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ABSTRACT

The purpose of this tnesis was to compare the prevailina
ohilosophical orientations of the leaders of two political reyi.
during the period from 1896 to 1935, and the impact that these
orientations had upon the History, Geography and Civics curricula an
selected texts in these areas. -The educational system in Albertu as
it is today is difficu]t to understand unless one rea]ize§ that it
originated and deve1opeq in the ?afe Nineteenfh Century. This
study haé reviewed thé system's general origins and its gradual
evo1ﬁ*ion'to the mid-1930s by éxamitinq the r¢lationship between the
views c* political leaders and the Social Studies curricula and texts.
It has‘derénstrated that conservative trends predominated throughout
the pefiod.~ On the othér Hand,- it also indicated that another approach,
kthn,as progressivism, was espoused‘by some educators, and it revieWed
the stages taken to implement some ‘of the sractices of this‘néw
pedggogy in the Provincefs-schoo1s. In doing this the study has_provided

‘much:needed information and Tnterpretation on the history of schooiing

<

in Alberta.
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Chapter I

Political Orientations in Alberta Social Studies

-

Curricula 1896-1935

The main theme . of this thesis is to compare the prevailing political
Orientations of two po1itica] regimes during the period from 1896 to 1935,
and the impact'that.these orientations had.upon history, Geography, and Civics
curr1cu1a and se]ected texts in these areas. The first period examined is
between 1896 and 1921 in the area which was the Northwest Terr1tor1e< unt11
'1905 tn which year'1t became the province of Alberta It is argued that .
eth1ca1 1dea11sm was the genera] po]1t1ca1 temperar‘nt of the 1n1t1a1 pt:1od
- and that po11t1ca1 1eaders of the Northwest Terr1tor1es, such’ as F.W.G.
Hau]ta1n and A C Rutherford, subscrlbed to the tenets of eth1ca1 1dea11sm
dur1ng th1s t1me ‘The study w111 attempt to 1dent1fy the extent to wh1ch
these tenets are‘found in what w111 ‘be . termed the Soc1a1 Stud1es curr1cu1a
(H1story, Geography, C1v1cs) and se]ected texts It is also argued “that:
‘soc1a1 gospe] and agrar1an reform movements comblned to form in the Unwteds
Farmers of A]berta a moderate progress1ve orxentat1on in the second per1od
»'from 1921 to ]935 A s1m11ar attempt is made to 1dent1fy this or1entat1on
~in the Soc1a] Stud1es curr1cu]a and selected texts dur1ng th1s time.

Except for L.d. H1lson s study of the Un1ted Farmers of A]berta1>

, "The. U.F.A. and. Perren Baker“ and the government S 1mpact upon school »

. programs, there are no stud1es that examine the relat1onsh1p between the
po]1t1ca] c11mate of these per1ods and the1r effect upon the Socwa] Stud1es
.Curr1cu1a. There-is c]ear]y ‘a need for a-. hwstor1ca1 exam1nat1on of the '
“type proposed; first, to prou1de a-much needed tomprehensyve.study,of the‘

periqd.and second,. to demonstrate to present and future curriculum



deve]opers,Athe 1mportance that government 1nf1uence.has on schools programs.
cosentially, this is a study‘in political socia]ization, but it is
limited to the re]at10nsh1p between the po]1t1ca1 c]1mate and specific ’
curr1cu1a and resources. It does not exam1ne'the role that teachers p}ayed
in this relationship or the influence that institutional arrangements had
upon the political socialization of students. There is evidence to indicate,-
however, that throughout this period the school, as a pub]1c agent of |
political soc1a11zat10n,.attempted to inculcate 1n students, values
att1tudes, and’ forms of- behav1or that in one way .or another were supportive
of the preva1]1ng po]1t1ca1 phl]osophy This study does not examine the
extent *» which th1s re]at1onsh1p mod1f1ed or changed the p011t1ca] or1enta-
.t1on of scudents It 1s.essent1a1]yva descr1pt1veaexam1nat1on of the
general political ¢limate and its impact on the Socfa1‘Studies curricu1a.'
In-order to.accomplish the thesis’ purpose a number of se]ected

sources re]at1ng to the" genera] ph1losoph1ca] orwentat1on of the two

per1ods were used. Among the references for the d1scuss1on of eth1ca1

: 1dea11sm were:z G Max w1ngo S Ph1losoph1es of Educat1on, J D But]er S .

Four Pht1o#‘ph1es-and The1r Practice In Educat1on and Re11g1on S.P. Duggan s

A Student s Textbook 1n the H1story of Educat1on, A.F. Lange and C De Garmo s

Herbart s Outlines of Educational Doctr1ne, S. E D. Shortt s The Search for.

“an Idea],.and F.C. Gruber s H1stor1ca] and Contemporary Ph1losoph1es of -

_Educat1on N1ngo and But]er s texts were most useful in exp1a1n1ng the

r]

. bas1c ph1]osoph1es 1n educat1on in'this century pay1ng particular. attent1on

to 1dea11sm Accordxng to W1ngo 1dea11st educators are concerned with
jtransm1tt1ng tr]ed and tested va]ues 3 But]er notes that one of the
"strengths of 1dea115m is that it is a comprehenswve ph1losophy ‘It veals

w1th both metaphys1cs and’ ep1st mo]ogy as equa]Ty 1mportant cons1derat1ons



He fnrther aréoes that idealism as a comorehenoive system of thoughte has-
zeen‘pract1sed to good effect in such 1mportant areas as education and’
rehgwn.4 However, 1n view of Norld War I and I, and the nuc]ear age,
Butler quest1ons the 1dea11st 5 pos1t1ve and opt1m1st1c view of human nature
-He contends such opt1m1sm is one of weaknesses of 1dea11sm > ‘Duggan and

-De Garmo s texts were wrltten in the ear]y 1900s and were requared read1ng
for teachers at th1s t1me It 15-c1ear-from these texts that Herbart .was
studied. extens1ve1y by prospect1ve teachers and that memor1zat1on, class1ca1

-logic, dr111, and rote Tearning were the main teach1ng strateg1es A.B. -

' McKi]]op in, A D1sc1p11ned Inte]]lgence argues:that.1dea]1st.educators were"'

not only be]1evers 1n the menta] d1sc1p11ne method of 1earn1ng, but also
r'.f1rm1y be]1eved that character and moral. deve]opment should be of prime -
concern 1n educat1on 6. Gruber, like, w1ngo and But]er, indicates that an
eth1ca1 1dea11st educator tended to re]ate a]] th1ngs to the d1v1ne plan of
“the un1verse 7 Shortt and McK1110p, however, d1sagree regard1ng ‘the
doratton of 1deat1sm in Canada Shortt c1a1ms that by. the ear1y 19005

idealism waé-on the wane' However McK1110p notes that whereas in Great

Britain and the Un1ted States ph11osoph1ca1 1dea11sm had fa]]en 1nto d1$repute’_'

by the end of wor1d Nar 1, in Canada its, hegemony was st111 1ntact He

ma1nta1ns that the formal ed1f1ce of 1dea11sm was crumb11ng by "the sheer'

,momentum of its own ]og1c,\yet 1ts centra] .core was tp remain an, 1mportant
o . .

