding subject in Grade X1. Standing in Science or
Agticulwural dcience, A1t or Music or Art and Music,
Shop Wmk or Home Lconomics, Agriculture, T'ype-
wiiting or Business Practice or Typewriting and Busi-
ness Practice in either Grade IX or Grade X is a
prerequisite for the conesponding subject in Grade X1

Industrial or Agricultural Course

Obligatory Subjects Vocational and Related Subjects

English Shop Work or Agriculture
Social Studies and Shop Work
Physical Education Mathematics
Science or Agriculiural
Science

Options
Any one of

Art ot Music or it and Music, Ihafting, French.

Home Economics Course

Vocational Subjects Obligatory Subjects

English Home Economics
Social Studies
Physical Education

Options

Any two of )
Mathematics, Science or Agricultuial Science, French, Art or
Music o1 .\t and Music, Commercial Work.

14

Commercial Course

Obligatory Subjects Vocational and Related Subjects

English Commercial Subjects
Social Studies Business Arithmetic
Physical Education

Optioas
Any one or two of

French, Shop Waik or Home Economics, Art or Music or
Art and Music, Science or Agricultural Science.

Art Course

Obligatory Subjects Vocational Subjects

English Art
Sacial Studies
Physical Education

Options
Any two of

Mathematics, Science, Shop Wairk or llome Economics,
French, Music. Commercial Waork.

Guidance Programme in Grades VII, VIiI, 1X and X

The provision of opportunity for choice of optional subjects
and courses makes guidance an essential element of the curricu-
lum of the Intermediate Division. Guidance should not be
considered as a sepaiate subject for which one or two teachers
of the staff are responsible, but 1ather as a purpose which inte-
grates the whole schosl programme and a service for which
cvery teacher assumes a share of responsibility. An effective
guidance programme must be directly concerned with the de-
velopment and adjustment of each individual pupil. It must
provide him and his parents with educational and occupational
information which is accurate and up-to-date. Through group-
quidance and individual counselling, the pupil should be led
o make intelligent choices with 1espect to his education and his
futme vocation.

15
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The optional subjects of the Intermediate Division afford
the best opportunity for exploratory experiences upon which
the pupil may base his choice of a specialized course in the
Senior Division. They should also provide him with valuable
occupational information incidental to the subject fields con-
cerned. This type of guidance, however, must be supplemented
and coordinated by group work and counselling for which
regular periods are allotted on the time-table. Group work in
guidance should present a broad survey of occupations and
afford opportunity for class discussion of topics related to
vocations and school courses. Through individual counselling,
each pupil may acquire specific information regarding the occu-

ations and the educational courses in which he is particularly
interested, and discuss his own abilities and qualifications.

Guidance, including a study of Occupations, is obligatory
in Grade IX, and may be continued in Grade X. The Grade
IX Course of Study in Occupations will be revised for the school
year 1950-51. In Grade X, where provision may be made for
Group Work in Guidance (Occupations), the course will be
that outlined in the revised pamphlet. More detailed informa-
tion on Guidance is given in Ciicular I: 3, “Guidance in the
Intermediate Division, Grades VII to X".

Intermediate Certificates

An Intermediate Certificate will be granted, on the recom-
mendation of the principal of a Collegiate Institute, a High,
Continuation, or Vocational School, or on the recommendation
of the principal of a Public or Separate School, with the
approval of the inspector concerned, to a pupil who has com-
pleted successfully the courses of study for Grades V11, VIII and
I1X and one of the courses for Grade X.

16
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APPENDIX I

TEXT-BOOKS IN THE SOCIAL STUDIES
JUNIOR AND INTERMEDIATE DIVISIONS

.
.
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6. When purchases are being considered, it should be
borne in mind that other books are being prepared by
various publishers and that within a reasonable time other
text-bocks in Geography and History will be available. it
will then be possible for teachers to select the books which

appear to be most suitable for the particular needs of their
classes.

7. (a) The geography text-book, Canada and Her Neigh-
bours, listed in Schedule One, deals mainly with the geog-
raphy of Canada and briefly with the United States and
Alaska. The book has been recently revised and material
dealing with conservation and the wise use of our natural
resources has been woven naturally into the text.

There is no suvitable world geography at present avail-
able. Some books are in preparation and an announce-
ment regarding them will be made when they are received
from the publishers and found to meet the objectives of the
revised curriculum,

Canada and Her Neighbours is suitable for use in Grades
V1, Vi, and Vili.

(b) The Story of Canada is an introductory text in
Canadian History prepared for the use of elementary school
pupils. It deals much more fully with the social history of
our country than such texts formerly did. Many references
to the use that has been made of our natural resources since
settlement began in Canada have been incorporated into
the text to assist the teacher in his efforts io develop a
favourable attitude to this important subject, The book is
suitable for use in Grades Vi, Vil, and VIil.

4

(c) Steps in Map Reading is designed to assist pupils in
the use and interpretation of maps with various scales such
as muy be found in geography text-books and atlases. It
is intended for use in Grades V, V|, VI, and VIl.

(d) By Map and Compoass is a pupils' manual for teaching
the interpretation and use of the large scale Conadian
Topographical map. This book is suitable for use in Grades
Vi, VIli, IX, and X.

THE USE OF ATLASES

Pupils’ Atlas

It is very desirable that atlases for the use of pupils should
be provided in sufficient quantities. Schedule Two contains
a list of atlases svitable for the use of pupils in the schools
of Ontario. This list is not exhaustive.

Reference Atlas

Where possible a large atlas for reference use should be
provided in the school or classroom library. The reference
atlases listed in Schedule Two have been presented to the
Department for examination and they appear to be up-to-
date. These books are expensive and should be chosen
only after careful examination.

No pupils’ atias or reference atlas is given special approval.
No special provision is made for paying grants on atlases,
other than that provided for certain boards in the grant
regulations.
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SCHEDULE ONE

Anderzhon:  Steps in Map Reading. W.). Gage& Co............. $1.00
Browr. e} al: Story of Canada. Copp Clark Co................... 1.95
Mustard: By Mop and Compass. Mocemillan...................... b5
Taylor et al: Canada and Her Neighbours. Gina & Co............. 2,50

(Prices quoted are subject to usval discounts.)

SCHEDULE TWO
PUPILS' ATLASES

Atlas of the Dominion of Canada. The Book Society................ $ .60
{Specially urepared for Canadian Schaols)

Hammond's Comparalive World Atlas. The Book Society............ 95

Dent’s Canadian Atlas. J.M.Dent & Sons............coccvvnennnn 1.45
{Specially prepared for Canadian Schools)

Modern Canadian Allas of the World. The Ryerson Press........... . 40
(Specially prepared for Canadian Schools)

Nelson's School Atlas. Thos.Nelson & Sons....................... 1.25
{Canadian Edition)

Rand McNally Classroom Atlas. W.J. Gage & Co................. 1.60
(Specially prepared for Canadian Schools)

World Pockel Atlas. Thos. Nelson & Sons. ..............oovuutts. .85

{Prices quoted subject to usual discounts.)

REFERENCE ATLASES

Citizen's Atlas of the World. Thos. Nelson & Sons.................. 18.00
less 20%

Encyclopaedia Britannica World Atllas. The Book Society............. 18.75
Schools—$15.00

Gooda's School Atlas. W.J).Gage & Co.........ooviivivnnnn, 5.00
less 20%,

Rand McNally Cosmopolitan World Allas. W. ). Gage & Co......... 15.50

Schools—$12.40

D (A

Minister of Education
September 15, 1950
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ONTARIO
DEPARTMENT
OF
EDUCATION

MEMORANDUM

Re TEXT-BOOKS

PRIMARY, JUNIOR, and INTERMEDIATE

ARITHMETIC -

READING
'SPELLING

SOCIAL STUDIES

ENGLISH

DIVISIONS

= =« Grades lll - VI
= - - Grades VIl - VIII
- - - Grades Il - VIli

= =~ - Grades VI - Vil - Viil
-« - GradesIX - X

CURRICULUM: 5

40,000—FEBRUARY, 1951,

wiinistry of Education, Ontarlo

Historical Collection

Tert-books
Arithmetic, Reading, Spelling,
Social Studies, English

Primary, Junior, and Intermediate Divisions

1. The authorization of the following text-books has bean
cancelled from June 30, 1951:
Junior Arithmetic, Grades llI, IV, V, VI {Educational
Book Co., Ltd.)

The Canadian Speller, Books | and I {W. J. Gage
& Co., Ltd))

Life and Literature, Books | and Il {Educational
Book Co., L1d.)

Living English, {Clarke, Irwin & Co.)
An English Highway, [Longmans Green & Co.)

A Junior School English Course (Sir Isaac Pitman
& Sons).

2. Following the usual practice of the Departinent, the
use of texts in Arithmetic (Grades lll to VI) and Spelling
(Grades it to VIII) and English (Grades IX and X), ot present
avthorized, will be permitted for one year after the
termination of authorization, on resolution of the school
board.

3. Books approved for permissive use in Grades If to Vil
which are now available from the publishers, or which will
be available shortly, are listed in Schedule One.

3
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4. Pupils of Grades Il to VI will not be required to buy
these books, but school boards will be required to provide
them in numbers sufficient for the use of the pupils.

5. It should not be necessary for a book to be provided
for each pupil. The number of books required should be
determined through consultation between teacher and
inspector. The books will be retained in the school and
with proper care should last for many years.

6. Legisiative grants on expenditures for the purchase of
books listed in Schedule One will be paid by the Department
of Education at the rate applicable to the board concerned.

7. Text-books in English approved for use in Grades IX
and X are listed in Schedule Two. {MNote:—The provision
of paragraphs 4 and 6 respecting purchase by pupils and
legislative grants does not apply to books listed in
Schedule Two.)

8. Additional titles will be added to the approved lists
as suitable books become available.

Munuster of Educahon
February 15, 1951

SCHEDULE ONE
(Books approved for permissive use, Grades lI—Vill)

ARITHMETIC

living Arithmehic

Grade il
Grode IV
Grade V
Grade Vi

Study Anthmetic

Grade il
Grade IV
Grade V
Grade Vi

READING

Grade VIl Life and literature, Book |,

Beckoning Trails

Grade VIll  Life and literalure, Book I,

iife and Advenlure
SPELLING

W. J. Gage & Co
Ryerson & Mocmillan

W. J. Gage & Co
Ryerson & Macmillan

Pupil's Own Vocabulary Speller {Revised edition)

Grade |l
Grade Il
Grade IV
Grade V
Grade VI
Grade Vil
Grode VIl

Combined Grades Il and Hil
Combined Grades IV, V, Vi
Combined Grades VIl and Vill

My Speliing
Grade |
Grade lll
Grode IY
Grade V
Grade Vi
Grade Vi
Grade Viil

Combined Grades I, 1l
Combined Grades I, V, Vi

Ginn & Company

$110
110
i
118

W J, Goge & Co.
$130
130
130
1.30

$125
140
125
150

Macmillan Co

$0 60
60
65
65
65
70
75
80

110
1.15

Ginn & Company
$0 65
45
70
70
70
75
75
95
130

p¥e



SPELLING

Canadian Spellers W. ). Gage & Co.
Grade ll. .. ..o i i e s $0.55
Grade Ml ... ... .. . i i e, .55
Grade V. ... .. e i e b5
Grade V... ... . i i e 65
Grade V... i i i e .65
Grade V.. ..... .. .. . i 70
Grade Vill. ... . ... ... i i 70

SOCIAL STUDIES
The Great Advonture, Donalda Dickie, J. M. Dent & Sons, $1.95.

The Greal Advenlure is an introductory text in Canadian History prepared
for the use of elementary school pupils. References to the use that has been
made of our notural resources have been incorporated into the lext where
historical development justifies such references. The author hos attempted to
make meaningful to senior elementary school pupils the story of the growth of

constitutional government in Canada. The beok is considered svitable for the
more able pupils of Grade Vi, and for Grades Vil and Vill.

SCHEDULE TWO

(Books approved for permissive use, Grades IX—X,
see Paragraph 7 abave.}

ENGLISH

Living English, Diltx & Cavell. . ... . ... .. .. .. ... i, Clarke, Irwin
An English Highway, Moon, McKay. .......... ... il Llongmuns Grezn
A Junior School English Course, Polter. ....................... e Pitman
English Practice, Mcleod.......... ... ... .. ....coiiiiiiiainn, Copp Clark
Mastering Our Language, Palon. . ... ... ... it iiininiiniinennnnnn, Dent
Working with English, Rennie & Anderson.............. e e Ryerson
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FOREWORD

.

The MEMORANDUM RE ESTABLISHMENT OF
LOCAL COMMITTEES ON CURRICULUM (Curriculum:
3), dated May 15, 1950, gave directions and suggestions to
provide for the revision of courses within a Joeal school
system by a Coordinating Committee and Teachers’ Com-
mittees. To assist these Committees in their work, the ac-
companying circular contains a statement of objectives for
the revision of the curriculum in the Intenmediate Dirision,
and suggestive outlines of courses of study in the subjects
for Grades VII, VIII, IX, and X.

A school board may use the following tvpes of courses under
the circumstances stated:

1. Where a Teachers’ Committee has completed its work of
drawing up a course of study, such course may be used
un the recommendation of the Coordinating Committee:

X

After the necessary modificatiuns have been made by
Teachers’ Connnittees to suit local conditions, any one
or more of the courses outlined in this circular may be
used on an experimental basis on the reconmmnendation
of the Coordinating Committee;

3. Where a Teachers’ Committee has not pruceeded far
enough in its work to recommend its own course or
changes in the suggested outlines. the outlines submitted
herewith may be used experimentally in a secondary
schoul on the recommendation of the principal or in an
clementary school on the reconmmendation of the
elementary school inspector.

Where a schuol board dees not make use of the foreguing
permission, the present authorized courses =hall be followed.

In the preparation of these outlines, recommendations re-
ceived from the Ontario Teachers' Federation and the
Ontario Educational Association were given consideration.
The suggested courses are based on mudern educational

3

thought and practice in Canada and elsewhere. They were
prepared by committees of the Ontario School Inspectors’
ssociation  comprising  inspectors of Elementary and
Secondary Schools and representatives from the staffs of the
Normal Schools and the Ontario College of Education.

The outlines are not prescriptive, and detailed preseriptive
courses will not be issued by the Department of Education.
They are designed solely to help Teachers' Comnittees in
drawing up courses of study suited to their particular com-
munities by indicating a general field for study in a given

subject, and by providing an example and a basis for dis-
cussion,

: .
’p‘
hece (Ll
Minister of Education.

Toronta,
May 1. 1951
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OBJECTIVES FOR THE REVISION
OF THE CURRICULUM IN THE

INTERMEDIATE DIVISION

In the revision of the curriculum for the Intermediate
Division, the chief aim is to provide a programme for Grades
VII, VIII, IX, and X which will be

(a) unified and continuous,

(b) adaptable to the individual differences of pupils
ranging in age from 12 to 16 years, and

{c) suited to the needs of the local community.