.contr1but1on to Ang101CaQad1a§athought" 8-

1 Party in- A]berta,9 J.G. ~MacGre§or's A History '

' ﬂ-Northwest\}884 1905" ?RPS Patterson 5. "F WG, Hau]ta1n and Educat1on 1n the

Ear]y‘West“ ‘and E. Hodgson s “The Nature and Purposes of the Pub]lc Schoo]

1n_the Northwest.Terr1tor]es(1885-]905) and A1berta (1905 1963)" prov1ded




- helpful political .and educational background for the period from 1896 to

i

1921. Thomas' book provided valuable information. on Premiers Rutherford,

.Sifton, and Stewart,'and~gives excellent background,on the rise of the

United Farmers of A]berta.12 MacGregor's text is a good general history:of

Alberta from 1905 to the early 1970s.'3 " R.S. Patterson and N.G. McDonald's

theses‘were helpful in providing an outline of the state of education prior

to the formation of A]berta,14 Hodgsonfs thesis covered a period of seventy--

‘eight years and was useful in providing a broad overview of -Alberta‘'s curri-

15

'cu]ar changes from 1885 to 1963 Hodgson also argues that'ethical 1deaTiSm

was espeo1a11y dominant during the format1ve years of A1berta 5 schoo]xng
| .The Reports of the Council of Public Instruct1on of the Government "

»of the Northwest Terr]tor1es were reviewed from 1896 to 1904 16 The first
‘non sectar1an curriculum was 1nc]uded in the 1896 report For the per10d
from 1905 to 1927 the Annual Reports of the A]berta Department of Education
were helpful in that these reports gave the requ1red program for each standard
or grade, and some of the reports conta1ned cop1es of exam1nat1ons g1ven at
yar1ous 1eve1s The Social Stud1es curr1cu1um gu1des of 1896 and 1912 were
‘eRamined in order -to determine the extent to Which_an eth1ca].1dea]1st :‘ IR
,or1entat1on was man1fested in these key program out]wnes 17 A.number ot
.Soc1a] Stud1es texts which were typ1ca] of ‘the . twme were examwned in- order
to determ1ne the exteht to wh1ch the: ethical 1dea11st or1entat1on was
"man1fested as well.in these source mater1a]s ‘ ':_-'- : “I.. I

Q

Among the selected hlstor1ca1 texts in Soc1a1 Studxes for. the first j

"?period.(1896 1921) were H1ghroads af H1story, Book V (]908) 18-

Highroads of htstory (1912), Book .III,]9

20

Buck]ey and Robertson S 1gh Schoo

.,History of England and Canada (1908) and P.V. Myers' Genera1 History

(1889). These books were se]ected because they were- aVa11ab1e and because ‘



i1
i

y

[J.D. But1er'S Four Phi]osgphies and jhefr Practice in Education and Religion,

1Butler indicétes that one of the weaknesses of pragmatism is that it is too

o

‘ : . : ’
they typify prescribed sources. in their unwavering respect for British

traditions‘and the British Empire.' As for Civics, J.G. Bourinot's ﬂgﬁ‘

Canada is Governed (1895)22 was examined because it was the only text used in

this period. This text made it clear that students should owe their loyalty

not only to Canada but to Britain. F.W. Parker's How to Study Geography
23 ue BEE , .

' (1889) strongly reflected an ethical idealist persbecfive. 'G.A. Chase's

High-School Geography (1904) contained examples of morality and praise for

Great Britain.24 =He‘a1so‘demonstra§ed that it was the responsibility of the

British Empire to e]evate pupils of lower civilizations who have come under

.Britain'svcontfbl. 'Simiiér1y,vMorang‘s A Complete Geography 11908)25 used

- in Grade X e%fo]]edtthe virtues of the British Empire.

Amogg the sources selected for an examination of pragmatism were
\ 26

27

G. Max Wingo's Phi]osophies of Education,“’ A.J. Ayers' The Origins Qf

s

Pragmatism,zs and E.C. Moore's American Pragmat1§m29 and C.A. Bower's The

" Progressive Educator and the Depression.30 Butler and Wingo's works were

fhe'easiest‘to understaﬁq for the student not §pecia1izing in philosophy.

a

radically agnostic because it unnecesSary reduces the continuity of man and

nature to the level of nature. He contends that the pragmatic educator does-

not respect the individual but rather the collectivity. Wingo contends

that the ‘activity movement' that reached its peak in the thirties proceeded

at the practical level largely without any real psychological or logical

{ ;
foundations. He further indicated that this lack of understanding, by

teachers especially, led to much questionabie improvisation. He felt that-

BN

there was little connection between what J. Dewey had called the method of

intelligence, and the cutting, folouring, and pasting that went on in many.



Y
f

schools in thé 1930s. C.A. Bower's The Progressive Educator and the Depression

and L. Cremin's The Transformation of the Schoo]3]‘were especially valuable

in explaining the rise of progressive education in the 1930s.

For the second part of the thesis, 1921 to 1935, W.X. Rolph's Henry

wise Wood of A]berta,32 W.L. Morton's The Progressives in Canada,33 P. Sharp's

Progressive Education”in Alberta".

The Agrarian Revo]t,34 W. Irvine's The Farmers in Politics35 and R. Allen's

“The Social Paésion36 were valuable sources. Rolph's book provided an intensive

history'ofmthe United Farmers of Albertav(U.F,A.) as well és a biography of
Henry Wise Hood. The works by Morton, Sharp, and \Irvine were valuable in
pfoviding.ghe wider context of the agrarian protest in North America. Allen's
book was baﬁiicu]arly helpfu] in defermining the developmenf of the social
gospel and its impact on the U.F.A. Government. U.F.A. leaders, especially
Wood and Irvine,'were concerned with imp]ementiné group gerrnment and this
corresponds well with the social gospel's emphasis on the col]ectiyity{ The
main theses that weée helpful for this discussion were L.J. Wilson's "Perren ‘
Baker and the United Farmers of Alberta", P.E. Oviatt's'”The Educational
Contributions o% H.C. New1and”37uand R.S. Patterson's "The Establishment of

: 38 Wilson's study provided an outline of

Perren Baker's aims in education (Minister of Education 1921-1935) and of

the nature of the U.F.A, party; Oviatt's and Patterson's theses were helpful

~in dealing with the development of progressive education. in Alberta and in

i -

. . : - .
review1ng(the influence of H.C. Mewland upon Alberta's curriculum. In
addition/;the Annual Reports of the Department of Education from 1921 to
1935 were' reviewed- in order to gain information regarding changes in the

Social Studies curriculum from 1921 to 1925 and again in 1934. In addition,

the Social Studies curriculum guides of 1921, 1924, 1929, and 1930 were

examined in orc.- to determine the extent to which a more pragmatic or

rrogressive type of education was manifested in these basic teacher's




A

d1rect1ves F1na11y, a number of related Soc1al Studies texts wh1ch were
typical of the time were revwewed in order to determ1ne the extent to which
a form of moderate progre551ve education was man1fested in these sources.

Among the Soc1a] Stud1es h1stor1ca] texts se]ected from 1921 to 1935
'were D. D1ck1e s 4hen Canada was Young, Dickie's In Pwoneer Days, W.S.

Na]]ace s By Star and Compass,39 G.M. wrong s An Eng11sh H1stor1, E.S, Symes

An English Hlstory,io W.S. Wallace s A New History of Great Br1ta1n and -

Canada,4] R.B. Mowat's. A New H1story of Great Br1ta1n 42 and W. L Grant S

A H1story of Canada 4? These texts are representat1ve of the period, they

were c1ted frequent]y in the gu1des, and generally - ref1ected a tendency on
the part of textbook writers: to make their materials more,1nterest1ng and

exciting. In Civics, J.D. Hunt's. The Dawn of a NL.‘Pa’triotism44 Was a‘very

practica] text, Wherein debates and discussions were proposed as the main 7

teaching strateg1es J.G. Bourinot's text How Canada 15 Governed was .not

» as-pract1ca1 Teachers were to teach facts and concepts and a]though they .

-

- were to make the course pract1ca] for the students, not much d1rect1on or
. mater1a1 in this regard was g]ven,.other than havwng students fQ]IOw current
'events.

The>mafn terms osed in thjsfthesis are_Ethical'Idealjsm, Pragmatism " -
or Moderate'Progressivﬁsm, Social Studies, and_Gorriculueruidesc -While the
meaning of some of these terms varied~over‘thereriod studied, the to]lowjng
operatnona] def1n1t1ons were se]ected, and aremused throughoot_the stddj. |

The D1ct1onary of Ph11osophy has a brief statement about ethical

idea11sm.- ] .

Any system of. moral theory ‘may be ca]]ed ‘Ethical
Idealism, whetherteleclogical. or formal-in principle-
which accepts several of the following:-a) a scale
or hierarchy of values, b) the axiological priority.
of the universal .over the particular, and c) the
axiological priority of the ‘spiritual over the‘
sensuous or material.



‘arious stra1ns in the idealist trad1t10n converge to form the“et11ca1 thesis,
wh1ch many idealists think Ts the swngle greatest element 1n their phllosophl—
cal trad1t1on, namely, that man is a purpos1ve creature nmeans that he is a
valuing creature. According1y, the who]e of history portrays-the cont1nu1ng
effects of man to ga1n a f1rmer and more. valid grasp of the Good. e

Pragmat1sm to some 1S s1mp1y that the test of a true statement-is how

”1t'works The idea that everv person shou]d have educat10na1 opportun1t1es

' appropriate to_his own neews and ab111t1es 15 very much emphas1zed in this

) tradwtﬂon.' That,Tearnwng.1nvo1ves do1ng,or ‘activity work” 1is "also stressed

»by'the pragmatist.. The term moderate progressivism is simply a mile form of

pragmatism or progressivism.

The terms 'History, Geography; and Civics' were used 1n:the Course of.

Studies until 1936,at which time 'Spéja] Studies' encompassed the three -

headings. . For the sake of simplicity, the term 'Social Studies" is used
jnterchangeab1y throughout this thesis in the.djscussion about curricular
. :Curriculum can be defined as all the planned experiences provided by

the school to a551st the pup1ls toward ach1ev1ng the des1gnated 1earning

outcomes to the best of the1r ab111t1es A study of currwculum organ12at1on

~reveals that the var1ous des1gns may be grouped into three categories. These

are- exp1a1ned by Virgil Herr1ck as fo]]ows

There are only three bas1c referents or orientations

. possible to consider in the development of distinctive
.curriculum patterns and <in making pivota1‘currdcu1um
decisions. These three referents.are: 1) man's’
categor1zed and preserved know]edge—-the subJect
fields; 2) our.society, its institutiens and social ’
processes; and 3) the individual to be educated, his
nature, needs, and developmental patterns. These
three referents are the sources from which curriculum’
development and theorizing spring. They are also the -
source for the. ancient controversies over the subJect-

- centered, socialized- centered, and 1nd1v1dua1 centered
curr1cu1a 46 - - :

-



The terms "Course of Study“vand "cyrriculum guides" frequent]y haye been
confused and sometimes used-interchangeab]y[ A coursevof study can be
defined as a formal outtine of the prescrtbed content to be couered in a
particular subJect group of- subgects, or area of study by grades . It may

or may not include some of the elemants of a CUrr1;u1um guide. A curr1cu1um
guide can be defined as a less formal document for'teaphers which contain -
the objectdves, aims, and goals of instruction; suggested desirable.eontent;
learning experiences, and teaching aids that may be used to achieve them; and
the evaluation techniqueS'suitable for detehntnihg the extent to which they

have been achieved.

-’
"

In this thesis "Programme'o; Lol test, ”Course of Stud1es , and
"Curriculum guides" 'will be used 1te'f* nqoab1y since most of the pr1nc1pa]
educators used these‘terms that way In oeneral terms; then, a typlca]
"Programme of Stud1es" for the period’ under study u5ua11y'conta1ned not on]y "
< a 11st of top1cs to be exam1ned but a]so prov1ded a br1ef comment on the
' methodology and evaluative procedures: .

The discusston deve]ops in-the to]]owtng sequence.. Chapter I-invo1res \
an out11ne of the study in genera] together wwth a rev1ew of the prwnc1pa1
sources. and definitions used. Chapter I w111 provide an overvwew of the
political c]1mate and will review the extent to wh1ch eth1ca1 1dea11sm was
at work in the Soc1al Stud1es curr1cu1a of the Northwest Terr1tor1es and
Alberta from 1896 to 1921 In Chapter III nine Soc1a1 Studles textbooks,
wh1ch may be cons1dered typical of the per1od from 1896 to 1921 w1]1vbe '
rev1ewed in order to demonstrate the extent to whlch they ref]ected forms'
’ ofﬁeth1ca1\1dea11sm. In Chapter IV the general phwlosophy of A]berta |
politics and education during the per1odefrom 1821 to.1935_1s‘rev1ewed:'vr

It would appear’that a general pragmatism'or moderate progressjvism'was the




spirit'of this tdme in A]berta« The shift tromAethical idea]ism'can, in part
be seen by the advancement of the SOC1a1 gospel, and the c00perat1ve tendenc1es

. at work w1th1n ‘the rise of the Unlted Farmers of A]berta Among the centra]
quest1ons addressed in th1s chapter are to what extent, did th1s change in .
political phwlosophy affect educat1on 1n general and how spec1f1ca11y d1d 1t1 f
affect the Soc1a1 Stud1es curr1cu1a and resource mater1a1s at the. e]ementary“
‘.*and secondary 1eve1s In Chapter V e1even texts 1n the per1od “from 921

"to 1935 W111 be rev1ewed n order to demonstrate that there was a- sh1ft from .

. an emphasws on eth1ca1 1dea11sm to a moderate pragmat1sm » The fana]-chapter

' w1]1 prov1de a summary and w11] offer a set of observat1ons that are apparent
- as a resu]t of th1s study and w111 conclude w1th some recommendat1ons for:

: further study
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Chapter: 1

Phi1osoph1ca1 Orientations of Political Leaders

in the Northwest Territories and A]berta'-.1896—1921-

ThisAchapter will 1nvo]ve a dwscuss1on of the genera] orlentat1ons

of the maJor po]1t1ca1 1eaders and educat1on1sts of the per1od from

.1896 to 1921 1nathe area of the Northwest Terr1tor1es wh1ch became the

\

_ province of,A1berta 1n\1905. F1rst, a br1ef ana1y51s of 1dea11sm and

\\eth1ca1 1dea]1sm w11T be presented Second, ‘an out11ne w111‘be gtven<to

'show.the extent to wh1ch this orwentation'was reﬁlected'in-thenstatements;

of government 1eaders s\th as F . G. Haulta1n, A C. Rutherford, A.L. Sifton,

and C. Stewart and 1,_the remarks of the M1n1sters and. Deputy M1n1sters

\

of Educataoﬁ—aﬁr1ng th1s‘per1od.' Fwna]]y,"there W111 be a review of
se]ected school inspectors’ remarks dur1ng this perlod in order to demonstrate

‘the extent to wh1ch they were 1nf1uenced by th1s or1entat1on

It 15 not poss1b1e tor understand the genera] pr1nc1p}es of eth1ca] .