Unity and Continuity

A recent survey in Ontario indicated that out of all pupils
entering the elementary schools approximately 56% con-
tinue their education to the end of grade X, but that only
21% complete Grade XII. Many pupils in Grade IX start
four-year courses which they do not finish, and in many
cases they drop out of school with a sense of frustration or
failure. It is apparent, therefore, that Grade X, instead of
Grade VIII, should be recognized as the end of a definite
stage in the school education of the majority of pupils.

By grouping Grades VII to X in a single Division of the
Curriculum, a unified and continuous programme can be
designed for these grades to meet the needs of pupils in the
age range of 12 to 16 years and to provide a well-rounded
course for pupils who may leave school at the end of Grade
X. One of the artificial barriers to continuity has been re-
moved by the abolition of the High School Entrance Exaini-
nation. The extent to which the programme of the Inter-
mediate Division can be unified and coordinated will de-
pend upon the degree of couperation between teachers of
Grades VII and VIII in the Public and the Separate Schools
and teachers of Grades IX and X in the Secondary Schools.
In a local school system, it is essential that teachers of one
grade be familiar with what is being done in each of the

7
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other grades, and that teachers of one subject know what
teachers of other subjects are trying to accomplish. Sharing
responsibility for constructing courses of study is an effec-
tive means of achieving this objective.

Individuval Differences

One of the aims of the school programme is to provide for
each individual those activities which are adapted to his
particular capacities and in which he may participate with
reasonable success and satisfaction.

Pupils in the age group of 12 tu 16 years possess a wide .

range of abilities and interests which must be given oppor-
tunities for trial and growth. It is during this adolescent
period also that many pupils develop strong vocational
interests, and it s important that these pupils find in the
school curriculum opportunities to pursue courses related
to these interests.

To meet the demands arising from these individual dif-
ferences, the curriculum of the Intermediate Division should
be kept flexible and diversified. In Grades VII and VIII,
individual differences may be met through a variety of
activities within the common course offered to all pupils.
While this principle will apply also to the obligatory sub-
jects of Grades IX and X, further opportunities for meeting
individual differences will be afforded in these grades
through optional subjects and special courses.

Community Needs

School programmes should be designed to meet the needs
of the local community and so to appeal to the immediate
interests of the pupils. School and community life should be
clusely linked, and local situations should be used to illus-
trate school instruction. The pupil's own community is the
best place to get at first hand an understanding of his
physical and social environment. Through this understand-
ing of the physical, economic, and social relationships in
his own community lies the surest way to his understanding
of the wider relationships hetween the present and the past,
and between our country and the rest of the world.

To achieve these objectives, the responsibility for construct-
ing detailed progranunes has been placed on local authori-

8

ties. Local curriculum committees consistin
of teacher:
tGh;':des VIIsz_III, IX, and X are well qua%ified to asstsm?:
s srﬁsp;)ns[ iliy. Their ideas arising from daily experience
| chool will contribute to the practical success of the
programme. They will also be able continually to evaluate

and revise thei :
and experimef:ti courses of study on the basis of actual use

Freedom within wide lim.it
. 8 to construct courses
h?s been used with success in many parts of Ontaroif).sé:gz
fiv:g;:l?llglfjsi, detsll)gn_edteto meet local needs, have been effec-
: ng the interest of pupils, decreasing the b

g:: g)(;lplls dyopp_mg out of school, and improvinﬁ the 2‘:1:]]1:;
o temnll‘uml.y'!lfe. Curriculum planning by local committees

achers will extend these beneficial results and will

enable schools to i A
T : .
courses, provide more realistic and interesting
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ORGANIZATION OF THE

SCHOOL{ PROGRAMME

The programme of the Intermediate Division should be
designed as a unit for pupils of the age range of 12 to 16
years. To meet the needs of these adolescent pupils along
the lines suggested in the objectives of the curriculum for
the Intermediate- Division, the organization of the school
programme in this division should include

{a) obligatory subjects,
(b) optional subjects and courses, and

(¢) special courses.

Obligatory Subjects

It is recommended that a common general course be offered
to all pupils in Grades VII and VIII, with special adapta-
tions to meet individual differences within a class group.
In Grades IX and X, part of the programme should consist
of obligatory subjects containing the common learnings and
experiences which make up a well-rounded general education
for pupils of this age-group. The time allotted to these
obligatory subjects would be approximately 60% of the
total in Grade IX, and 40% in Grade X. The remaining
time should be allotted to the optional subjects, but the
courses in such subjects should be kept general in character
in order that they, too, may contribute to the general
education of the pupils selecting them.

Optional Subjects and Courses in Grades I1X and X

The number of optional subjects offered will depend upon
the facilities of the school, the qualifications of the staff,
and the limitations imposed by the maintenance of an
economical pupil-teacher ratio. In Vocational and Com-
posite Schools, optional courses as well as optional subjects
should be made available in these grades. In order that

10

pupils may have as wide a choice as possible, even in smaller
schools, it is suggested that certain optional subjects be
offered on a two-year rotation plan. A course of study in
Science, Art, Music, Agriculture, Home Economics, Shop
Work, or Commercial Work need not be dependent upon
the course of the preceding year in the same subject. The
offering of alternate, parallel courses in each of these sub-
Jects on a rotation plan will not only simplify time-table
organization, but also will enable a pupil to choose the
subject in either or both grades. Under this arrangement,
some pupils may select in Grade IX the subjects in which
they have decided to specialize in the Senior Division, other
pupils may explore several subject fields before making a
final choice, and pupils who are required to repeat a subject
need not repeat the same course content.

Special Courses for pupils who
intend to leave school at age 16

Where a sufficient number of pupils indicate their intention
of leaving school at the end of Grade X, a school may
organize special courses adapted to the needs of such pupils.
In addition to appropriate work in English, Social Studies,
Elementary Mathematics, and Physical Education, these
courses should comprise considerable training in those
skills which, together with related information, are basic
to homemaking, agriculture, business, or apprenticeship in
the industrial trades. Such courses may also contain options
in Music (vocal or instrumental), in Art, and in a variety
of crafts.

Since these special courses must be organized by local cur-
riculum committees to meet specific needs, they will neces-
sarily vary in subject content. In every case, however, it
is important that emphasis be placed on those activities and
experiences which will promote desirable attitudes and
efficient work habits. Pupils completing such courses should
experience a sense of achievement which will enable them
to enter employment with confidence and to participate in
leisure-time activities with enjoyment.

Grade IX Course for Slow Learners

With the discontinuance of the High School Entrance Exami-
nation, the chief principle governing the procedure for pro-

11
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moting pupils from Grade VIII to Grade IX is stated in the
Memorandum re Promotion from Grade VIII and Admission
to Grade IX (Curriculum: 2), dated March 30, 1950, as
follows:

“The prime consideration which should govern the
principal in recommending the promotion of a pupil is
whiether the best interests of the pupil will bhe served
by his promotion. The principal must decide in the
light of his knowledge of the pupil whether it will be
better for him to proceed to Grade IX or to remain in
Grade VIIL”

Since it is realized that the regular courses in Grade IX
may be inadequate to meet the needs of some pupils whose
best interests will be served by promotion, the Memorandum
states in paragraph 6, on page 6:

“It may also be expected that some pupils will enter
Grade IX for whom the present courses offered in
Grade IX will not be suitable. It will be the duty of
the principal and staff of the secondary school to ar-
range programmes that will meet the needs of these
pupils.”
The type of special course which may be provided for pupils
whose rates of learning fall considerably below average will
depend upon (a) the number of such pupils presenting them-
selves in Grade IX, and th) the facilities and teaching staff
of the secondary school. If the number of pupils is too small
to constitute a separate class, such pupils will have to be in-
cluded as a group in one of the regular Grade IX classes
and given a modified programme. If a sufficient number of
pupils applies, a separate Grade IX class should be organ-
ized with a progranune suited to the special needs of the
pupils.
In recent years experiments with these special classes have
been conducted in a few secondary schools in Ontario.
Included in the classes were pupils who had failed in the
High School Entrance Examination, and who in some cases
had been retarded as much as four years in reading and
language work. From these experiments valuable inform-
ation has been gathered, and certain general conclusions
have been drawn. The following data acquired are offered
for the purpuse of assisting principals in organizing similar
programmes:

12

1. The class makes better progress if it is in charge of a
competent home-rovm teacher who is sensitive to the
needs of slow learners, and experienced in ministering
to them.

Special pupils spend approximately half time with a
home-room teacher to whom is assigned the work in
English, Social Studies, and Mathematics. The home-
room teacher is also responsible for individual counselling
and guidance, and should be able to administer and in-
terpret the group and individual tests required. Group
testing is preceded by informal assessment of the pupils’
abilities during the first two weeks of school; individual
tests and case studies of certain selected pupils are made
later in the term.

In addition to the qualifications covered by certification,
the home-room teacher requires special skill in handling
individual pupils or groups who are progressing at
varying rates. Experience in elementary schools is found
to be invaluable. A Supervisor’s or Specialist’s Certificate
in Auxiliary Education is highly desirable evidence of
special interest in the problems of slow learners.

2. In the skill subjects each pupil of the special class is

permitted to begin at his achievement level and to pro-
ceed at the rate of learning of which he is capable.

When a slow learner is admitted to a regular Grade IX
course in a subject involving reading and number skills,
he may find himself on unfamiliar ground where he is
unable to respond satisfactorily to the teacher’s ques-
tions. When instruction is given at or near his level of
achle\'emen_t in reading and number skills, his readiness
to answer is likely to be equal to that of pupils in the
regular classes. ’

It is essential, therefore, that the slow learner receive
the type of individual instruction which will permit him
to work at his own level and progress at his own rate.
This may be accomplished by dividing the class into
small teaching groups of four or five pupils having ap-
proximately equal abilities in the skill subject being
taught. Minor difficulties in spelling, language, reading
or mathematics, which often cause frustration and block
progress, are easily detected and overcome in this type
of instruction.

13
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The number of teachers who -instruct a class of slow
learners is kept to a minimum.

These pupils find it difficult to adjust themselves to
more th_m_x two or three teachers each day; accordingly
the activity subjects of the programme should be re.
stricted in range in order that the number of specialized
teachers can be limited to four or five. The optional sub-
jects best suited to this type of pupil have been found
to be Science, Typewriting, Shop Work or Home Econo-
mics, but in some cases pupils are permitted to substitute
other options, such as Art or Music, if they so desire.

Wherever possible, special class pupils participate in
activities with pupils of the regular classes.

This may be accomplished by including groups from the
special class with the regular classes in Physical Educa-
tion, or in activity subjects, such as Industrial Arts or
Home Econowmices, Art or Music. Special class pupils are
also encouraged to participate in the extra-curricular
acti\_rities of the school, and wherever a pupil shows a
special aptitude in a subject or an activity, he is given
the opportunity of gaining the satisfaction which comes
from success. Sometimes these pupils excel in subjects
for which they have special aptitude.

The hone-room teacher is provided with adequate teach-
ing materials for the various levels in reading, spelling,
language, and mathematics represented in the class.
Suitable reference inaterial is also provided for social
studies and science.

The content of the courses of study in the various sub-
jects is carefully selected. :

The vocabulary of the reading material used is suited
to the capacities of the pupils, and exercises are adapted
to the achievement level of each of the groups into
which the class is divided. In Mathematics remedial work
based on diagnostic testing is given as needed, and
problems are based on actual life situations. The courses
in Social Studies and Science are developed around
themes or projects which are closely related to home and
community life, in order to stimulate interest in a con-
tinuation of these studies. Wherever possible and
practicable, subjects are correlated.

Organization of the Time-table

In arranging time-tables, principals of secondary schools
and of graded elementary schools will have to make special
modifications to suit local conditions and to meet limi-
tations imposed by school facilities, teaching staff, trans-
portation of pupils, or optional subjects and courses. In most
cases, a school week of 40 periods, of 40 minutes each, will
provide for the best distribution of teaching periods.

In order to reduce the difficulties of transition from Grade
VIII to Grade IX and to retain a closer relationship between
teacher and pupil in all grades, it is suggested that a number
of subjects be assigned to a home-room teacher in each
grade of the Intermediate Division. For example, the sub-
jects of English, Social Studies, and Mathematics might be
assigned to the home-roomn teacher in Grades VII and VIII,
while the other subjects might be divided among teachers
who are specially trained in the respective subjects. This
grouping would divide the time about equally between the
home-room subjects and the specialized subjects. In Grades
IX and X, various groupings of subjects might be used to
provide for an allotment of 25% to 35% of the total time
to the home-room teacher.

Courses and Subjects of Study
Grades Vil and Vit

English Science
Social Studies Art
Physical Education Music
Mathematics Home Economics or Industrial
Arts
Grade IX
General Course
Obligatory Subjects
English Physical Education

Social Studies Guidance (QOccupations)

Mathematics
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Options

Any three or four of

Science, French, Latin, Art or Music or Art and Music,
Shop Work or Home Economics, Agriculture, Type-
writing or Business Practice.

Note 1: /A pupil who intends to select in Grade XI a course
qualifying him for entrance to university should
select French as an option in Grade IX.

Note 2: Where the approval of the Minister has been ob-
tained, special courses (see p. 11) may be arranged.

Vocational Courses

In Vocational Schools, the timme allotted to the teaching of
the practical subjects in any one of the Industrial, Agri-
cultural, Home Economics, Commercial, or Art courses shall
not be less than 23% oi the total time. In a time-table of
a pupil exploring two vocational courses, the time allotted
to the teaching of the practical subjects of those courses
shall not be less than 35% of the total time. Special voca-
tional courses may be arranged with the approval of the
Minister.

In the Industrial Course, Drafting is an obligatory shop
subject.

Grade X

General Course

Obligatory Subjects

English
Social Studies
Physical Education

Options

Any four or five of
Mathematics. Science, Latin, French, Art or Music or
Art and Musie, Shop Work or Home Economics, Agri-
culture, Typewriting or Business Practice.

16

Note 1: With the approval of the principal, a pupil who is
not a candidate for an Intermediate Certificate
may select fewer than four options.

Note 2: In schools with Departments of Agriculture, a pupil
taking both Agriculture and Shop Work may select
five options.

Note 3: The principal should make certain that the pupil
in the General Course selects the options which
are essential to the course he intends to pursue in
Grades XI, XII, and XIII.

Note 4: Re Prerequisite Options. Standing in Mathematics
or a language in Grade X is a prerequisite for the
corresponding subject in Grade XI. Standing in
Science, Art or Music or Art and Music, Shop
Work or Home Economics, Agriculture, Type-
writing or Business Practice in either Grade IX
or Grade X is a prerequisite for the corresponding
subject in Grade XI.

Industrial or Agricultural Course

Obligatory Subjects Vocational and Related Subjects

English Shop Work or Agriculture and
Social Studies Shop Work
Physical Education Mathematics
Science
Options
Any one of

Art or Music or Art and Music, Drafting, French.

Home Economics Course

Obligatory Subjects Vocational Subjects

English Home Economics
Social Studies
Physical Education

_ Options

Any two of
Mathematics, Science, French, Art or Musie or Art and
Music, Typewriting or Business Practice.

17
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Commercial Course

Obligatory Subjects Vocational and Related Subjects
English Commercial Subjects
Social Studies Business Arithmetie

Physical Education
Options

Any one or two of

French, Shop Work or Hume Economics, Art or Music
or Art and Music, Science.