: 1dea11sm without an understand1ng of” ‘the ph1losophy of 1dea11sm Idea11sm,
-as a systemat1c ph1losoohy, is the e]aboratton’_nd Systemat1zat10n of the

' bas1c prop051t1on that mlnd is the pr1mary and 1rreduc1b1e fact of human

. exper1ence 1 One part of the bas1c thes1s of a]] 1dea]1sm is that m1nd

s pr1or that when ‘one seeks what is u1t1mate in the world one sha]l

‘*‘f1nd that 1t 1s the nature of m1nd and sp1r1t--3ust as.’it 1s m1nd that 1s

u1t1mate in“the inner wor]d of persona1 exper1ence l Thms 1dea may be'

'expressed in the c0ncept that is central to 1dea115m--the prwnc1p1e of

) pr1or1ty of consc1ousness

From thws centra] pr1nc1p1e one may come to certa1n conclus1ons
that are 1mportant in understand1ng the 1dea11st tradltwon First itni*

may be conc]uded that if m1nd 1s pr1or in the sense that 1t 1s u1t1mate



"rea11ty, then material’ th1ngs‘do not ex1st at- all, or 1f they do ex1st
-'they in some way depend for" the1r ex1stence on m1nd G1ven the basic
'_postulate of the pr1or1ty of consc10usness, one can 1nfer proper]y that 1f
m1nd 1s prior then 1t is in some sense the cause. for the existence of other
. .thwngs and for.the character of that woer of th1ngs and events.that'one
»meets in hms ord1nary experwence R | | |
_ The above 1nference serves to tl]ustrate the funct1on that 1dea11sm
.as a ph11osoph1ca1 trad1t1on has had 1n the 1nte1]ectua] h1story of western
B cu]ture. Idea11sm has a]ways been conce1ved as the anc1ent ande1mp1acab1e
_'enemy of all forms of mater1a11 m. There are var1ous forms of ph1]osoph1ca]
‘mater1a11sm but the basic tenet of a]l these  is that what is u1t1matetj ‘
real. 1n‘the un1verse is matter Idea]wsts reject th1s mater1a1lst1c the51s
~‘s1nce they cannot conceive that mind, wh1ch is act1ve, dynan1c and creat1ve,
T cou]d have come from mater1a1 stuff wh1ch 1s 1nert and 11fe1ess They
:._a1so quest1on how a un1verse that is noth1ng but matter‘Tn mot1on cou]d
‘poss1b1y have a place in it for value and for those concerns that have

always ehgaged the h1ghest effgrts of mank1nd In a contemporary exam1natibn

of the pho]osophy of 1dea}1sm G. Max N1ngo 1nd1cates that. abso]ute 1dea]1sm -

o 1nterprets the pr1nc1p1e of consc1ousness as mean1ng ‘that- the concrete

wor]d of th1ngs and events is a product of the conscious processes of the

'Abso]ute Mmd,4

To the 1dea11st the h1stor1ca1 process is. rat1ona1 and order]y
because 1t is. the product of a Supreme Reason, 1n wh1ch rat1ona11ty and
‘order11ness functmon in complete perfect1on w1ngo further asserts that

much of the enormous 1nfTuence that 1dea11sm exerted “in 1ts heyday in. the -

'_18705 was undoubted]y due to 1ts close aff1T1at1on w1th Chr1st1an re11g1ous

~-doctr1ne,~part1cu]ar1v Protestant doctrme.A5
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- While the gFeat names in the history of absolute ideélismjare~

Fichte, Schelling, and Hegel, idealist's views were also widely held

“in North America in the late nineteenth century. Without exception,

according to Wingo, every great Ameri@an exponent of'idea1ism'has fqund

'ah orgénic connection between the philosophy of idealism and the basic

tenets of the Judaic-Christian view of the world.

\

One is assured by the idealist that Ehéf;gsjity one encounters

in his own experience-is the product of ale1timaﬁe Intelligence, and

" that the.world in. its essential character is rational and ofderly: The

idealist further maintains that there is an onective body of truth, and:

that even finité minds are gapab]e‘of'apprehending it, though not in its

entirety. The idealistfméintains'that one can know that his ideas are trué,
when ‘they are Tn'harmony with the already existing énq accepted body of

truth. The criterion for the ttuth of an idea is coherence: that is,

an idea is true when it is consistent with the existing and accepted

body.of ffuth.s

Various strains in the idealist's tradition converge to form

the éthﬁ;al thesis, which many_idea]ists'thfnk'ié the single éreatest

‘element in their philosophical tradition. That man is a purposive

creature means also that he jé a valuing creature. He'cannot escape the .
necessity of placing .value on things and events and experiences. To

the idealist the whole of history portrays the continuing efforts of

4

man to gain a firmer grasp and more valid grasp of the good.7

-
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If men ere to make. Judgments about value, they'most have some
‘standard by- which part1cu1ar th1ngs can be Judged as good or bad. The
'1dea1lst_has a]waxs peen certain thatzsuch norms do ex1st and that they
charactenize‘realﬁty'itse1fﬂ The idea]iSt-hefieves that there are supreme
onchangjng.vd]oes:toncenningdtruth,vgoodness, and_beauty. Idea]ism, then;

has profound ethica]'implitations . As ment1oned prev1ous]y, The Dictionary

of Ph11050ph171nd1cates the consequences that an idealist's point of

view has'upon.eth1cs,' It def]nes eth1ca] 1dea]1sm as follows:

3

Any system of moral theory, may be’ called -
Ethical Idea]1sm whether teleological or
“ formal in'principle, which accepts several
- of the following:  a) a scale or hierarchy. -!
of ‘values, .b) the axiological priority of
the universal over the particular, and :
 ¢) the axiological. priority of the spiritual ' R
"over the sensuous or material. _ . S

-

It has been sa1d the main purpose of ph1losoph1ca1 idealism 1s to make

.the world safe for value. There is’ agreement among many-]dea]1sts that,
\ \ , : . - , .
~with the possible exception of religion, education is more inttmately

.
involved in the vatue enteﬁprisé than any’ptheh'so;ial activity. .In

one sense, eny‘scheme of education js a-moral enterprise beceuse the:
effort to edueate is the effort to help an individual become what he
wopld not be otherwise. J;F:'Herbart, an outstanding German»phi]osopher
- and. educator, wes tommon]y referred to by teachers in the United States
“’and Canada in the late n1neteenth and ear]y twent1eth centunhes E

/.

: Herbart, an idealist, 1nd1cated that the term v1rtue expressed the whole

P

purpose of education: I

It is he]pfu].to give the pupil abundant o
opportunity-to pass judgment upon the moral



‘educated in order:

.moral character without sacrificing'inaividu lity.

quality of actions not his own. . . . Literature
furnishes the earliest and most copious
examples; later, history may be helpful, though
there is a damger of taking partial views as Y
to the moral quality of historical deeds.

A11 the relations can be easily perceiVed but
any historical event is likely to be a small
section of a whole too vast for the youthful
mind to comprehend [t is for this reason

that caution is needed when passing Judgment
upon historical facts. 10

Herbart indicated that the teacher's first duty was to study the

positively good.elements in the native character of the being to be-
! v : s B}

To preserve these, to strengthen them, to

transform them into virtue, and to fortify o
theni.against every danger, should be his ’ A
incessant endeavour. . . .Fa aTlsubsequent

moral education must start from that point. 11

-

The moral end of 1ife, character development, was considered by Herbart

to be the aim of education. This was not to be attained as w{th Rousseau,j,

‘by cu]tivaf?ng the native capacities of the child; nor, as with Pestalozzi,

by developing all the faeulties harmoniously. Herbart rejected 'the
”facu]ty psycho]ogy" of the mind and its pedagogic corollary, the dogma
of formal discipline. The 1nd1v1duaf; he thought, was destined to live
with his fellowmen in society, and the aim of education would be atpained
enly by analyzing tﬁe social interests of men to discover which were béét_
fer the educafed man, and then by means of instruction'to develop and
apply them; The more thorough]y the teacher built up by means of o
instruction a number of fine interests 1p’fﬁel1nd1v1dual which wou]d

become springs. to action, the more succeséﬁu]¢wou1d he be in developing
' 12
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Herbart believed that man's‘interests came from his experienoe
"with things and his intercourse-with people. Hence, there are two main
branches of instruction: the scientific,'inc1udjng natura1-sc1ence and
mathematics; and the social-or historioa1, 1nc1udjng the chief products of
man‘s social evolution, viz., 1anguage, 1tterature; and‘history. Although
both branches of instruction were oonsidered important to‘enable man to .
find hiS.pTace‘in the world, the social subjects, or historical subjects,
as Herbart called them, offered the best opportunity to colour the facts
with good will™. 13 They'were therefore, e:pec a]]y necessary to an )
understandlng of human relations and to the a-tainrent of the mora] end of
education. According to Herbart know]edge came from two sources, nature
and society. This knowledge was considered to lead- tc ideas which in turn
‘ wou1d lead to action. Character bui]ding, the enc of zducation, thus had
its beg1nn1ng in knowledge and its end action. Thio'was Herbart's “cycle
of thought” and 1ts importance was read11y seen in 1in stru tional procedure
'wh1ch wou]d determ1ne the character of the ch11d accord1ng to the nature
of ideas presented and the manner 1in wh1ch,they were acquired.14
Herbart's Method-Whole or Five Forma]'Steps of the Recitation as : v
genera]ly‘interpreted today are as follows: | |
| 1). Preparation. According to the principle-
~ of apperception, the child's mind should be
:prepared for the new material by reca111ng
" to his mind the ideas he already has whith : o : .
will enable him to readily assimilate the ’

new and which will put him in the proper o - ‘g\
“frame of mind to do so. _ ' o

S

2) Presentation, the actual statement’ and. i
the explanation of the new experience to be. - I RN
appropriated. :

3) Association, the .actual comb1nat1on of
the new with the old. o



4) Generaljzation, the drawing of the rule,
definition, or general principle resulting
from the comparison of particular instances
that took place in the third-step.

5) Application, the testihg of the under-
standing of the general principle through the
so1Ution’of;assigned tasks and problems.

The first four steps are inductive, the fifth‘deductive. The five formal

steps were-geheral]y adopted in the normal schools of the United States and -

Canada in the late nineteenth century as forming the best method deiearnihg.

To the extent that theyAfurnished'young teachers a standard by means of

which they could plan out a lesson in advarice, they'serVed a‘useful purpose.,

\

Wherever h1s educat1ona1 pr1nc1p1es were accepted such as. 1n
Germany, the UnTted States and Canada there fo]]owed a great emphas1s

upon: .
G . . . : .

1) :the importance of school instruction in
developing moral character, and the necessity -
of relying upon human nature rather than the
natura] capac1t1es of the ch11d to attain ‘that
end; : :

«2)7 the need 'of sound methods of teaching, based
upon a know1edge of the way in wh1ch the mind
"acts and expands,v o

3) the exaltation of the teacher in the
.educat1ona1 process, -and the ‘need of careful
tra1n1ng for the teach1ng vocation.
. DS

()

‘In summary, the aim was mora1 strength of . character, a will with

dnner freedom whose v011t1ons were always in accord W1th the moral 1aw {}

3The three maJor d1V1swons of educatwon were 1nstruct1on, d1sc1p11ne, and .

'tra1n1ng S1nce psycho]og1ca1 1nqu1ry showed that the entwre menta] wae,

was. bu11t out of presentat1ons, 1nstruct1on was d1rected toward en]argwng

'vthe chwld s c1rc1e of thought and deve]op1ng 1n hlm a many 51ded 1nterest

Kl

vby:eff1c1eht1y.1ntroduc1ng the proper-presentat1ons-1nto h1s apperceptlve“
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mass. Accohding to Herbart, discipline kept the child obedicnt and
attentive SO that instruction_and trainina would Jo their work before the
child had deve]bped~a proper will of his wn. Tr: ning worked constantly
with-instruction and discipline to form tre wil directty through_such
means as tnv1ronment,.examp1es, and -ideals. Under discioiine, the child
.would act r1ght1y because he. had been cond1t1oned to do so. 17
- To’ the_1dea11st, the school is an 1nst1tut1on(whose purpose 1s the
'preservation, hefinement,.and transmission of a body of essential truth.-
The idealist is committed to the belief that there‘is a body»ot truth, that
this truth can be known, and that it must be transm1tted to the young.
It is clear therefore, that the respons1b111ty of the school must

P
“be to‘transmit the essent1a1~portions ot particu]ar heritage to all who

cone undet its jurtsdictfon There must be no exceptions because every ’
1nd1v1dua1 must regulate -his conduct 1in accordance with, tradwtnon and the .
wisdom qf h1s ancestors The 1dea11st further be11eves ‘that the human mind
can dlst1ngu1sh between truth and error, and since trad1t1on furnished the
basis for the evolution of one S 1deas,»trad1t1on mus t be perpetuated and
'passed from one generat1on to another. Th1s, accord1ng to idealists such
as derbart and De Garmo, is the respons1bn11ty of educat1on 18 d‘

De Garmo s Essentials of Method was one of the fwrst books in the

Un1ted States which ref]ected th1s idealist and Herbart1an p01nt of v1ew
It was used as ear]y as 1896 1n the Normal Schoo]s of - the horthwest
Terr1tor1es The text is very much in 11ne w1th the tenets- of 1dea11sm
For‘examp1e, accord1ng to De Garmo,~

The most obv1ous way hat the school has

of securing.a good "memory of the will" are

those by which it enforces thé well-known .

school virtues,--regularity, punctua11ty,
silence, and 1ndustry 13 '
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Herbart indicated that the teacher's first'duty was to study»the positively_
good elements in the native character of the indivﬁdua]'to be edueatedQ -The
next step was:

)

To preserve these, to strengthen them, to
transform them into, virtue, and.to fortify ..
-them against every danger, should be his
incessant endeavour-. . . -.For all subsequent
moral education must.start from that point.

\

W.E. Hocking,'an‘idealist edutator lwho'wrote fron 1910 to 1942,
,agreed with Herbart in 1ns1st1ng that educatnon must offer someth1ng mora]ly
uplifting and p051t1ve . The f]rst r)ght of children is not that they be
1eft free to choose.their way of 11fe but that they be g1ven someth1ng
pos1t1ve Ch11dren have the right to benef1t by the best the race has
to offer.Z] Note shou]d be made of the heavy emphdsis that Herbart p]aced
upon direct teaching in’ transm1tt1ng a specific cuttura] her1tage. Accord— .

ing to H H. Horne in Idea]lsm -in Educatlon (T910)' the best'way-tO«establish

a solid educat1ona1 foundat1on for. curr1cu1um construct1on is to conceive

c]ear]y\the 1dea1‘character.of'man_ahd the_charagter1st1cs of an ideal

soqiety“;zg With this knoW]edge in hand, the teather'should juditious]y'

select those eiperientes, activities,.1ife—sftuat1ons, and\studies that_‘
'. would contribdte to these tdea] ends.;'Horne's WOTrK was. one of the reoujred'

texts used in the.first Normal échodT of'Alberta a ear1y as 1906. Horne L
A contended that truth beauty, and goodness are sp1r1tua1 1deals of the race. ., L