Art Course
Obligatory Subjects Vocational Subjects
English Art

Social Studies
Physical Education .

Options

Any twe of
Mathematies, Science, Shop Work or Home Economics,
French, Music, Typewriting or Business Practice.

Guidance Programme

The provision of opportunity for chuice of optional subjects
and courses makes guidance an essential element of the
curriculum of the Intermediate Division. Guidance should
not be considered as a separate subject for which one or two
teachers of the staff are responsible, but rather as a purpose
which integrates the whole school programme and a service
for which every teacher assumes a share of responsibility.
An effective guidance programine must be directly concerned
with the development and adjustment of each individual
pupil.- It must provide him and his parents with educational
and occupational information which,is accurate and up-to-
date. Through group-guidance and ip(hvldual.cuuns_ellmg,
the pupil should bé led to make intelligent choices with re-
spect to his education and his future vocation.

The optional subjects of the Interncdiate Division afford
the best opportunity for exploratory experiences upon which

18

-the pupil may base his choice of a specialized course in the

Senior Division. They should also provide him with valuable
occupational information incidental to the subject fields
concerned. This type of guidance, however, must be supple-
mented and coordinatéd by group work and counselling for
which regular periods are allotted on the time-table. Group
work in guidance should present a broad survey of occu-
pations and afford opportunity for class discussion of topics
related to vocations and school courses. Through individual
counselling, each pupil may acquire specific information
regarding the occupations and the educational courses in
which he is particularly interested, and discuss his own
abilities and qualifications for them.

Guidance, mcluding . stuay ot Oceupations, is obligatory
in Grade IX, and may be continued in Grade X. More
detailed information on Guidance is given in Circular I: 3,
“Guidance in the Intermediate Division, Grades VII-X”

Health Programme

Since one of the primary aims of education is the promotion
of good standards of physical and mental health for each
individual, all divisions of the school programme should
contribute to the realization of this objective. Local educa-
tional and health authorities are responsible for the health
of the pupils, but the carrying out of an effective health
programme in the school depends upon the cooperative
efforts of administrators, teachers, members of special health
services, and members of the caretaking staff.

It is suggested that the health programme in local schools
be studied at least annually by a representative committee.
Such a committee might consist of the medical officer of
health and the public health nurse, a member of the board,
the principals concerned, and teachers of Physical Educa-
tion, Guidance, Science, and Home Economics. |

The health programme may be considered under the fol-
lowing headings:

Maintenance of a healthful physical environment;
Instruction in the principles of healthful living;
Provision of special health services;

Preservation of good mental health.

th 59 0
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Healthful Environment

The school must provide accommeodations which promote
the health of the pupils. To maintain good health standards
within the school attractive colouring of rooms and cor-
ridors, cleanliness of floors and furniture, proper seating and
lighting arrangements, sanitary washrooms and lunchrooms
are essential. Teachers must give constant attention to the
tempera(ture, lightine, and ventilation of their classrooms.
Outdoor activities should be carried on whenever prac-
ticable to provide the benefits of sunshine and fresh air.
Fo;‘ such activities suitable areas and equipment are essen-
tial.

Health Instruction

Most of the health instruction related to the physical
development of the pupil will be given in the course in
Physical Education. Courses in other subjects, however, pro-
vide instruction in the principles of healthful living which
lie within their field. Some of this instruction will be given
incidentally as suitable opportunities arise; much of it will
be part of the regular units of the various courses. For
example, Physical Education will stress the importance of
physical fitness, the relation of exercise to the structure
and functions of the body, the effects of fatigue and the need
for rest and relaxation, the effects of stimulants and nar-
cotics, the necessity for good posture, and the principles
of first aid. Soctal Studies may include information and
activities related to public health services, health legislation,
community facilities, advances in medical science, and
pioneers i health improvement. Science may include topics
on the structure and functions of the organs of the body,
the composition and function of foods, water and milk supply.
Home Economics affords opportunity for instruction in
‘nutrition, selection of foods, personal grooming, henlth
factors in the home, and elements of home nursing.

Health instruction in all courses should aim to develop
desirable attitudes to personal health which will promote
good personal health habits.

Health Services

Special medical, dental, or nursing se.rv_ic.es are the direct
responsibility of the public health authorities in cooperation
with the local school board. The physical welfare of the

20

pupil, however, is the immediate concern of every teacher.
The teacher is responsible for observing and reporting
symptoms of ill-health, apparent physical deficiencies, or
poor health conditions in the school. Full cooperation be-
tween teachers and the administrators of special health
services is essential.

Mental Health

The mental health of the pupil is inseparable from and as
Important as his physical well-being. Happy school relation-
ships, purposeful and self-directed activity, and the success-
ful accomplishment of daily tasks help to ensure good
mental health. Teachers and guidance counsellors must be
alert to the unfavourable disturbances and anxieties in
pupll's which may result from regimentation, undue com-
petition, overloading of homework, frustration, or poor
class management within the school, and from other causes.

Intermediate Certificates

An Intenmnediate Certificate will be granted, on the recom-
mendptnoq of the principal of a Collegiate Institute, a High,
Continuation, or Vocational School, or on the recommenda-
tion of the principal of a Public or Separate School, with
the approval of the inspector concerned, to a pupil who has
completed successfully the courses of study for Grades VII
and VIII, and one of the courses for Grades IX and X.

21
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APPENDIX I

LEGISLATIVE GRANT ON EXPENDITURES FOR

TEXT-BOOKS AND LIBRARY BOOKS

ONTARIQ DEPARTMENT OF EDUCATION MEMORANDUM

RE
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7. Where purchases are made from a local dealer, separ-
ate vouchers should also be secured for text-books on which
reimbursement will be claimed. Local dealers will be sup-
plied with goldenrod-coloured blank invoice forms by the
publishers with whom they deal. Only text-books for which
reimbursement may be claimed should be listed on these
goldenrod invoices.

LIBRARY BOCKS

1. Boards in urban municipalities with popuiation under
2,500 and boards in rural municipalities with population
under 20,000 will be reimbursed for the amount expended
in 1951, with the inspector's approval, for library books
up to a maximum of $1.00 per pupil of average attendance
for 19250 of pupils in Grades | to VIil.

2. School boards are advised to consult the inspector
before ordering library books on which reimbursement is
expected to assure themselves of the inspe&tor's approval
of the library books which they intend to purchase.

3. Orders for library books for which reimbursement may
be claimed should be on a separate order form on which
no other items are included.

4, Separate vouchers on which no other items are shown
should be obtained for expenditures on library books.
These vouchers need not be of a special colour but should
be clearly marked “Library Books",

4

PAYMENT OF SPECIAL GRANT IN 1951

1. As soon as the maximum amount on which reimburse-
ment will be claimed has been spent, the invoices and proof
of payment shall be forwarded to the inspector. If the
maximum amount has not been spent before December 31,
1951, the invoices and proof of payment for whatever
amount has been spent shall be forwarded to the inspector
at that time.

2. Forms will be forwarded to the inspector on which he
will make application to the Department for the amount of
reimbursement to which each board is entitled. The inspector
will forward the application to the Department as soon as
possible after the board concerned has submitted to him its
invoices and proof of payment.

3. Reimbursement will be made by the Department as
soon as possible after the inspector's application has been
received.

4. Because of the provision for reimbursement outlined
above, expenditures made in 1951 for text-books and
library books will not be included in the approved cost on
which 1952 general legislative grants will be claimed.

5. In calculating the 1951 cost of operating for the 90%
or 95% limitation on 1952 grants, 1951 expenditures
for text-books and library books will be a deductible
item up to the amount of the reimbursement.

Qe (20
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TEXT-BOOKS FOR WHICH REIMEURSEMENT

READING

Curriculum Foundation Serios

Pre-Primer

Primor
First Reader

Easy Growith in Reading Series

Pre-Primer

Primer
First Reader

Ginn Basic Readers

Pre-Primer

Primer
First Reader

MAY BE CLAIMED

PRIMARY DIVISION

W. J. Gage & Co. Lid.
We Look and Sece

We Work and Play

We Come and Go

Fun with Dick ond Jane

Our New Friends

Friends and Neighbours
More Friends and Nzaighbours

Streets and Reads
More Streets and Roads

John C. Winston Co. Lid.
Mac and Muff

The Twins, Tom and Don

Going to School

At Play

| Know a Secret

Along the Way
The Story Road

Faraway Ports
Enchanting Stories

Ginn and Company
My LitHle Red Story Book
My Little Green Story Book
My Little Blue Story Book
The Litlle White House
On Cherry Street

6

New Alice and Jerry Books

Pre-Primer

Primer
First Reader

Reading for Meaning Series

Pre-Primer

Primer
First Book”

Canadian Parade Readers

We are Neighbours
Around the Corner

Finding New Neighbours
Friends Far and Near

Copp Clark Company Lid.

Skip Along

Under the Sky

Open the Door

The New Day In and Day Qut
The New Round About

The New Down the River Road
The New Friendly Village

The New Through the Green Gate
The New If | Were Going

Thos. Nelson & Sons {(Canada) Lid.
Tip

Tip and Mitten

The Big Show

With Jack and Janet

Up and Away

Come Along
On We Go

Looking Ahead
Climbing Higher

JUNIOR DIVISION
J. M. Dent & Sons (Canada) Lid.

Young Explorers
Gay Adventurers
Proud Procession

1
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Canadian Reading Develoging Series Copp Clark Company Lid.

Up and Away
Wide Open Windows
All Sails Set

Highroads 1o Reading Thos. Nelson & Sons (Canada) Lid.

Riding With the Sua
Over Land and Sea
On the Beam

The Ryerson Press
New World Readers Macmillan Co. of Canada Lid.

Over the Bridge
Under the North Star
My World and |

INTERMEDIATE DIVISION

Life and Literature, W. ). Gage & Co. Lid.
Book 1,

Life and Literature,

Book Il

Beckoning Trails Ryarson & Macnillan

Life and Adventure

BOOKS APPROVED FOR PERMISSIVE USE IN
ROMAN CATHOLIC SEPARATE SCHOOLS

PRIMARY DIVISION
Falth and Freedom Reading Series Ginn and Company

Pre-Primer  Here We Come
This is Our Hoine
Here We Are Again

8

Primer This is Our Family
First Book These Are Our Friends

These Are Our Neighbours
This is Our Parish

This is Our Town
This is Our Volley

Canadian Catholic Corona Readers Ginn and Company

Haoppy Days
Playmates
Paths of Grace

JUNIOR DIVISION

Canadian Catholic Corona Readers Ginn and Company

Tales to Tell
Stories for Every Day
Treasure Trove

INTERMEDIATE DIVISION

Canadian Catholic Corona Readers Ginn and Company

Fact ond Fancy
Wide Horizons

BOOKS APPROVED FOR PERMISSIVE USE IN

SCHOOLS IN WHICH FRENCH IS A SUBJECT OF

INSTRUCTION WITH THE APPROVAL OF THE
MINISTER

PRIMARY DIVISION

Pre-Primer  Frou-Frou ot Fin-Fin Ginn and Compony
9
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“Foi et Liberlé series"

Pre-Primer
Primer

“J'apprends & lire" series

Pre-Primer
Primer

"Cathédrale” series

Pre-Primer

Primer

F. E. C. series

“J'apprends d lire" series

F.E.C. series

C.N.D. series

Ginn and Company
Chez Nous
Notre Famille

W. J. Gage & Co. lid.
Bébé, Marie et Jean
Qu'il fait bon chez nous

La porte est ouverte

Histoires et contes amusants

W. J. Gage & Co. Lid.
Viens voir
Viens travailler, viens jover
Viens te promener
On s'amuse

Des amis nouveaux
Encore, encore des amis

Book i Fréres des Ecoles
Chrétiennes, 949 Cote St,
Monlreal

JUNIOR DIVISION
W. J. Gage & Co. Lid.

Le trésor des jeunes conteurs

Book lli Fréres des Ecoles
Chrétiennes

Lecture & haute  Congregation de Nolre

voix IV etV  Dame, 3040 Sherbrooke 5t. W.
Monireal

10

BOOKS APPROVED FOR PERMISSIVE USE,
GRADES II—Viil

Living Arithmetic
Grade lll
Grade IV

Siudy Arithmetic

Grade i
Grade IV

Junior Mathematics
Grade Vil

Canadian Spellers

Grade Il
Grade lll
Grade IV

My Spelling
Grade i
Grade il
Grade IV
Grade V

Book 1

ARITHMETIC
Ginn and Company
Grade V
Grade VI
W. J. Gage & Co. Lid.
Grade V
Grade Vi

W. J. Gage & Co. Lid.
Grade Vi Book Il

SPELLING

W. J. Gage & Co. Lid.
Grade V
Grade VI
Grade Vil
Grade Vi

Ginn and Company
Grade Vi
Grade Vi
Grade VI
Combined Grades I, il
Combined Grades IV, V, VI

Pupil's Own Vocabulary Speller (Revised edition)

Grade Il

Grade lll
Grade IV
Grade V
Grade VI

The Macmillan Co. of Canada Lid.
Grade Vi
Grade Vill
Combined Grades I and 1
Combined Grades IV, V, Vi
Combined Grades VI and VIl

11
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SOCIAL STUDIES

Anderzhon:  Steps in Map Reading W. J. Gage & Co. ltd.
Brown et al: Story of Canoda Capp Clark Co. Lid.

Dickie: The Great Adventure J. M. Dent & Sons
{Canada} Lid.

Mustards By Map and Compass Macmillan Co. of Canada Lid.
Taylor et al: Canada and Her Neighbours Ginn and Co.

Additional titles may be added to the approved list as suitable books
become available,

®
PUBLISHERS
COPP CLARK COMPANY LTD............... 517 Wellington Street W., Toronio
J. M. DENT & SONS (CANADA) LTD............ 224 Bloor Street West, Toronto
W.LGAGE& CO.LTD.....cov vt iiiiaans 84 Spadina Avenve, Toronio
GINN AND COMPANY. . ... ....iiiiviinnnnennn 1331 Yonge Siresl, Toronto
MACMILLAN COMPANY OF CANADA LTD............. 70 Bond Street, Toronto

THOS. NELSON & SONS (CANADA) LTD... .. 91 Waellinglon Street West, Toronio
THE RYERSOMN PRESS. ... v i ivinnrenns 299 Queen Stroet West, Toronto
JOHN C. WINSTON COMPANY LTD,........ +++.60 Front Strest West, Toronto
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MEMORANDUM

Re CURRICULUM

Progress of the Revision

Crvalw e Vo
““-"\w vl o
N\

ONTARIO
DEPARTMENT
OfF
EDUCATION

CURRICULUM: 7

40,0C0—FEBRUARY, 1952

Revision of the Curricuium

Almest three years have elapsed since the Honourable
Dana Porter, then Minister of Education, announced sub-
stantial changes in the courses for Ontario schools, and
invited school boards and teachers to co-operate with his
Department in the experimental development of the new
courses. The announced objectives were to secure flexibility
of organization to permit progress according to the pupil’s
ability and industry, to encourage individual effort ond
initiative on the part of the pupil, to discourage over-
teaching or "spoon-feeding” and to emphasize the
continvity of the educative process, at least up to the school-
leaving age. Mr. Porter stressed throughout the urgent need
of sound preparation in English and in Mathematics

Many school boards responded to the invitation to
poarticipate in working out the new courses; to all of these
the Department of Education expresses its gratitude.
Literally hundreds of teachers, both individually and through
their professional organizations, devoted themselves whole-
heartedly to the task of revision; their efforts are warmly
appreciated. Numerous groups of interested citizens made
thoughtful and practical suggestions, which are gratefully
acknowledged.