- and, therefore, the supreme task of educat1on is the adJustment of the

"\ch11d to "these essent1a1 rea]1t1es that the h1story of the race has o

23 ‘Horne argued that the m1nd of the race 1s the 1nd1v1dua1

Idwsc]osed“
-mind wr1tten large In both the three ult1mate modes of consc1ousness o

are.knowing, feeling‘and willing. According to Horne:--
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- These three modes in the racial mind present

. the individual with a spiritual .environment
of three modes: the 1nte}lectua1 the 7 .
aesthet1c, and the moral

-

.Educat1on is one of the 1mportant adJust1ng agencwes wh1ch med1ates between‘

the 1nd1v1dua1 m1nd and the sp1r1tua1 env1ronment surroundlng him. .‘In‘
fu1f1111ng the task of education the teacher must br1ng the 1nd1v1dua} to

seek the truth and av01d error, to fee] beauty ‘and transcend ug11ness, to

:ach1eve good and conquer ev11 Horne phrases the educat1ona1 object1ve of

_the 1nd1v1dua1 in terms of a h1erarchy of va]ues, arranged accord1ng to the

extent to which. each value contr1butes to the rea1lzat1on of man s absolute

. QOal * As evwdent in the fo11ow1ng, this is a more 1ntegrated statement

,by education jin each 1nd1v1dua1

'ﬁqsua11z1ng a- perfectﬂy 1ntegrated person as the obJectwve to be rea11zed

At the top of the scale would come WOFShlp '
as bringing ‘man into conscious relation to ’
- . the infinite spirit of the.unmiverse. Next’ to
N worship ‘would come ‘charactey in the individual
: and justice "in society as indicating the will
of man toward. the eternal right. Next would
come ‘the production and enjoyment of the .
beautiful as revealing the- infinite perfection. -
- Next would come knowledge as ‘the thinking of .
~ thoughts embodied in ‘the.structure of the -
Junjverse. .And then the skill requisite to
one's economic independence,.which is related -
_both to personal.character and-to social ) e
. Justice, and which-should bring man into - .
© sympathy and harmony with the creative spirit. ' T
of the un1ver§8 . . These va]ues are a11
) interrelated. - .
Horne sees both-morality .and religion in-the imitative process.

-

"It is. therefore imperative for teachers themse]yes;to be- the best Tiving

vmodef'before their c1a$ses"f Echoing St. Paul, horne urges that "the

i hwghest duty and pr1v11ege of the teacher is to be in whatsoever th1ngs _"

‘ are .true, honest pure, 1ove]y, ‘and of good report what he is w1111ng for. --
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h1s pup11s to becone 42?' Actua]]}, he eXplains,vthTs'is~the crux.of the
who]e prob]em of teach1ng mora11ty and re11glon in pub]lc non- denom1nat1ona1
schoo]s Whereas the character of . the-publ1c school does not permit the
d1rect teach1ng ‘of re11g1on,vand whereas the nature of both moralIty and
re11g1on defy this. compTete transm1ss1on by pure 1nstruct1on a]one,dthe
oersona]1ty of the teacher can-convey both. Horne sees the.teacher S role
agiessenttaisi- s j - | o

. The quandary of the school as to how to cultivate
.morality and religion.without being able to teach-
them is 'solved- through the prov1s1on of teachers
with persona]1t1es worthy of imitation by the

pup1ls 28

~

More spec1f1ca11y, euery curr1cu1um to be.adequate must 1nc1ude schoo]room
equ1va1ents of the thrée . aspects of soc1a1 ach1evement,.name1y, 1nte11ect
:.emot1on; and will. Horne contends that a]] the subJects are onty to be
| used as. a means to the great end of’ 11v1ng complete]y through understand1ng
A C 11fe : Informat1on will become know]edge books will become too1s7 and
f;’ﬁy' . the best 1deas w111 become 1dea1s 23 | ‘
o - Idea11sts, 1nc1ud1ng Herbart wou]d agree that class d1scuss1on
15 a good method of teach1ng but they would recommend caut1on SO that th1s
| does not degenerate to. the Tevel where 1t is Tittle more than an 111- »
prepared pootwng of 1gnorance D1scuss1on is cons1dered to be wastefu]
lunTess 1t is conducted by skt]]fu] Ieaders Wh1ch presupooses exper1ence,
' study, observat1on, and know]edge on the part of those part1c1pat1ng
Lecture is another method wh1ch 1dea11sts emp]oy " There is p]ace;
Afor good expos1tory presentat1ons by the teacher in wh1ch accurate
'representat1ons of obJect1ve 1nformat1on are made or in which precepts,. L
. be11efs, and 1nterpretat1ons are w1se1y offered as counSel _ Herbart<

. -

: reconmended th1s method in the teach1ng of hﬁstory as we]]
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‘Ftnafly, the~jdea]ists maintain that in the curriculum there must
be much'objectfve content'if there is to be any so]idfty in education.
vStudents are to‘hawe a rugged mental 'diet'30

| M1th th1s ph11osoph1ca1 tradition and teach1ng methodo]ogy in
m1nd the wrﬂter w111 exam1ne the extent to wh1ch eth1ca1 idealism was
manlfested in the pub]wc statements of the Prem1ers, M1n1sters of Educat1on, sl
and Deputy 11n1sters of Educat1on 1n the prov1nce of Alberta A br1ef
.-hcomment w111 be made in the conc1us1on ‘to determ1ne the degree to wh1ch

. school’ 1nspectors and school super1ntendents subscr1bed to these Views.
ATl the Prem1ers ande1n1sterS'of Educat1on Jn.Alberta were
| educated in the pub11c sch001 system; were Protestant in re11g1ous
, aff111at1on, and most. were members of Imper1a1 po11t1ca1 assoc1at1ons -
such as the Canada C]ub the Albany. C]ub, ‘and the Canada F1rst M0vement 3]'
"A1though these men were Chr1st1ans, they preferred the deve]opment of a.
'strong pub11c schoo] system rather than a sectar1an re]1g1ous one ‘

| F.W.G. Haulta1n was the first 1ead1ng statesman of the Aorthwest

Territortes. He was born;1n.WOolw1ch Eng]and 1n 1857 but came - to Canada
. at an ear]y age. 1'15 his‘ear]} teens, Haulta1n ]1ved in Montrea], where‘
h1s father was secretary of a French Canad1an M1ss1onary Soc1ety of the f
Presbyter1an Church After attend1ng the Montrea] H1gh School and the,‘
Peterborough Co]]eg1ate Inst1tute, he enro]]ed in the honours c1assxcs o
programme at the Un1vers1ty of Toronto, where he came’ under the 1nf1uence
of the Ang11can Reverend Or.. John WcCau1 He was also a good fr1end of
McCau] S son, Charles “In 1884 Char1es McCau], 1n need of a ]eoa1 partner,
persuaded Hau]ta1n to come to Fort Mac1eod in the Terr1tor1es 32l Once

‘at Mac]eod, however,.Hau]tatn sens1ng the opportun1t1es before hwm

" established his own flourishing practjce_and,,1n,1882, was elected to

PN
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represent the area onlthe‘Ndrthwest.Territortes'Ceunci1. Aithddgh a:.
Conservative federally, he-was opposedrto polftﬁcaj'partisanship'in
territorial po]itics. Hﬁsrnon;denominatienai'stance~in eddcation ones
someth g to his Masonic,commttmentsl - The Masenic orders'Were'eader°td
lave a.sirong pub]ic‘schdo1 system in the Untted,States and Canada-becadse
sy fel* that a.denominationa1 or sectarian'schooi'system wou 1d net be "
conducive . national unity.33 -HdWever,,the'hasdns nere‘insistentdin‘”
neir “emands that the public school systemeOUld havela7strongimorat
ethical ase. : . 'g g | | |
Hau]tain‘s advancenent in‘the Masdnic drder and his associatidn
'w1th Imper]a11st c]ubs led him to believe that 1t was unnecessary for
Roman Catho]wcs, a dwwnd11ng re]lglous mtnorlty, to have the prom1nentﬂ
"_ro]e 1n the terr1tor1a1 school system g1ven them in the 1eg1s1at1on of
‘1884 Accord1ng to Haulta1n ‘the demand for equa] status by the French
Canadians was 0ut of the quest1on g1ven the1r small number Accord1ng
to M.R. Lupu] th1s does not ‘mean that Hau]ta1n was pre3ud1c1a1 in h1s

t;treatment of the French Canad1an Catho11cs 34"'

'That Haultain\affécted ‘Eng]jShf*ways,\speech'
and dress is clear, but in the absence of
private correspondence it is difficult to say.
whether he was personally prejudiced against
either group. To Father Leduc, of course,
Haultain's prejudice was surpassed only by
Goggin's. But significant also were Haultain's

- later ru]]ngs as Chief Justice of Saskatchewan's .
Supreme Court (1912-1917) . requiring all :
Catholics to support a separate school, once
established. Conceivably a confirmed angl-
Catho]1c m1ght have been less generous:

-

Accord1ng to R.S. Patterson the most outstand1ng characterwst1cs of the
educatlonal development dur1ng the per1od from 1884 to 1905 in the

Vorthwest Terr1tor1es was the trend toward a pub11c, non- sectar1an school
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'system. HaUTtain'wasfa’Teader in this movement maﬁntaining that separate
'.schooTs divided'the popuTation and made gt difficult to unify.the:Terri--
'tor1es on 1mportant 1ssues such as respons1b1e government and autonomy
‘uThe most 1mportant step towards the secuiar1zat1on of the dual system that
had‘been estabT1shed in 1884 was the passage of‘the 1892 SchooT’Ord1nance
"wh1ch ended the dual- Board of Educat1on 36 o .

The Cathol1c h1erarchy took strong except1on to ‘the aboT1t1on of
4the éoard of Educat1on They conswdered the 1892 Ord1nance a betraya] of
an ear11er comm1tment to two d1st1nct systems They pet1t10ned the
Governor General to dwsaTTow ‘the 1892 Teg1s]at1on and 50 to restore
sectarwan contro] of schooTs, text, and courses of study by the Roman
.Cath011c church. They protested the 1892 reguTat1on which woqu requ1re
all prospective teachers (1nc1ud1ng numbers of reT1gTous orders) to show
ev1dence of Normal School tra1n1ng The FederaT government conducted an i
1ndu1ry into the issue and returned the quest1on £o the Terr1tor1a1
"_AssembTy. No changes were made in the Board of Educatlon or 1ts powers

'At the“same t1m~ hau]ta1n and other advocates of natwona] or
public schooTs wanted the schools to_be Cnr1st1an and»to have a strong,f
pervading ethica] or moraT tone. .But they did not want-sectarian schooTsf
because they feTt this would not be conduc1ve to nat1ona1 un1ty HauTtainf_
“,feTt that separate schooTs d1v1ded the popu]ation and made 1t d1ff1cu1t
to un1fy the-Territories on 1mportant 1ssues o ‘ '

hauTta1n s comments..in 1892 1nd1cate the des1re of many to have
- a nat1onaT system of government controlled schooTs "W1th respect to
, teacher cert1f1cat1on, he said:
| Qur duty is to' see that none but properly

qualified- teachers are engaged in our
schooTs, and that none’ but proper]y conducted

)
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“schools receive publie money, and those -
‘duties cannot be delegated to the ‘
.representatives of any re11g1ous body

or bodies’. . )

~hauitain indtcated that'the"re1ig?ous comb1eX10h of the school was a‘locaT'
‘and domest1c matter, and that under the 1892 1aw re1lg1ous 1nstruct1on .
' cou]d be ngen at the. d1scret1on of the trustees in the 1ast ha]f hour .
:of the day Hau1ta1n d1d not be11eve that local re11g1ous 1nstruct1on
'needed “to have the fu11 apparatus of sectar1an contro]

'The respons1b111ty of the general management
. of our schools, for the educational’ policy -
of the Territories, ‘and for the expend1ture
of the school vote is above and beyond. any
sectar1an difference. . Expenditure and
control are 1nseparab1e, and so lorg as
schools. continue to receive government
grants, they must be subJect to government
_contro] : o

HauTta1n s argument conta1ns the pr1nc1p1e essent1a1 to the‘

jp051t1on of’ those who were advocates of a nat1ona] system of schoo]s As .

'_stated prev1ously, however the advocates of nat}onal schoo]s were deep1y-, c

'concerned that the schools have a pervad1ng mora] ethwcal if not
v'Chr1st1an, atmoSphere Bwb]e readwng at the beg1nn1ng of‘the day, the
.Lord 3 Prayer, and the prov1s1on for re11g1ous 1nstructlons at the end
'jof the day were consndered to contrlbute to a strong mora1 ar eth1ca1
_tone in the schoo]s 49 ;-»; 5j I h'v _ : fJ N h
Thus, in 1892 all schoo1s rece1v1no government‘grants came under..
the Jur1sd1ct10n of the Counc11 of Pub11c Instruct1on Wh11e separate
schoo]s were prov1ded 1oca]]y e1ther for Catho11c or Protestants,-ali_ ‘
“schools were to be governed by the same regu1at1ons ' Un1form1ty was

- estab11shed w1th respect to curr1cu1um, courses of study, exam1nat1ons, -

.texts, and teacher tra1n1ng To further carry out the centra11zat1on of :»V
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ﬁpower in the hands.of the terr1tor1a1 government, the 1892 Ord1nance

“prov1ded for. the appo1ntment of a Super1ntendent of Education for the
‘Terr1tor1es,4] who was to adm1n1ster Ord1nances relat1ng to schools and
,the regu]at1ons of the Counc11 of Pub11c Instruct1on

In 1892 Hau]ta1n'appo1nted D J Gogg1n as the Super1ntendent of ’

'v'Educatwon in. the Northwest Terr1tor1es Goggin was essent1a11y a Canad1an

' “:nat1ona11st in the 1mper1a11st trad1t1on . Her was a. member of the Church

of Eng]and, "and secretary of the Ang11can synod of. Rupert 5. Land fHe wasz;
iGrand Waster of the Freemasons, and 2 member of the Br1t1sh Empwre C]ub
~from 1ts_begynn1ngt- Gogg1n was a]so a. member of the Nat1ona] C]ub and the,““
‘.Albany C:]ubof.Toron»to.q'2 The former was the d1rect descendant of the -
‘>Canada First Wovement and the 1atter, the suCCessor of the Un1ted Emp1re'
Club These C]ubs were known for the1r nat1ona11st and 1mper1a11st
sent1ments In Gogg1n s statements one can observe the eth1ca1 1dea11st
: position ’ In 1898, as Super1ntendent of Educat1on in the Northwest Terr1J
'.tor1es, he out11ned some of the procedures to be fol]owed by an 1nspector'
yjupon v1swt1ng a schoo1room | . .
. He. observes the teacher s conduct dgf a:
“.recitation, definiteness of aim, selection .
- of facts; clearness of presentat1on,
‘. character of drill;, and notes the habits"
, of the pup11s in seats dur1ng the per1od
‘ The meaning ‘of the’ quotatwon 1s c]ear ‘The’ teacher was in posse551on of .
‘a body of mater1a1 wh1ch 1t was hws duty to conVey in an- orderly and
- systemat1c way to his pup1ls The pup1ls, in- turn, were expected to .:—
t‘master a certa1n m1n1mum body of know]edge and to g1ve evidence of thfs'

.nastery throuqh a system of externa] exam1nat1ons As Goggin had recorded a

) ear11er 1n an assessment of the Counc11 s Standard II and LIV exam1nat1ons_'
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These examinations raised the standard of .
scholarship, directed the teaching into
sounder lines, caused the essentials to be
,1earned more thoroughly. . . ., and spurred
the indolent and indifferent tolpore v1gorous
and systemat1c endeavour.