Local experimentation has tended to centre upon the
Primary Division (Grades I-lll) and the Intermediate
Division (Grades Vil-X). In the former division, it is already
clear that more grades than one may be grouped together
with resultant benefits in Reading, in Arithmetic and especlal-
ly in Handwriting. It is also clear that not every teacher is
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able to undertake such a conkination. Where kinder-
gartens are maintained, the grouping of Grades I} ard i
seems to be an effective combination. These are but
exariples of the findings indicated by early experiments
and now available for general use. Other findings will be
reported as soon as they are verified in practice

In the Intermediate Division, an unprecedented measure
of co-operation has been achieved by teachers of public,
separate and secondary schools, to the immediate benefit
of the pupils concerned. It is in this division that the content
of school courses assumes great importance; for this reason
the Department has issued some pilot courses for the
guidance of those engaged in experimentation. These
courses are in broad oulline; they are intended to be
suggestive rather than prescriptive; they also serve to point
the need of solid and sustained work and of a good mastery
of the fundamental subjects.

Such progress has been made in the various experimen-
tal projects that it is now possible to consolidate and
implement significant findings

The following arrangements for the next stage in the
reorganization of school courses are announced.

1. Boards which have been developing revised program-
mes are asked to continue that work. They will shortly be
requested to inform the Department {a) what revisions have
been effected in their schools, (b) what further revisions are
planned for the near future, {c} what provision is made for
thorough teaching of the fundamental subjects, (d) what
provision is made for the secondary education of those
who will leave school at age sixteen, (e} what precautions

3

are taken to maintain a chalienging secondary school
course for pupils of good ability and industrious habits,
(f) what means are used to fit pupils into courses appropriate
to their interests and abilities. These boards will also be
asked to report upon the apparent advantages and
disadvantoges of their arrangements as they develop.

2 Boards which have not hitherto carried on experimental
programmes will be required to direct their schools to follow
courses of study issued by the Department for the various
grades and divisions. Most of these courses will be in outline
only, and will require local adaptation. The Department’s
supervisory staff will examine the local adaptations with a
view to ensuring ample provision for the mastery of "the
three R's”, flexibility of promotion, and the recognition, in
the secondary grades, of the requirements both of those
pupils who will leave school as soon as the law allows and of
those with the ability and determination to attempt longer
courses.

3. The Department, in collaboration with the universities,
is now working out a better distribution of the present
requirements of Grades Xl, XIl and XIll for college entrance,
In this task, which will continue, particular attention is being
given to the development of sound work habits and to the
improvement of English usage and comprehension. To these
ends, a special invitation is extended to the teachers and
principals of secondary schools to submit suggestions at an
early date.

February 7th, 1952 / P/
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Minister of Education
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APPENDIX I

SELECTION OF TEXT-BOOKS IN SOCIAL

STUDIES (JUNIOR DIVISION)

ONTARIO DEPARTMENT OF EDUCATION MEMORANDUM

RE
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a mounted globe not less than 12 in diameter, pupils atlases in
numbers sifficient for class use in Grades 4 to 10, both
inclusive, and o reference atlas for the school library.

Attention is drawn also to the book, Anderzhon: STEPS
IN MAP READING (Gage). This book is listed in Circular 14
and is subject to the reimbursement grant. The book was
designed for use chiefly in Grades 6 and 7, but the teacher of
Grade 5 will find the material on pages 1 to 28 lelpful in
developing notions of direction and the concept of the earth
as a sphere. In fact, if terms such as “environment” and
“symbol" which occur in these pages, were explained, the

average Grade 5 pupil could probably read the pages for
himself.

APPROVED TEXT-BOOKS

The text-books listed below have been placed on the
approved list (Circular 14, February, 1955) for the courses in
Social Studies in Grades 5 oand 6. These books have been
written by Canadian educators, illustrated by Canadian artists,
and produced by Canadian publishers. They have been
written to assist the teacher in achieving the aims of the course.

Grade 5

Lambert, THEY WENT EXPLORING, Book Society, $2.00

Hamilton, PIRATES AND PATHFINDERS, Clarke, lrwin &
Co., $2.00

Code & Daniher, A WORLD DISCOVERED, J. M. Dent &
Sons, $2.00

Tait, THE WORLD WAS WIDE, Ryerson Press, $1.85

3

Grade 6

Chatterton et al, NEW WORLD SOCIAL STUDIES, J. C.
Winston Co., $1.95

Tait, BREASTPLATE AND BUCKSKIN, Ryerson Press, $1.85

Tanser, WESTWARD TO THE AMERICAS, (Revised, 1955)
Longmans Green & Co., $2.00

(Prices quoted are subject to the usual discounts.)

It is anticipated that in most schools one of these books will
be chosen as the basic text-book for the grade concerned. In
addition a sufficient number of copies of one or more of the
other books should be available in the classroom library for
reference purposes. A careful examination should be made of
each of the books Lefore one is selected as a basic text. To aid
teachers or commitlees of teachers charged with the task of
making the selection some comments are offered in this memo-
randum about the qualities a satisfactory text-book should
possess. Desirable characteristics of text, illustrations, maps, and
other features are outlined as a basis on which books in Social
Studies may be judged. |f other books appear in this field, they
may be evaluated on the same basis.

TEXT

(a) Coverage of Course: The book should adequately cover the
course as set forth in the Programme of Studies. In some cases
the authors have considered that the work of certain men men-
tioned in the Programme is not important enotgh to be exten-
sively treated. In some cases the author has considered that the
work of an explorer not mentioned in the course is important

4
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enough to be treated in the text The explorations of Burton,
Speke, and Baker were considered by one author too intricate
for detailed treatment in Grade 5  Another author considzred
that the explorations of Vitus Beiing were important enough to
form a part of the course and has included them  In some of the
books the story of the conquest of Mount Everest has been
included. These features are not to be considered as deviations
from the intention of the course.

-
(b) Accuracy and Authenticity: All information must be accu-
rate and statements of fact must be verifiable by reference to
recognized authority.

() Interest: (1) MNarrative. For children of these grades the
text should be in the form of a story or stonies  The history of the
discovery of the world is, in fact, a story made up of episodes
which are complete stories in themselves. The course should be
so treated. [f the author has imagination, can write vividly, and
1s himself enthusiastic about his subject matter, the text will be
interesting.  Attempts to “write down' to childien are
invariably failures.

. (1) Concreteness. Concrete fanguage 15 prefer-
able to abstract. Where a general statement containing abstract
nouns s used it 1s clarified and madz more intetligible by the use
of a concrete example.

(Here, for instance, is an illustration taken from a History of
England. In describing social conditions in England in the
18th century the writer states, The rural peasantry . . . were
left without much moral or religious traming of any sort. This
general statement i1s given life and becomes memorable by the
concrete example, We saw but one Bible in the parish . . . and
that was used to prop a flowerpot.

5

(iii) Detail. There is a tendency in some books to
oveido the use of proper names—native tribes, chieftains,
unimportant small villages. While these may give an apparent
air of authenticity, they do not add to the interest. They soon
become burdensome and are, in most cases, lacking in significance.

(d) Language: (i) Clarity. The language should be clear and
precise without vagueness or ambiguity. Pupils accustomed to
text-books written with clarity in which ‘words are given their
precise meanings will tend to express themselves with exactness

and clarity.

(i) Readability. Vocabulary and sentence struc-
ture should, of course, be suitable to the grade level. Con-
siderations of “vocabulary control”, however, or mechanical
application of the “‘Lorge formula”, or other such device used to
determine “‘readability” should not be allowed to kill the
freshness or naturalness of the author's style. These devices are
useful helps in estimating the “'readability” of a passage after the
writer has completed it; synthetic prose written to fit the “"Lorge”
or other formula is invaniably stilted, and unnatural.

(e) Objectivity: Statements referring to members of particular
national, racial, or religious groups should be objective,
unbiased, and free from derogatory implication.

{0 Index: Every social studies text-book should contsin an
index, as well as a table of contents, partly for the convenience
of the reader and also becsuse the use of the index is a “'reading
skill’”" that has to be taught. The social studies text-book should
contain material for that teaching.

6
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ILLUSTRATIONS

(a) Wustration a Teaching Device: An illustration should be
used to emphasize or clarify a point in the text, or to say some-
thing that can be said better in a pictare than in words. (There
is truth in the adage, “One picture is worth a thousand word:"".)
The illustration has no value unless it helps the reader to grasp
the author's message more fully. It should not be used only to
“break pages of type” or merely for decoration. (Chapter
“headpieces” and “end-pieces” or “fillers” used on a part of a
page that might otherwise be left blank may be exceptions to
this rule.)

(b) Authenticity: Details of dress, weapons, tools, and imple-
ments, vehicles, landscape, etc., must be authentic and accurate.

(c) Portraits: Portraits of historical characters drawn by book
illustrators are of little if any value to pupils at this stage.
Authentic portraits of many of the character; referred to in these
books do not exist. If they do, the book illustrator is seldom
able to reproduce the features with accuracy and it is doubtful
if there is any good purpose to be served by such reproduction.

(d) Colour: Clean black and white line drawings are often
superior to coloured illustrations. The use of colour, by
reducing contrast, sometimes obscures detail that should be
made very clear.

(e) Artistry: To be of most value ar illustration should, in
sddition to conveying its message clearly, meet the accepted
canons of design as to composition—unity (balance, clearly

7

delined centres of interest, rhythm) and variety. If the illustra-
tions in the pupils’ text-books are artistic productions, the long
term effect should be to elevate the public taste in art.

(N Position on the Page: It is bad page layout to place an
illustration in the middle of the page unless it comes at a point
where the thought is complete and an illustretion is required.
An illustration is badly placed if the reader’s eye must pass over
it to complete the sentence he is reading. It is good practice to
place a marginal illustration or diagram beside the point in the
text that is being illustrated.

(g) Captions: The caption under an illustration should be
regarded as a teaching device. [t should be used to draw
attention to important details of the illustration. A caption that
does not add something to the illustration is of no value.

MAPS

() Conventional Signs: The pupils in these grades are meeting
maps for the first time or at least are making extensive use of them
for the first time. The illustrative maps should, therefore,
resemble as nearly as possible the conventional map found in an
atlas, and should employ the recognized conventional signs.
If colour is used, it is preferable to show bodies of water in
pale blue rather than brown or green. Other accepted
conventions of map making should be adhered to.

(b) Lettering: Lettering should be clear and conventional.
“Arty" lettering should not be used. Spelling of names of
places on maps and in the text should be consistent. |f there is
reason for using different spellings in map and text an explana-
tion should be given.

9ge



() Detail: Unnecessary detail should be omitted but every place
named in the text should be shown on an accompanying map.
It a locality 1s not important enough to be shown cn a map,
reference to it might well be omitted from the test

GEOGRAPHICAL TERMS

New geographical concepts should be developed as they
are introduced and new terms should be explained when they
are first used.

Explanation may be made by
(a) dehnition or explanation in the text,

(b) diagram, llustration, or marginal drawing (with
caption).

If the explanation will cause too great an interruption of the
slory, the diagram and explanation shotld be placed ac the end
of thz cnapter, or in an alphabetical series at the end of the book
with an appropriate method of referring the pupil to the explana-
tory material.

BOOK LISTS

An important aim of any course in Social Studies shculd be
to encourage in the pupil a continuing interest in the subject.
If the teacher 1s accomplishing this purpose 1n Grades 5 and 6
the pupi! will want to read other books peitaining to the course.
Book lists containing titles suitable tor use 1n connecticr with
the course should be included in the text-book.

9

These lists should be up-to-date, and should

(o) hist books that are available and suitable to the grade
level,

(b) indicate books that are out of print but are available in
libraries,

() indicate books suitable as teachers’ references but too
advanced for children's reading,

(d) give the name of the Canadian publisher or importer,

(e) include short stories, essays, or other material relating
to the courses contained in the readers on the
approved list.

EXERCISES AND ACTIVITIES

If exercises or activities are suggested, in addition to
exercises of the recall type (which are the least valuable though
they are admissible), there should be some that are thought-
provoking, that require reflection, that stimulate the pupil to
seek further information and require him to make judgments. If
further information is required some indication of where it is to
be found should be given. Activities suggested should be for a
purpose that the pupil can readily understand.  They should be
practical and such as can be carried out in an ordinary classroom.
Exercises or activities that are mere busy work should have no
place in the text-book.

10
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FORMAT
(a) The layout of the page should be attractive.
(b) Type should be ‘clear and easily rcad
(c) Paper should be durable and should not produce glare
under strong light Glazed paper tends to be hard on the

eyes.

(d) Binding—durable, not easily soiled, with attractive design,
should permit book to lie open when in use.

It 15 unlikely that all the features listed will be present in all
these books as they are now presented  If some are absent the
selection committee must weigh their omission against other
desirable features that are included and make their decision
having in mind the price of the books.

Mimister of Education

11
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Re BOOKS for SCHOOL LIBRARIES
(Elementary Schools)
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30,000—APRIL. 1955

Mianistry of Education, Ontarilo

Historical Culicction

Memorandum re Bools
for School Librarics

The Department is asked from time to time for sugges-
tions about books of recent publication suitable for the use
of school libraries. The following list contains the names of
books published within the last few years that appear to be
valuable for supplementary reading or reference purposes.
Most of the books listed are by Canadian authors and deal
with matters of Canadian interest. Most of them also are
directly related to the courses of study in Grades 5 to 8.
A few have been on the market for some time and have
proved their value as supplementary reading in schools.
These books are drawn to the attention of School Boards
and teachers who contemplate making additions to the
school library. The books listed are subject to the reimburse-
ment grant for reference books in those municipalities where
it applies in the manner set forth in the Grant Regulations.

In each case the name of the Canadian publisher is
shown. The prices shown are list prices as furnished to the
Department by the publisher. Most of these books can, no
doubt, be obtained from local booksellers. If the books are
purchased locally the bookseller might properly charge the
list price as he will have been at the expense of paying
carriage charges from the publisher and the cost of hand-
ling; he may, however, be able to grant a discount to
School Boards, If books are not to be obtained locally, they
may be purchased direct from the publishers at the usual
discount of 20%, to schools. If several books are to be
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ordered and several publishers are involved, the bulk order
may be sent to The Co-operative Book Centre, 146
Wellington Street West, Toronto. The Book Centre has
agreed to assemble the books from various publishers,
send them in one shipment, and bill the Board on one
invoice. Books ordered from The Book Centre will also be
subject to the publisher's discount of 20% to schools.

The following extracts from the courses of study are
repeated here to remind the teacher of the importance
attacked to extensive reading by the pupil and the value
of the classroom library in fostering this habit.

SUPPLEMENT ARY READING

The most important phase of the English course is supple-
mentary reading. Indeed its importance can scarcely be over-
estimated. When a child has learned 1o read, he will extend
his own education indefinitely, provided he has enough suitable
books and proper guidance and encouragement in their use.
Such extensive reading should be regarded not merely as a
source of information but as a desirable form of recreation.
The child who has learned to love recding is not only likely
to confinve his education all through life, but is prepared
profitably to enjoy his leisure. . . .

THE CLASSROOM LIBRARY

To cultivate properly the love of reading and to form
the habit of finding in books information and enjoyment,
childron must hove ready access to books. Every classroom,
then, should have a small library of well-chosen, altractive
books—well-chosen in that they appeat to tho natural interests
of children, and attractive in size, binding, and general format,
The needs of the younger children in this regard should
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receive parlicular attention as they are less likely to find for
themselves books which they can read with pleasure and
profit. The classroom library should contain reference books
related to the Programme of Siudies, and story books to be
read for delight should also find a place on iis shelves.
Books for supplementary reading should not be purchased in
sels. Forly different books are of much greater value in a
classroom than forty copies of the same book.

Programme of Studies, Grades 1-6.

An atmosphere of interest in good books and whole-
some reading should be established in the English classroom
and in the schocl library by the provision of attractive library
facilities, including adequate shelving and a wide variety of
reading with emphasis on interesting books of adventure and
noble deeds. . . . Teachers should make good use of the
facilities of the travelling library and should co-operate with
and encourage the use of the community library. But neither
of these agencies can take the place of a well-stocked school
library containing the sort of reading which young people
like and from which they can derive most benefit.

Curriculum I: 1.

The importance of the classroom library in the English
programme requires the teacher to assume responsibility
for the selection of suitable books. The fact that a con-
siderable sum of public money is devoted each year in the
form of legislative grants to the improvement and enlarge-
ment of classroom and school libraries adds to this respons-
ibility.

The following are excellent reference books on
children's reading containing advice on the choosing of

5
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books for children from kindergarten to early high school
years.*
Arbuthnot, M. H.: CHILDREN AND BOOKS, 1947, pp.
626, $4.00, W. 1. Gage and Company.
Frank, Josette;: YOUR CHILD'S READING TODAY, 1954,
pp. 328, $4.75, Doubleday Canada Lid.
Smith, lillian H.: THE UNRELUCTANT YEARS, 1953, pp.
193, $4.50, American library Association.

Thomson, Jean: BOOKS FOR BOYS AND GIRLS, 1954,
pp. 297, $7.50, The Ryerson Press.

THE UNRELUCTANT YEARS by Lillian H. Smith, contains
a wealth of wisdom about children's reading distilled from
the author's years of experience as Head of the Boys' and
Girls' Division of the Toronto Public Libraries. It does not
contoin exhaustive lists but deals with the principles of
selection and discusses, with ample illustration, the qualities
that constitute good literature for children. To quote from
the author's Foreword: “The importance of the selective
function in finding and making known the best in children's
literature is the theme of this book. To tolerate the mediocre
cnd the commonplace is to misunderstand the purpose of
book selection and the significance of literature.”

BOOKS FOR BOYS AND GIRLS contains an annotated
list of some 2000 titles edited by Jean Thomson, now Head
of the Boys' and Girls' Division, Toronto Public Libraries.

*These books may be borrowed from the Teachers' Referenca Library, Travelling
tibraries Branch of the Department of Education, 206 Huron Streel, Toronto. The
calalogue of the Teachers' Reference Library has been seat to all schools; the
facilities of this ibrary are available to all leachers in public and scparofe schools
{except those In the largest urban centres. See catalogue for conditions goveraing
the borrowing of books.

6

Only those books considered to be of permanent interest to
boys and girls have been listed, including the best of
American, English, and Canadian children's literature. The
book should be of particular value to Canadian teachers
because it reflects the taste of Canadian boys and girls as
observed by children’s librarians in Canadian Public Libraries
over a period of many years.

Teachers of Grades 7 and 8 are also referred to
Curri:ulum 1:4 (Intermediate Division Supplementary Read-
ing List) and the leaflet, Supplementary Reading Books
added 1955,

A teacher wko, because of lack of experience, feels
doubtful of his ability to order wisely, or a principal who
doubts the wisdom of an order submitted by a teacher, is
advised to consult the Inspector about the proposed order
before sending it on.

The lists contained in the reference books named above
show the name of the original publisher, but for books
published out of Canada the name of the Canadian im-
porter is not shown. Books from these lists, however, can be
secured from Canadian booksellers or from The Co-
operative Book Centre if author, title, and publisher are
clearly shown on the order. The order should also show
clearly the address to which the books are to be sent, and
the name and address of the person or School Board to
whom the order is to be charged.

Minister of Educaltijon
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GENERAL

THE SCHOOL TRAIN, Acker, Helen, 1953, pp. 118, $1.95, Nelson,
Foster and Scott, limited.

This story was inspired by the work of Jas R. Chalmers, the teacher of
school car No. 4, which travels west out of Port Arthur Six school cars are
operated unier the direction of the Depariment of Educotion to supply
schooling for children along the rallwoy lines of No ttern Ontario for whom
other educational fucilines are nol available The story of the school cars has
nol previously been told in book form, and, although this book is fiction, the
bockground is avihentic. The avthor i1s an American who has spent mach time
in Nonbern Ontario. This book is the result of a visit 10 school car No. 4 made
by Miss Acker in 1947, Sultable for grades 5 to 8

THE GREAT ISLAND, Bice, Clare, 1954, pp. 103, $300, Macmillan
Company of Canada limited.
Two boys in search of pirate gold n the caves along the rugged New-

foundland coast became involved with mysterious strangers who ware engaged

In archoeologlcal and scienhlic rescarch. lllustrated by the cuthor Grades §
to 7

MUSKOKA HOUDAY, Boyle, Joyce, 1953, pp 216, $2 00, Macmillan
Company of Canada Limiled.

This 1s a story of the adventures of a group of childrén who went to

Muskoka for their summer holidoys The author, Dr. Joyce Boyle, i1s an ex-

penienced wniter of children's stones. She is a feacher on the staff of the
Forest Hill Public Schools. Grades 6 1o 8.

WHERE THE HIGH WINDS BLOW, Campbell, B D., 1951, pp. 220,
$1.25, The Book Society.

A vivid accourt of the experiences of the auvthor during five years in the

Conadian Archic os an employee of the Hudson's Bay Company. Contains an

excellent descrniphon of Eskimo hie The black ond-white illustrations by
Philip Bear are admirably clear and expressive Grodes 6, 7, and 8

THE TRAIL OF THE RED CANOE, Govan, Margaret, 1954, pp. 179,
$200, 1 M. Dent & Sons.

The story of a canoe trip in Algonquin Park The outhor Is the director of
a private camp for girls near Hunisville, Ontario

8

PADDLE.TO-THE-SEA, Holling, Holling Clancy, 1941, $3 50, Thos
Allen Lid.

The 1ravels of o loy Indian conoe from the heod of the Greot lokes down
the St. lLawrence River 1o the Atantic Ocean. The full-page illusirations g o-tray
in a striking manner the character of the country through which the Linle boot
passes. Grades 4 1o ¢

THE ASCENT OF EVEREST, Hunt, John, 1954, pp. 160, $' 25
Clarke, lrwin & Company lid

THE ASCENT OF EVEREST, RETOLD FOR YOUNGER READERS,
1954, pp. 96, 75¢.

The story of the conguest of Mount Everest in 1953 Well told and well
illustrated

CONSERVATION AND WILD LIFE

THE ADVENTURES OF SAJO AND HER BEAVER PEOPLE, Grey Owi,
1935, $2.50, British Book Services.

Story of two Indian children ond their ammat friends Grades 6 to 8

LAND AND WATER TRAILS, Joeger, Ellsworth, 1953, pp 227,
$2.95, Macmillean Company of Canada Limited.

A good reference book for the classroom hibrary on camping, wood-
croft, ond wild life. Grades 7 and 8

THE FRIENDLY FORESTS, Moore, A. C., 1954, pp. 96, $275, The
Macmillan Company of Canada Llimited.

An excellent supplementary book on Conservation. It des¢nbus the forests
on this conhinent as they were when the first settlers came. Explains the effect
of delorestaion on top soil, water supply, and wild life. Explains the relalion.
ship between delorestation and Roods and discusses means of restoring the
forests. Good itlustrations, Grade 8.

9
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THE FIRE PATROL, Reynolds, Dickson, 1949, pp. 192, $2.00, Thos.
Nelson and Sons.

A story of the British Columbia forests. Two boys spend a summer as
forestry helpers with the men who guard the forests from fire ond blight. The
book contains interesting accounts of wild life and an account of the fighting
of a great forest fire. Grades 7 and 8.

PETER THE SEA TROUT, Thistle, Mel, 1954, pp. 177, $2.75, The
Ryerson Press.

A fictional account of the life history of an Allantic sea iroul. Pater's
curiosity and desire for wisdom took him through many rivers, lakes, and
Atlantic coast waters and led him into mony adventures with other fish and
aquatic animals from snails to whales. The author, a native of Newfoundland,
is now a resident of Ottawa. Grades 5 to 8.

CANADIAN HISTORY

DRUMS OF NIAGARA, Acland, Eric, 1953, pp. 226, $2.50,Thomas
Nelson and Sons.

An adventure story of the period of the American Revolution ond the
coming of the Loyalists to Upper Canada.

THE GOLDEN TRAIL, Berton, P., 1954, pp. 147, $2.00, Macmillan
Company of Canada limited.
This is a story of the Klondike gold rush 1896 to 1899. It is fiction but

historically authentic. The author, Pierre Berton, is the Managing Editor of
Maclean’s Magazine.

THE NOR'WESTERS, Campbell, Marjorie W., 1954, pp. 176,
$2.00, The Macmillan Company ol Canada limited.

Ar account of the Norh West Company from its formation to its amal-

gomation with the Hudson's Buy Company. Confains a good uccount of the

Sclkirk seltlers. Suitablo for supplementary use In connectlon with Unit 4 of ihe
Grade 7 Social Studies Course,
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REBEL ON THE TRAIL, Cook, lyn, A Story of ihe 1837 Rebellicn,
1953, pp. 247, $2.50, The Macmillan Company of Canada limited.
This is a novel suitable for grades 7, 8, and 9, interestingly writien with

authenlic background. The author was the first {ull-time children’s librarion in

the City of Sudbury. She has written two other books for children, The Bells on
Finland Street, and The Little Magic Fiddler,

SON OF THE MOHAWKS, Edwards, C. A. M, 1954, pp. 188,
$3.00, The Ryerson Press.
The story of Pierre Radisson's capture by the Mohawks, his adventures with the

tribes, and his escapes during the years 1652 to 1654. Historicolly authentic and
full of dramatic action.

REBELS RIDE AT NIGHT, Hayes, John F., 1953, pp. 286, $3.00, The
Copp Clark Company Ltd.
An advenlure story for boys. The story provides a vivid description of the

beginnings of the Rebellion cf 1837, the clash at Montgomery's Tavern, and the
aftermath of the Rebellion.

TREASON AT YORK, Hayes, John F., pp. 314, $2.75 The Copp
Clark Co. lid.

This is a story of the War of 1812, the scene being laid ot York {Toronto)
and Fort Niagara. There is a vivid description of the capiure and burning of
York in 1812. Grades 7 and 8.

BUCKSKIN COLONIST, Hayes, John F, 1947, pp. 251, $2.75, The
Copp Cloark Co. Ltd.

An exciting story of the Selkirk sctilers, packed with adventure. Grades
7 ond 8.

A LAND DIVIDED, Hayes, John F., 1951, pp. 285, $2.75, The Copp
Clark Co. ltd.
A story of the expulsion of the Acodlans. This book won the ‘Sovernor-

Genoral's Awaid for juvenile ficlion in 1953,

The outhor of these books is a Canadian, was edvcated in Winnipeg, Is
at present Vice-President and General Manager of the Southam Press, Moatreal.

11
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THE PICTURE GALLERY OF CANADIAN HISTORY, Jefireys, C. W.,
The Ryersor Press.

Volume 1—1942, pp. 268, $275
. H—1945, pp. 271, $275
. W—1950, pp. 252, $275

An excellent reference senes for the classroom library, Grades 7 and 8
Contom several hundred pictures drawn from old prints and paintings or from
surviving objects of the past in Canada and a large selection from the imagina-
tve pictures and episodes of Conadion History mode by the ortist duning o
period of 40 years. The lext contains notes on those pictures about which
addihonal information seems 10 be required.

CANADIANS OF LONG AGO, Kidd, Kenneth E., 1951, pp. 174,
$200, Longmans, Green and Company.

This book 1s sub-hitted, The Story of the Canadian Indian. |t deals with the
social organization and life of the coast Indians, the Indians of the plains, the
Algonquins and the lroquois The Hurons are treated as a branch of the
Iroquots family The book s suitable as o reference ond for supplementary
reading In connechon with Unit 2 of the grade 7 Soctal Studies course 1t is
well illustrated, interestingly written, and the informolion contained 1s authentic.
Mr. Kidd s the Curaotor of the Elhnographical Collection, Royal Ontario
Museum of Archaeology. He hos had consideroble experience with giving
talks to groups of school children who visit the Museum and the language of
the book i1s well suited to the Grade 6, 7, and 8 tevels.

BLACK FALCON, Knox, Olive, 1954, pp. 192, $300, The Ryerson
Press

An adventure story of the Canadian West at the end of the 18th century
and the beginning of the 19th century based on authenhc matenal. Grodes 7
ond 8

UTTLE GIANT, Knox, Olive, 1951, pp. 196, $275, The Ryerson Press.

An arvsature story set in the Canadion Northiand in the eorly doys of the
Hudson's Bay Company. The hero, Henry Kolsey, i1s a historical charucier and
the boak 1s based on his journal and records of the Hudson's Bay Company.
Grades 7 ond 8.
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NORTH FOR ADVENTURE, Lambert, R, S, 1952, pp 208, $195,
McClelland and Stewart Limited.

A story bosed on the iravels and experiences of Samuel Hearne, an
officer in the employ of the Hudson's Bay Company, who discovered the
Coppermine River. The book is written as fiction but all episodes are denved
from Hearne's Journals and no fact incompatible with the Journals has been
introduced R. S Llombert 1s Supervisor of School Broadcasts for the CBC
He is the author of the text book, They Went Exploring (Book Societyl.
Grades 6 fo 8.

FRANKLIN OF THE ARCTIC, Lambert, R. S., 1949, pp. 354, $2.50,
McClelland and Stewart Limited.

A vivid and absorbing biographical novel of the life and adveatures of
Sir John Franklin Historically authentic, good iliustrations and maps This book
earned the Governor-General's oward for juvenile books 1n 1949, and, in
the same yeor, the medal of the Canadian Association of Children’s librarians
for Canadion books

THE SCARLET FORCE, The Making of the Mounted Police, Long-
streth, T. Morns, 1953, pp. 182, $200. The Macmillan Company of
Canada limited.

This book covers the history of the early days of the Royal Canadian
Mounted Police and relates the story of the Force from its founding unhl 1900.
Suitable for supplementary use with Unit 5 of the grade 7 Sociol Studies
course longsireth 1s the author of a history of the RCMP for adulis called
The Silent Force, and other books

THE FORCE CARRIES ON, longstreth, T Morns, 1954, pp. 182,
$2.00. The Macmillan Company of Canada Limited.

A sequel to The Scarlet Force, describing the exponsion of the Royol
Canadian Mounted Police It contains a good account of the training of a
Mounted Policeman Grades 7 and 8

RAIDERS OF THE MOHAWK, The Story of Builer's Rangers, Miller,

Orlo, 1954, $200, The Macmillan Cowpany of Conada Limited

Thiss a fichional account of the fomous Loyalist regiment which was raised

during the American Revolution and was of great assilance to the Leyalists on

their migrahon to Canada Whritten for grades 7 cnd 8 The avthor is a Canadian
engaged in radio work tn tondon, Ontario.

13
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BUCKSKIN BRIGADIER, McCourt, Edward, 1955, pp. 150, $200,
The Macmillen Company of Canada limited.

A story of the Nosth West Rebellion in 1885, ond Mojor-General Tom
Stronge, known 1n the west as the “buckskin brigadier”, who gathered together
a group of cowboys, Mounted Police, Calgary Home Guard and tha Alberta
Mounted Rifles to fight the rebels. An interesting story. Grades 7 and 8.

CARGOES ON THE GREAT LAKES, McPhedran, M., 1954, pp. 226,
$2.75, The Macmiilan Company of Canada Llimited.

The author tells the story of a summer spent In treighters on the Great
Lokes The book contains a vast amount of informalion about types of freighters

and cargoes, Canadlan and American ports, and hife aboard ship. Grodes 7
and 8.

THE BOY WHO RAN AWAY, Phelan, J., 1954, pp. 152, $2.50,
The Macmillan Company of Canada limited.

An adventure story of pioneer days in the Canadion Northwest. The
author, a former Ontario high school teacher, Is now a librarian in the Toronto
Public Libraries

FREEDOM TRAIN, Sterling, Dorothy, 1954, pp. 191, $275, Double-
day.

This 1s the story of Harrlet Tubman, a negro slove who escaped to Canada
ond helped many sloves 1o escape vio the Underground Rairood Many
escaped slaves formed o smoll community of freedmen 1n Si. Catharines which
became their home. Grades 7 and 8

FAMOUS CANADIAN STORIES, Tait, George E, 1953, pp. 312,
$1.95, McClelland and Stewart Limited.

This book conlains excellent supplementary material related to the grade
7 course in Social Siudies, The vocabulory, sentence structure, ond gonerol
arrangement are suitable for that grade. George Taut Is the author of the
text-books Breastplate and Buckskin, and The World Was Wide, as well o5 a
number of "juveniles’ —Wake of the West Wind, The Sient Guls, and The
Soddle of Carlos Perez—which have been well recoived Ho is Professor of
Education at the Ontario College of Education

14

RETURN OF THF VIKING, Wouorio, Eva-Llis, 1955, pp. 208, $3 00,
Clarke, lrwin & Company Ltd.

The story 15 a mixture of fact and fantasy centring arovad four historical
characters—lief the tucky, tows Hebert {tho ficst Canadion furmer), Nils von
Shouliz {o Polish teader in the Patniots' war, 1838), Prince Rupoil {whose intcrest
in Radisson and Groseilliers led to the founding of the Hudson's Boy Company).
Good lustrations, Grodes 6 1o &

BRITISKK HISTORY

THE MARCH OF TIME, Horniblow and Sullivan, 1953, The House of
Grant (Canadal Lid.

Book 1, Stories of Long Ago, pp 150, 84¢
A senes of stonies of the ancient world simply toid Grades 4 and §.

Book 2, Mighty Men and Mighty Deeds, pp 160, 95¢.
Stories of heroes of the Romar, world and Europe after the fall of the Roman
Empire. Grades 4 1o &

Book 3, Kings and Queens, Knights and Heroes, pp 232, $1 08
Contains stories from British History from the Roman iavasion to the defeot of
the Spanish Armada

Book 4, Makers of Our Modern World, pp. 226, $1 08

Contains stones from British History—1600 to the present day The stornes are
very simply told ond the books are very easy reading for Grade 8 but they are
on the Grade 8 caourse 1n Sacial Studies

THE VAUEY GROWS UP, Osmond, Edward, 1953, pp. 82, $2 50,
Oxford University Press.

A story of the growth of an Enghish valley through the centurizs —from
5000 B C. to the present time—as it gradually develops from an uninhabited
hillsde and swomp to become the site of a busy modern lown Excellent
ilustrations in black end white and in colour. Grades 6 to 8.

A PORTRAIT OF THE MIDDLE AGES, Price, M. R, 1951, p. 255 1-32,
$1 50, Oxford University Press.

An excellent account of social life i England from 1046 1485 Well
illustrated. Grado 8.

15

6Lz



A PORTRAIT OF BRITAIN UNDER TUDORS AND STUARTS, Price
& Maiker, 1954, pp. 256432, $1.50, Oxford University Press.

Excellent supplementary reading material for use in conneclion with the
Crode 8 course in Sociol Studies.

TEACHERS' REFERENCES

THE WHITE AND THE GOLD, Costain, Thomas B., 1954, pp. 482,
$5.00, Doubleday Canada lid.

Thls book covers the history of the Freach Regime in Canoda to 1700 It is
written in considerable detail in an interesting style with some stirring passages
Contains many admirable passages of background material which pul events in
Canada in the context of contemporary events in France.

SAINTE-MARIE AMONG THE HURONS, lury & Jury, 1954, pp. 128,
$3.50, Oxford University Press.

This book is an occount of the excavalions begun In 1948 at Sainte-
Marie, the residence of the Jesuit Mission to the Huron Indians neor the present
lown of Midland. This residence wos occupied by the missionaries from 1640-
1649. The book reconstructs in detail the surroundings and daily lives of these
missionaries, the first Europeans to make a seftled abode in Upper Canada.
Wilfrid Jury, an outstanding Canadian archaeologist, is Curator of the Museum
of Indian Archaeology in the University of Western Oantario.

THE PARKMAN READER, Morison, S. E., 1955, pp. 524, $6.7%,
McClelland and Stewart limited.

An excellent selection from the writings of Francis Parkman, with intro
duction and noles, covering the French period in Conada to 1763,

16
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ONTARIO DEPARTMENT OF EDUCATION MEMORANDUM APPENDIX I:R
RE: REORGANIZATION OF SECONDARY SCHOOL
PROGRAMMES COMMENCING SEPTEMBER 1962

10,660

ONTARIO

DEPARTMENT OF EDUCATION

Memorandum to
Members of Secondary School Boards
Members of Advisory Voeational Commuttees
Seeretaties of Sceondary Schooi Boarls
Directors and Superintendents
Principals of Secondury and Private Schooins

RE INFORMATION PERTAINING TO THE REORGANIZATION OF CONDAZRY SCHNOL
PROGRAMMES COMMENCING SEPTEMDER, 1962
General information will be included in the brochure “After Grade Fight” to be fssued pasriculaxly for

teachers und purents of pupils in Grade 8, aud details will be given in Circuiar H. 8. 1, 1992-63. to be issucd
to Pricipals.

1. ddoption of New Programmes of Study

With the approval of the school hoard concerned, a principal may introduce wholix ¢z iz parr the re-
organized s condary school programmes of study announced by the Minister in Auguir, 1781, comy momcing
with Grade 9 in September, 1962, and continning thereafter as the pupils pruf‘(‘P(l to tie mgl. Tgrides, A
board may deier the introduction of 2l or part of the plan to a later year at iis diseretion. Selools iz which
the meneral plan has not been adopted will be deemed to be continuing the General Coussze, the Comruercial
Course, or the Techniral Course, as the case may be, leading to the Secon wdary School Gradnaron Diplema
now issued to pupils succussiully completing these courses.

2. Adoption of the Plan tn Small Schools

Those schools which hitherto have offered only the General Course and which becatizs of zmall enrol-
sient eannot yet establish any Branch other than Arts and Science may offer the Five-Year Progremnie snd the
Four-Year Programuie in that Branch when the enrolment of Grades 10, 11, and 1215 - fhasst 0 sappors
two ciasses iu cach grade with 2 minimum of 20 pupils per class, one folloming cach M1 21 or e, ,zm‘:dw
‘ot ths pupils’ eloiees of Programmes by the end of Grade 9 fit that patterrc of orgamizvtion.  Very surail
s7unols which cannotl differsutiate between Programumies will offer the Five-Vear Pxor--v- toe i the Arts

il Sciwnee Branch, or the General Coutse as formerly, in order that capable pupils m ) o},. . CITeT sl CE~eitil

completion of four or five veors of the mefmmme, the Secondaly School Gracuation Diplo Looorine Rec-udary
..cr-ool Honour Griduation Diploma which will be required as they proceed tu pest-sevondimy education.

3. decommodalion and Equipment

In schnols becoming composite for the first time with the erzction of additions, it is not sxpzcted -hat ail
accommodation will be filled before 1964 or 1963 since only Geade 9 pupils will be enrolled in the e B-m,l .
in 1962-63. Poard- and principals are urged not to create classes wlnch are too smail mer a.} to i

i=tife flling
nv

A
[ 1(,?‘! \T

the space in tho first year or two of operation. For instance, by carclul pianning, a group of bor ring

60-72 may well be divided into 2 classes for classroom subjects and into 3 c!?s:’w for shop-.

'I)

Ir: these schools, some pupils will have completed one or more years cf the Industrial Ars. opiiLg, and
tizy wish to econtinue this opt.on Lbrougn Grade 12, When the school becumes comprite. s optiong will
he convinued 23 Shop Work and the instruction will be given in the techniral shops ov 2 rote o er semile~tor
nlan. These pupils may not specialize in one parti cul..r shop.

Sone boards whirh operate high schools or colleginte institutes are providine under tha Fl-= oDy voneia]
f-dmu al-Voeational Training Agreewnent accommaodation in which the voceatienal cotirses '-‘_1 be oFerwl.
Und e The s cnouc'..'.r'«' Schools and Boards of Edvmtxon Act these boards have appotnted Ad+i-ury Vorations]

) hoye? recular Conunescial Course and the Ora-Year

re


http://Br.inc.Le
http://ocatien.nl
http://Voc.it

Specinl Commercial Course at this time, subjeet to gencral legislative grants, the vocationul pupil grant on
behall of pupils in these courses will not apply unsil (a) the board ofers Grade 9 of the reorgunized programmes
iu boch the Business aud Commeres and the Scieace, Technology. and Trades Branches and (b) the new
schuol or addition is available for use.

4. Teachiry Staff

The Department has taken steps to give emergency training to prospeetive teachers of technical subjects
accerding to the most careful estimate possible of the number that will be required in September 1962, In the
eraployment of technical teachers, prior consideration must be given to (1) those who are certificated, and (2)
the candidates on course at the Ontario College of Education who are subsidized nnder the Federal-Provinceizl
Agreement. If it is found in May that in certain trade categories no qualified person is uvailable, considera-
tion will be given to offering an emergency training programme to persons who ean mect the admission
requirements and who have a contract with a board. The details with respect to the engugement of un-
qualified persons are given in Memorandum 1961-62:43.

Some technical teachers in the first vear may be asked to teach part time in a second shop or, for cxumple,
in a class of Mathemutics, Science, or Geography. Where necessary, the Department will fzsue Letters of
Permission to boards on behalf of these teachers to assist the schools in this initiul perivd of adjustment.

Summer courses leading to an Interim Vocational Certificate, Type B, in Occupational Training will be
offered in Toronto commencing in 1962. Applicants will be reqnired to complete one, two, or three of these
courses according to their present qualifications. An occupaticnal trade test will be required of applicuants
who are not now qualified in the specifie skills which they wish to teach.

Where teachers holding the Specialist Certificate in Industrial Arts, now employed in the secondary
schools, are affected by the conversion of their shops to technical shops, these teachers will have an opportunity
to attend summer courses in order to qualify as technieal teachers. A Letter of Permission will be issued, to
o maximum of three years on behalf of any such teacher, to a board to cover the peviod of time necessary
for him to qualify. If an Industrial Arts teacher so affected chooses to teach other subjects and proceeds
imusediately to an acceptable university degree, a Letter of Permission will be issued on his behalf provided
that he continues satisfactory progress toward qualification as a high school assistant.

Inquiries regarding voeational courses for technical tcachers or occupational teachers may be directed
to Mr. R. D. Phillips, Director, Vocational Teacher Education, Ontario College of Education, 371 Bloor
Street West, Toronto.

Arrangements are being made also to attract more persons into teaching the commercial stubjects Ly
offering emergency professional training toward a vocational certificate permitting the holder to teach
specified skills or parts of the work in the Business and Commerce Branch.

Although the supply of basically qualificd secondary school teachers is improving in relatiou to the
rapidly increasing demand, it may not be possible in certain subject fields for all boards to obtain such
teachers or persons who are able to qualify professionally by taking summer courses beginning in 1962.
When no applicants are available who may present secondary school teaching qualifications by September 1,
houards are urged not to engage, subject to a Letter of Permission being issued, any person who has little
likelihood of securing a basic secondary teacher’s certificate in the near future no matter how well he may
otherwise seem to be qualified. Such a person has no security in the profession since his position must bhe
advertised each year. Only those who have macde real progress toward a uuiversity degree and will complete
it extramurally within three years should be considered. When in the future the supply of teachers equals
the demand, unqualified persons teaching in sccondary schools and the boards which continue to employ them
may be in 2 very embarrassing position.

In the reorganization of the school programmes the best teachers should be encouraged to teach several
classes in each of at least two programmes or in one programme of two or more branches. To achieve the
ohjectives of the plan pupils who would otherwise leave school prematurely must be induced to remain
profitably until graduation. This cun be done only by offering them a good quality of instruction and a fair

ross-section of the teuchers who will be able to n:otivate them to their best ¢fforts.

Each school board must convince its teachers thut the success of the school in the future will be judged
ant so much by the outstanding achievements of a few pupils as by its contributioun to the community through
the training and later service as citizens of all the pupils at their respective levels of ability.

3. Supervisory Staff

When a board appoints a principal or other senior supervisory oificer, the members collectively express
initiul confidence in his ability to organize, direet, and supervise. TUnless this confidence has besu misplaced,
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he should be parnuited to funetion as the educational ofiicial who witl inform the hoard of ti - effert of the
new plin on the schoolis) and will recommend changes of policy.  The board on its part myisr interpret the
needs of the comnuiry and ennsult with the principal on the degree to whieh organtzation st 1 be chianged
to meet them. A few examples will be given where co-operation and consultation Lerseen prinopad aml
hoard in the form of recotmnendation and approval, respectively, may be expected undsr the new plan.

(2) The smonth functioning of a school under the new plan will require a gond guidunce progianuse
involving close und harmonious relationships with the elementary schools.  The technica! S 2tures of guivance
should be in the hunds of oue or more trained persans.  But every good experienced teacter of Grade 9 un-
doubtedly cun contribute towurd the effoctive fnnetioning of the school’s counselling procruiine.  Teacher
couuseiling time it the rute of one period per week for evecy 20 pupils should be iuclid=d in the tunctable.
If the school lacks trained guidance personuel, a few expericneed teachers intcrested and skilful in public
relations should be encouraged to attend summer course~  The guidance department in a large school should
be accepted as a regular port of school orgunizution since the prineipal of the present day is teo busy an
official to continue the informal counselling scrviee given by his predecessors.

Before Grade S pupils are approached in February or March for un indication of probail: options to
be taken in Grade 9 the principal must have the approval of the board for the cptivis which e proposes to
include in the Grade 9 year. Since this may entail etaployinent of additional teachers with sp-cial qualifica-
tious, the wonth of February will probally be the month of decision for the board and prinecipal.  Although
the range of possible options is great, a small school need not atterupt to provide more than are economically
feasible. No option showld be considered until there is a reasonable hope that a compstent teacher will be
available. This will be even more important when a bourd later contemplates establishing some of the new
options in Grades 11 and 12 of the Four-Year Programme in the Arts and Science Branch.

(b) Whereas the courses of the Five-Year Programme are determined generally by the requirements
of post-secondary education, a grealer frecdom is possible in the other programmes. On the recommendation
of the principal a board may request permission of the Depurtmert of Education to introduce an option in
Grades 10, 11, and 12 of the Four-Year Programme which is not listed in Circular H. 8. 1. Arfter thorough
discussion of the question, 1n view of the needs of the pupils and the community, the principal or other super-
visor will be asked to submit to the Department for approval a draft outline of the propuzed course.

(¢) The same freedom may be exercised in even greater measture in the Two-Yeur Programme. This
shorter programme may well be deferred until the dernand for it is established.  Sowne board- of Lew compusite
schools will delay its introductioi: until the other programmes are fully launched.

(d) Much of the respensibility for the Occupatioral Programme rests with the local sehool authorities.
t is intended for pupils of age 15 or 16 who have been transferred rather than promoted to the secondary
school. Pupils in classes organized in the Occupational Programme in any school of a system under an
Advisory Voeational Committee will he cousidered to be vocational pupils. The courses are of short duration;
they are intended to meei local nevds in the service uccupations and the accommodation provided is readily
adaptable to varions courses. Thercfore, this Programme may rightly be placed under the supervision of a
sub-committee of the Advisory Vocational Committee including trustees who are especially interested in
fitting courses to the needs of pupils of limited ability. Approval of the rourses in thi: Programme is the
responsibility of the district or municipal inspector. It is the expectation of the Department rhat not move
than 10% of the en:elment of a school district will be classified in the Occupational Programme. Oeceasionally
it may be dr~irable to chtain part-time instruction by persons in supervisory positions in service establi~h-
ments who are not members of the school staff. Letters of Permission may be obtaine! on behalf of such
persons for a limited perind of time.

6. Classificeton of Pupils

The principal's prerogative in classifying and promoting pupils will remain unchanged with rhe exception
that pupils awarded a Secoudary School Graduation Diploma after four years of the Five-Year Programnme
will be admitted to Grade 13 in the subjects listed on the Diploma.

It is the prerogative of the board to approve the programmes and options to be offered in a school; it is
the function of the zchonl staff to counsel and advise pupils, especially those of Grades S and 9 regarding thes-
opnnrtunitics and the courses best suited to their capabilities; it is the right of the sucee-siul pupils and their
parents to make choices from the branches, programmes, and options which are available.

A pupil may repeat any grade once to retan his place in o programme. Under sp-cial circumstances,
upon the recommendation of the principal and by 1esolution of the board he may repeat & secord timne in the
same grade and progrumme. In most cases, hovever, pupils who fail a grade for the second time will be
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conieclied and persitaded to sttewpt another programine more suitud to them in the sehoul or ina provincial
timde school.  For others there is no alternative but immedinte erployment; ie is hoped that the school
anchoritics will assist in placement when the pupil is deserving of this help.

{ a board is concerned thet some pupils will spend two years each in siecessive gredes, such pupils

should be cautioned thot repeating more than one year may bring them into the category where fees may bhe
chizrged by the board in the seventh year of attendance in a secondary school (see Section 70 (6), The
Secondary Schoois and Boards of Education Act).

7. Flegibility

The expansion of secondary education in the Province of Ontario in the past twenty years has led to
great diversification in school districts, in types and sizes of schools, and in means of wansportation—-all
conditioned by circumstances physical, econcmic, or geographic in nature. The Departinent wishes to
permit the maximum degree of Hexibility for schools of all types, to give principais and boards the greatest
reeclorn possible, subject owiy to the stipulation that the degree of uniformity necessary for the maintenance
oi good provincial standards be preserved, and to set the objective that every young person mayv have the
best education which he is willing and able to obtain.

The district or municipal inspector is the person best qualified to answer questions which ave of concern
to o board and which the principal may not be able to answer. If his next visit is not imminant, the board
may write to him for information or directly to the Department of Education. It is not expected that
inforraution from ti:e Department will cover all the exigencies of organization and accomined.ation, some
of which are indeed complex. The initial drafts and outlines for courses of study are to be regarded as
tentative and experimental, subject to improvement according to experience.

V’I.’ 5 /'éwz———-———

Chief Director of Fducation.

TORONTC, February 2, 1962.
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EXCERPT WILLIAM DAVIS ADDRESS TO APPENDIX I:S
ONTARIO LEGISLATURE (SEPTEMBER 8, 1964)

9. CURRICULUM:

A five-year project to revise the course of study in Science and
Mathematics for Grades 7 through 13 is nearing completion. During the
past year course outlines have been prepared in Mathematics for Grades 7,
8, 11, and 12, in Physics and in Biology for Grade 13. Two science
options, Biology and Geology, have been developed for Grades 11 and 12
of the Four-Year Programme. With the issuing, during the coming school
year, of new courses in Chemistry for Grades 12 and 13 and in Mathematics
for Grades 9, 10, and 13, the project will have been completed.

In developing the new courses, the selection of content has been
governed by the students, present background in Science and Mathematics
and by the amount of teacher preparation necessary. In these disciplines
particularly, no course of study can be considered complete in the sense
that it is fixed for an indefinite period.

In accord with the policy of providing numerous options in the Four-
Year Secondary School Programme to meet a wide variety of needs and
interests at that level, the following new courses have been issues:
Modern Literature, World Politics, Speech Arts, Man in Society, Theatre
Arts, as well as the courses in Biology and Geology already referred to.
These courses, in which the teachers are encouraged to adapt the material
for different class situations, have had widespread public approval.
There will be others to follow. Distributive Education, Data Processing,
Nursing Assistants will be among the first. A complete revision of the
courses in Music for Grades 7 through 13 will be undertaken this year.
New courses in Health for the Intermediate Division will also be issued.

Five curriculum research specialists with broad experience in the
fields of teacher education, inspection and research have been seconded
to the Curriculum Branch for preparatory work on the revision of the
courses for Kindergarten and Grades 1 to 6. At its present stage of
development this project involves the compilation of educational informa-
tion on aims, organization, research, methods and content from many areas
of the United Kingdom, the United States, and other provinces of Canada.
Because several of the studies planned or in process in the Ontario
Curriculum Institute have direct relevance, the reports of this research
will be of great value to the Departmental committees.

The day has passed when curriculum revision can be considered a
matter of assembling subject specialists to issue new courses of study.
The 58,000 teachers in the Provincial system, who are the key to the
implementation of any course of study, must be involved at several
stages. The Department has made a beginning in providing leadership in
this process. During the past year workshops and familiarization sessions
were held throughout the Province in the subjects of Mathematics and in
History and Modern Languages--projects that involved the cooperation of
several Branches in the Department.

[t is expected that this phase of curriculum development will receive
increasing emphasis in the future.
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ONTARIO DEPARTMENT OF EDUCATION MEMORANDUM ARPENDIX I:T
RE: REVISION OF CURRICULUM FOR KINDERGARTEN
AND GRADES 1 TO0 &

1964-63:13

12,000

CNTABIO

DEPARTMINT OF EDUCATION

44 SGLINTON AVE. W
TO=3NTO 12, ONTARIO

slemorundum to Directors of w=ducation lel L oL
Superintendents of Ilementary Schools
Inspectors of ilementary schools
Secretaries of Boards of Education
Secretaries of clementary Schocl Boards

Re: The Revision of the Curriculum for
Kindergarten and Grades 1 to 6

1. A comprehensive revision of the school programme for the Kindergarten,
and the Primary and Junior Divisions will be a major responsibility of
the Curriculum Erunch during the next two years,

2. The assistance of local superintendents and inspectors is essential to
the success of this project at every stage, It is the Rapertment’s in-
tention to keep these officials informed of developments by means of
periodic information bulletins, to draw upon their experience znd pos-
sibly to ask their assistance in conducting surveys, as these may be
found desirable.

3. It would be .appreciated if superintendents and inspectors would inform
the superintendent of Curriculum of any special features in curriculum
adaptetions or im instructional orranization that may be of interest to
the several curriculum committees that will begin work this year, Com-
munications should be directed to

Superintendent of Curriculunm,
J44 Eloor Street ‘est, Suite 6C0,
Loronto 4, Lntarin,

4, The following personnel are on loan to the Curriculum Branch of the De-
partment of _ducation Lo serve as curriculum consultants during the
school v2ar 1964-63

Inspector of Public Schools, fort :Irie
Inspector of Separate Schools, (ttawa
Mr, N.B, hiassey London feachers' College

diiss P,.i, [ioore Peterborough Teachers' College

ur, 2.4, Juick - Toronto Teachers' College

Mqr. J.II, Crossley
%iss D.H. Dunn

'

In the course of assembling iniormation concerrinc courses of study, re-
search rnrojects and other curriculum studies heing developed in local
systems it may be useful for merbers of the Curriculum Branch staff to
visit selected schonls throuchout the Province, The advice of the local
inspectors will be souqht in selecting the schools to bhe visited.

Wy
°
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20
The following wonld be sor2 of the purpnses of such visiis:
(a) To interview members of the sumervisory staff in respect of partisular
projects for the supervision of which these olficials ure r2sprnsible

ct

(b) To interview the principal cnd teachers invelved in the projec

(c) To observe tie projscti or progrumme in oparation

(d) To meet with groups of local teachers in order to test their reaction
to specific currxiculum concents

(e) To gather other expressions of cpinion as these may be oZffered.

Visits would be made with the concurrence of the local superiniendent or
inspector and the details arranged hetwezen the Curriculum Dracch and the
principal of the school,

Your co-operation in these matters will be appreciated,

} / ;.
[‘U ’ /o{ </ 3//(_;_.4{,»—_;3’.{5,-,.

F 3
E-4

-ﬁgé_ij Chief Director of oducation
¥

j"
s,
;;
1"

i, Septewber 9, 1964,
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ONTARIO DEPARTMENT OF EDUCATION MEMORANDUM APPENDIX I:U
RE: APPOINTMENT OF IMPLEMENTATION COMMITTEE
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CEPARTMENT OF ZDLCATION
44 E35. NTON AVE ¥
TORCNTD 12, ONTAP O

MEMORANDUM

Re Appointment of an Implementation Cormittee

The Minister of Education recently announced the appoint-
ment of an Implementation Committee which will be charged with the
responsibility of facilitating and CiD“dltlnﬂ further studies along
the lines suggested in the Report of The Grade 13 Study Cormittee,
la6u,

The Minister stated that the initial memkership of the
Implementation Commnittee will be limited to representatives of the
Department and the Universities and that liaison will be estzblished
immediat=ly with the several organizations which are in a positicn
to assist in further investigation of the proposals that have been
made. )

Mr. J.R. Thomson, Assistant Superintendent of Secondary
Education, will be the chairman and Dr. C.A. Brown, Registrar of the
“ﬁpartmeuu, will be the secretary of the Committee. The other zembers
are Mr. P.H. Cunningham, Superintendent of Business Administration;

Dr. James A. Gibson, President of Brock University; Dr. Robin S. Harris,
Principal of Innis College, University of Toronco; Dr., R.W.3. Jackson,
Diregctor, Department of Ecucaticnal Research; Mr, M.B. Parnzlil,
Superintendent of Cuvrriculum and Text-Books; and Mr. J. Bascor St. John
of the Departmental Policy and Development Council.

. The Minister hopes that organizations end individuals will
continue to offer comments and suggestions as studies procesd. For
convenierce communications of this nature may be addressed to the
Secretary, Implementation Committce, Department of Educatiocn,

Uy Eglinton Avenue West, Toronto 12, Ontario.

j o /
é{ (‘*’ AL TAL

Deputy Minister

TORONTO, September 23, 196U
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ONTARIO DEPARTMENT OF EDUCATION MEMORANDUM APPENDIX I:V
RE: THE ROLE OF CURRICULUM DIVISION
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N ~ toRONS 12, ONTARIO

MEMCRANDUM TO SCHOOL OFrICIALS

Re: 1. Future Distribution of Memoranda to Schools
2. Reading of Memoranda
3. Teacher's Identification (Superannuation) MNumber
4. Lists of Teachers Requiring Inspection
5. Procedure for Obtaining a Permanent High School
Certificate
6. The Role of the Curriculum Division
7. Fire Drill
8. Classification of Secondary Pupils

1. Future Distribution of Memoranda to Schools

In keeping with the principle of integration, "School
Officials" as used in the title of this memorandum will include, as in the past
year, Directors of Education, Superintendents of Secondary Schools, Secondary School
Inspectors, Principals of Secondary Schools, Elementary School Inspectors, Secre-
taries of Secondary School Boards, Principals of Inspected Private Schools, and
Departmental Officials. The Principals of Inspected Private Schools will note tnat
not all the items in the memoranda are applicable to their schools.

2. Re2ading of Memoranda

Over a period of years the chief means of communicating
information to secondary school staffs and officials has come to be the numbered
memorandum. Sufficient copies of each are sent to every school and board in order
that principals, teachers, and secrestaries may be kept informed. Copies should be
filed in folios in each staff room and the principal 's secretary should ask the
head of the department to initial the principal’'s copy whenever an item is included
which concerns his department.

At the first staff meeting in each school in September,
the principal is requested to reiterate to all his teachers and his secretarial
staff that it is one of their duties to keep informed about memoranda issued to the
schools. The principal, however, is the official whom the Department of Education
holds responsible for application of changes affectinyg the instruction and internal
administration in the school.

3. Teacher's Ideatification (Superannuation) Number

In the tens of thousands of active files of school tea-
chers in the Department a surprising number of exact name duplications occur. Many
files are now listed by Teacher's Identification Number, rather than by name to gain
the advantages of modern filing procedures.

In the secondary schools it is essential
(a) that school secretaries complete each Teacher's Timetable with the
Teacher's Identification (Superannuation) llumber (not to be confused
with the number on a teacher's certificate);
(b) that teachers insert their Teacher's Identification Number at the
uopeér right-hand corner of any letter or form submitted to the Depart-
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4, Lists of Teachers Requiring Inspection

Teachers who expect to apply in the spring of 1945 for
(a) permanent certificaces, (b) endorsement of certificates, or (c) admission to
Tvyp2z A Seminars, the Sescondary Scheol Principal 's course, or cther courses, for
which successful experience is required, should arrangaz with their principals at
the beginning of September for inspection during the year if their names hava not
already been forwarded to the District or Municipal Inspector in the list of
teachers requiring inspection. Requests which reach the inspezctors in the spring
term cannot always be fulfilled, especially if travelling time is involved.

5. Procedure for Obtaining a Permanent High School Certificate

Teachers should be reminded that an interim teaching
certificate does not become permanent automatically after teaching for two years
subsequent to the date of the interim certificate, even if the teacher has been
inspected each year. The following two conditions must be met:

(a) the quality of the teaching must meet the standard
set by the Department for the granting of the permanent certificate, as certified
by the inspector concerned, and

(b) the application, made on Form 613, with the experience
certified by the principal, must be submitted to the Department along with the
interim certificate.

In a large municipality which has a Superintendant of
Secondary Schools, the appliczation form should be forwarded to the Municipal
Superintandent who, in turn, will submit it to the Department.

Every effort is made to issuz the permanent certificates
befors Septembsr 1, but it is not always possible to process all applications and
mail the certificates by that date. In any case the interim certificate is valid
for five years.

Principals should ask their secretaries to obtain a
supply of Forms 612 and 613 which may be given to teachers when they are ready to
apply for permanent certificates.

6. The Role of the Curriculum Division

The staff of the Curricuium Division is being reorganized
and augmented as a consequence of the Minister's statement of objectives for the
school program.

In summary, these objectives include:
(a) articulation of courses of study, Grads 1 to Grade 13;

(b) provision of new courses and programs designed to meet a
wide variety of student needs;

(¢) promotion of the best of new teaching methods, materials,
and techniques, including ETV and other audio-visual media and technological devices;

(d) the continuing revision of curriculum publications in order
that the school program may benefit from the findings of educational ressarch and from
the latest developments in scholarship and in the world of business and industry;

(e) redirection of emphasis in the curriculum to prapars
students for living in a technological society;

(f) ensuring, insofar as the school program can do so, that
the sense of identity and integrity of the individual and tha values of our society
are preserved and enhanced.
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An increase in the Curriculum Division complement will
provide sufficient staff to assume curriculum responsibilities for all phaszs and
levels of the school program.

It is planned that, beginning in September of this year,
members of the Curriculum Division Staff will visit the elementarcy and secondary
scheols of the Province. The purpose of such visits will be two-fold:

(a) to identify the curriculum needs of the classroom teacher
by obtaining teachers' evaluations of courses of study and by compiling suggestions
for improvement of ccursss;

(b) to assist in the interpretation tc teachers of the aims
of the several courses and to provide information concerning available materials
wnich will assist the teacher in achieving these aims.

It should be noted that the Curriculum Division Staff
will not be reporting to the local administration or to the Department concerning
the organization of schools, or the effectiveness of the instructional program, or
the competence of the teachers.

It is hoped that the informal visits of the Curriculum
Division Staff will serve as an effective means of communication with teachers regard-
ing curriculum and that the consultations will assist in improving the educational
programs in the schools.

7. Fire Drill
Each principal is reminded to test the fire alarm svstem
in his school at the commencement of the school year and to comply with regulations
requiring fire drill.
8. Classification of Secondary Pupils, Academic or Vocational, for Crant Purnoses
(Repeated from Memorandum 19€4-65:3)

It is important that secondary school pupils enrolled in
Grade 9 und=r The Reorganized Programs of Study be classified correctly in the daily
registers of attendance in order that the reports submitted for grant purposes may be
consistent with the totals in the registers. The following policy should be adopted:

(i) Subject to (ii) and (iii) below, all pupils enrolled in

(a) the Business and Commerce Branch,

(b) the Science, Technology, and Trades Branch,

(c) the Occupational Program, or

(d) the special one-year courses in Business, Commarcial Work, Technical
Subjects, Home Economics, and Vocational Art leading to a Secondary
School Graduation Diploma in the special field,

shall be classified as Vocational for grant purposes, provided that an
Adviscry Vocational Committee has been established.

(ii) For any board, the maximum number of Grade 9 pupils that may be classified
as Vocational for grant purposes in any year is two-thirds of the Grade 9
enrolment.

(iii) A board whose secondary school enrolment is less than 200 may not appeint
an Advisory Vocational Committee.

. E. Elborn
Assistant Deputy Minister.

August 27, 1965.
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APPENDIX II:A

Ontario

Ministry of Telephone 416/965- 9913  13th Fioer
Education Somers
Ministry of Toranto. Ontaro
Colleges and Our file numper Mz 230
Universities Your file number

November 20, 1981.

Miss Rosemarie Hoevy,
1755 Riverside Drive,
Apt. 1208,

Ottawa, Ontario.

K1G 376

Dear Miss Hoey:

Dr. H. K. Fisher, Deputy Minister, has asked me to
reply to your request of Vovember 2 for permission
to review certain restricted materials and
documents presently in custody of the Archives of
Ontario.

This is simply to state that I have already referred

your letter to tha appropriate Ministry officials
from whom you should be hearing shortly.

Yours sincerely,

George E. Mills,
Information QOfficer,
Registrar Services Branch.

GEM/11
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APPENDIX II:B

CntarQ
ice ot tme Minmstry of Mowat 3197
Feuty Mhmister Educaton i
Ministry of '
Colleges and
Universities

November 27, 1981.

Miss Rosemarie Hoey,
Apt. 1208,

1755 Riverside Drive,
Ottawa, Ontario.

K1G 3T6

Dear Miss Hoey:

I have your letter of November 2 in which you
raguest permission to examine documents of the
Department of Education situated in the Archives of
Oontario.

® Permission is granted to you to examine the
documents in the Archives' Central Registry under
classification Series P-3 for 1951-1965 inclusive, a
period which is within the terms of reference of yocur
thesis. Moreover, you are permitted to read and refer
to those miscellaneous materials specified in your
letter that relate toc the same period.

Any photocopies of the items concerned which
you may obtain are, of course, intended strictly for
your own perusal. They should not be given or shown to
any other person or stored where they might be
accessible to unauthorized individuals. If and when
you have no further use for the photocopies, advice c¢n
their disvosal should be sought from the Archives.
Photocopying should be restricted to deccuments of
exceptional research value but if large volume orders
are to be involved, I would suggest that microfilming
would be preferable on the grounds of security, apar:
from being more economical. .

This access permission is restricted to you
perscnally and does not apply to anyone else employed
by or working with you unless separate and svecific
authorization is given.

Dlease accept my best wishes in your research
towards your doctoral thesis.

Yours sincerely,

.

N // -
d s Vat o See—
A=+ T -~

/7 B. K. Fisher,
~~ Deputy Minister.

1
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2 APPENDIX I1:C
o
el
gf‘ ce cf e Ministry of gs::r: SEI::(:
eputv Mnister Education Tom.mc s
Ministry of 142?952?2505
Colleges and
Universities

December 21, 1981

Miss Rosemarie Hoey
Apt. 1208

1755 Riverside Drive
Ottawa, Ontario

K1G 3T6

Dear Miss Hoey:

Dr. H. L. Willis, Director of Educatiocnal
Studies at the Faculty of Education, University of
Ottawa has written to me recently about your doctoral
project on curriculum policy-making in Ontario.
Specifically, Dr. Willis requested permission for you
to interview Ministry of Education personnel who are,
or were, involved in curriculum.

Within the present organizational structure
of the Ministry, Curriculum Development is a division
headed by Mr. R.A.L. Thomas, Executive Director. 1If
you will contact Mr. Thomas at this address (telephone
416 - 965-5624), I am sure arrangements can be made Zor
you to interview some appropriate branch directors and
education officers. You might be well advised to allow
adequate time for setting up the arrangements, and to
be prepared to specify dates of your availability here
for the interviewing. I should also mention that there
are not many personnel here whose Ministry experience
overlaps the historical period of your study.

You will no doubt recall my letter of November
27, 1981 to you with respect to permission to examine
Department of Education documents in the Archives of
Ontario. I am sure we will be able to further accommodate
your interests through arranging for some interviews with
appropriate personnel.

Yours sincerely,

H. X. Fisher
Deputy Minister
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APPENDIX II:D

Ontario
i & 965- 3 = Fioor
Ministry of Telecnone 41 3624 guSLIar -
Education Cueens Park
Teronto Crtario
M7A ‘L2

Qur file numoer
Your file number

January 19, 1982

Miss Rosemarie Hoey

1208 - 1755 Raverside Drive
Ottawa, Ontario

K1G 376

Dear Miss Hoey:

Thank you for your letter of January S,
1982 with reference to interviewing Ministry of
Education officials for your study on curriculum
policy-making. I appreciate your having indicated
some dates when you expect to be in Toronto.

In order to get some interviews organized
for you I am asking Mr. R.C. Blackwell of the
Elementary Education Branch to contact you by
phone for setting up some detailed arrangements.
Mr. Blackwell has already spoken to some staff
for possibilities during February 15 - 19. It
has been noted from your letter that you plan to
see Mr. John Storey on February 17.

I expect you may have heard from
Mr. Blackwell by the time you receive this response,
and through him you should be able to make the
ccntacts you need.

Yours sincerely,

R.A.L. Thomas

Executive Director

Curriculum Development
Division
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Ontario

Archives of Ministry of "7 Grenvine Street
‘ - Qusaen s Parx

Ontarno Culture and Tel: 963-6883 <sremey Sevac s

Recreation T eT

March 25, 1982

Ms Rosamarie Boey
1208-1755 Riverside Dr.
Ottawa

Ontario

KLE 3T6

Dear Ms Heey:
Thank you for your letter of March 18, 1982.

First of all, concernang Dana Porter's St. Thamas speech, thers
seems to b2 no complete copy extant in the Department of

Education collection. I checked the Ontario Governmment newsclipplng
collection, however, and there are a numker of clippings fram
different papers covering the speech.

Secordly, for the pericd you're interested in, there 1s no ministerial
series per se. The correscondence and records that do exist would

be fourd i1n P-3, the Central Registry series you've peen examining.
There do exast, however, three boxes of Mr. Dunlop's files pertain-
1ng almost exclusively to election campaigns, general correspordence,
riding materizl erc. This material 1s subject to the 30-year rule
and you would require clearance fram the Deputy Minister Lo examane
them. The clearance you received earlier pertains exclusively to

P-3 and a specific list of other series. Of course, you would

tave access o the public speeches of Mr. Frost and Mr. Roparets.

One final point. I am going to be on holidays April S - 9, arné cut
of the office on a field trip on Apra]l 13. I suggest that since
retrieval of P - 3 and same of the unprocessed material 1s scmething of
a problem, you may wish to schedule your visit to the Archives on
April 14, 1982.

I'll lock forward to seeing you then.

N;;gvg;%@é{(/

/ Govermment Records Section

TAC:ad
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APPENDIX II:F

Cthce 2t the
Zegutv Mimisiar

Ministry of
Education

Ministry of
Colleges and
Universities

Miss Rosemarie Hoev,
Apt. 1208,

1755 Riverside Drive,
Ottawa, Ontario.

¥1G 3T6

Dear Miss Hoevy:

April

3, l982.

‘Acwmat e«

~ .=
Toean 3 Jarw

Tormmin Tz

I have your letter of March 29 in which you
request permission to examine additional Department of

Education documents situated in the Archives of

Ontario.

Permissicn is now granted to you to examine

the election campaign items,

riding activity files and

general correspondence files of three former Ministers

of Education, namely Hon.
Robarts and Hon. William G.

Yo Jo.

Davis.

Punlop, Hon.
It is understood

that these files are not included in the classification

Series P-3 for 1951-1965.

You are reminded that any photoconies of the

items concerned which you may obtain are,
intended strictly for your own perusal.

of course,
They shoulad

not be given or shown to any other person or stored

where they might be accessible to unauthorized

individuals. If and when you have no further use for
their disposal should be

the photocopies, advice on
sought from the Archives.

restricted to documents of
but if large volume orders

Photocopies should Ye

exceptional research value

are to be involved,

woulsd

suggest that microfilming would be preferable on the
grounds of security, apart from being more economical.

Please accept my good wishes for conti
success in the completion of your doctoral thesis.

. Ne

beputy

Yours sincerely,

Fisher,
Minister.

ued
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SECTION A: INTERVIEWS (I)/AUXILIARY CORRESPONDENCE REFERENCES (C)

Contact

I/C

Date
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APPENDIX [II

Roger Ingall

- Member of Provincial Committee on Aims and QObjectives
of Education in Schools of Ontario (Hall-Denis Report)
- Former Chairman of the Ontario Teachers' Federation

Curriculum, Revision Co-ordinating Committee

- Superintendent, Carleton Board of Education, Nepean,

Ontario

Noel Clark
President
0. P. S. M. T. F.
Toronto, Ontario

George V. Meek

Former President

Ontario Teachers' Federation
Toronto, Ontario

J. K. Crossley

Retired Director,
Special Projects Branch
Ministry of Education
Toronto, Ontario

John Storey
Regional Director of Education,
Central Ontario Region

Dr. Harry Pullen
Retired Educator/Professor
White Rock, B.C.

Or. Doris Ryan

Director of Graduate Studies
0. I.S. E.

Toronto, Ontario

Dr. Bruce Doern

Professor

School of Public Administration
Carleton University

Ottawa, Ontario

Or. George S. Tomkins

Professor R

Centre for the Study of Curriculum and Instruction
University of British Columbia

Vancouver, B8.C.

I

OO

Oct.

Nov.

Nov.

Nov.

Jan.

Nov.
Dec.

Nov .

Apr.

14/81

16/81

16/81

16/81

21/82

11/81
9/81

17/81

5/82

June 9/82
(Ottawa)
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APPENDIX III
(CONTINUED)

SECTION-A: INTERVIEWS(I)/AUXILIARY CORRESPONDENCE REFERENCES(C) (Cont'd)

Contact [/C Date

Dr. Nora Hodgins I May 16/82
Toronto, Ontario

Or. William Boyd I  Jun. 11/82
Professor (Ottawa)
College of Education

The Pennsylvania State University

University Park, Pennsylvania

Or. J. R. McCarthy [ Apr. 14/82
Retired Deputy-Minister of Education I Aug. 10/82
Professor

0. I. S. E.

Toronto, Ontario

Or. Robert Thomas [ Aug. 11/82
Minister of Education

Toronto, Ontario

Dr. Charles Phillips C Jan. 11/82
Retired

Toronto, Ontario

Or. Willard Brehaut I ov. 17/81

Professor
0. I[. S. E.
Toronto, Ontario

Patrick Watson
Canadian Broadcasting Corporation
Toronto, Ontario

Or. John Stapleton
Dean of Education
Lakehead University
Thunder Bay, Ontario

R. C. Blackwell
Education Officer
Ministry of Education
Toronto, Ontario

I

[

Feb.

5/82

(telephone)

Jun. 11/82
(Ottawa)

I/C Nov. 1981

to

Jun. 1982
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SECTION B: ONGOING REFERENCE SUPPORT

Contact

Terrence M. Campbell
Archives of Ontario Archivist
Fovernment Records Section

Jan Schmidt
Librarian
0. I.S. E.

Darlene Lamonthe
Librarian
0S.S. T. F.
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APPENDIX III
(CONTINUED)

Years

1981-84

1981-82

1981-85