Gogg1n, in an ]896 publication, took pains to snow the re]ationshﬁp of
‘;manners_to.morals:

‘It is recognized that graceful behav1pr should’
have as its basis, good moral character since
manners are not idle but are the fruit of
loyal nature and of noble mind. In .order that
a pupil may do his duty intelligently he must
know what his duty is, see the reasonableness
of-it and feel its obligatoriness. He has
learned something of number and language
before he enters school but once there he is
~instructed in the subject matter of arithmetic
and grammar and required to put it to use as
a test of effective instruction. The child
entering school knows something. of duty but of
the subject matter of mora]1ty--man s relation
to man--he knows little. He needs the knowledge.
It can be acquired in substantially the same
manner as the knowledge of grammar and can be
turned to use daily until correct thinking
passing over into right action is crysta]11zed
into right habit.45

“In 1898 Gogg1n asserted that the educational authorities in the Terr1t0r1es
-, were engaged in building up a sound patr1ot1c sp1r1t In history andn1n
T1terature, younger ch11dren,stud1edrthe 11ves of great men and were \
helped to draw moral and civic lessons from their acts and mot1ves
-obedience to duty, and respect for author1ty These v1rtues were deve]oped
‘1n the 1essons, and their practice was requ1red in the c]assroom From
‘the f1rst pup1]s memorized poems and sang songs that 1nqens1f1ed the
fee11ngs aroused by their studies. Accord1ng to Gogg1n, hnte]]1gent
thought st1mu]ated by emotion was to pass over into def1n%te purpose and
into rat1ona1 act1on
There is a patr1ot1sm that prompts men to .

go_to war and if need be to die for their
- country. There is a patriotism that arouses
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civic spirit and prompts mer to Vive for
their country, performing civic duties. on
election day, and'every other day. This
. patriotism, beginning in love and obedience
- and respect for authority in the home, and
continuing in the schoel, can be depended on -~ .
in the commun1ty and the state. 46 .

,In 1898 Gogg1n wrote in respect to E]ementary Geography and Nature Study
that there was a know]edge which contributed .to the earning of a living~
Or, the study could be taught in such a way as to provide tra1n1ng in
observat1on and the scientific method. Th]rd]y, there was a knowledge
of Nature'and Geography which would 1ead the student to see the beauty
around him But most 1mportant of a]l was the spiritual v1ew, the view
that would g1ve the student an 1ns1ght into all life w1th 1ts un1ty, and -

would lead him "to 1ook reverent]y to the Author of all 11fe—-through

Nature to Nature's God--the thought that makes 1ife worth living". o

The above conception of God as Creator and mover of all life

- reflects an ethicaT idealist view. The school.was viewed as a social organ- ;

ization in whlch a student was to uﬁdergo deve]opment in many respects,
'but most of all in the area of r1ght behaviour. The student became a

. a . ’ -
better person and in due course a better adult, able to make a 1ivingeand

" Tive a worthy life. Al]l these orientations are denerally in keeping in

|

what has been described as an ethical idealist's point of view~
The Programme of Stud1es which Goggin 1ntroduced in the Terr1tor1es

1n 1896 was d1rected to mora41ty, ethlcs, and sound character deve]opment

At the time of its introduction he wrote: S , -

In the Programme of Studies provision is
made for the teaching of those subjects ,
a knowledge of which is helpful in the -
transaction of business, the duties of . -
citizenship, the care of the body and the B
formation of moral character. This knowledge -
is needed by all, and may be so gresented R

as to be objectionable to none.

-



A general statement by Goggth two years later giveé a good summary

«

of what he saw to be the aims of the school:

Courses of study and methods of teaching are
shaped by certain considerations. . The pupil
must be prepared as a member of society to-
Tive a worthy life and earn a respectable
living. The family, the state, the church,
and the schpol must cooperate. in preparing
for his two-fold life work. He must acquire
- _ at lTeast an elementary knowledge of the [
. civilization into which he is born and in ~
which he must live worthily or unworthily.
In history and literature he reads of the real
and ideal acts of men and of nations'and so
may receive instruction in duty, guidance in:
action and inspiration for effort, and thus .
his political duties and rights become
- clearer. He is led to form judgments as to
the moral qualities of deeds performed by
those he reads about and this has a reflex
effect upon his own acts. His training in
manners and morals makes him acquainted with
those habits for rights and feelings of others
and are the measure of good behaviour in .
, soc1ety

Goggin ma1nta1ned that the student-would gain all this know1edge by methods

“that would impart to his mind power, ba]ance, skill, and the spirit of

-

inquiry. {he Tearner should be led as well to see clearly that he must

earn a living as well as live a worthy life. To live a worthy life was

clearly more important than to earn a living.

The general rule of. the school in preparing the chi]d to grow in_

many ways in preparation for,his taking a place in society is indicated

1n Gogg1n s report to the Department of Education in 1902

Unless the pupil leaves our school w1th ref1nad

and gentle manners, with a self-control sufficient
to free him from the need of external- restraint

and guidance, with a clear knowledge of his duties
~and sound views of the worth of 1ife and its
prizes, with a power of growth and a thirst after
knowledge, the schools have not done their best
work for him, howeveE broad and accurate his v
scholarship may be.d
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.

Superintendent Goggin waa not willing to trust the molding of future
citizens of the Northwest Territories to untrained and unprofessiona1
teachers. Character training is a Eecurrént theme throughout his wkitings
and public speeches. These priorities, moral training-.and character
development, are found consistently throughout the system established by
him and in the directives of the Council of Public Instrucg?sn. The
p%incip]és were in effect, the guidelines along which the system developed
and are found through the curriculum.

In 1902 James A. Calder succeeded Goggin as Deputy Commissioner
for the Northwest Territories. Of Scottish origin, he was born in
Inggrsd*ﬁj Ontario in 1868. He received a B.A. degree from Manitoba
College in 1889, and an LL.D. degrea from Toronto.Uhiversity in 1905.

From 1902 to 1905 he served as Deputy Commissioner of Education for the
Northwest Territories.S] He was a member of the Ottawa Interprovincial
Conference in 1906 and served as Commissioner of Education under the Scott
administration in Saskatchewan. Calder carried on the Goggin styled
curricula as is evidenced by his Report on Education in 1303. 'The
~History and.Geography curricula at that time .were the same as they were
in 1896. Calder was a Methodist, was active in the temperance movement,
and was a member of the Loyal OrangE_Association of British Amem’ca.52
In general, he was sympathetic wifﬁ\gpe_idea of mqra1 and patriotic
education being given prominence {n.the History curriculum. Speaking
of_the Normal Scﬁoo]s in 1903, Calder stated:

: The aim of the department has been to provide

v for the students in attendance such a course

e ' in professional training as will fit them

. to perform their duties as teachers in our

public school standards. ion-essentials and
those phases of a teacher's training which
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are.common1y<referred to as "fads and fré%]s?
have 'as far as possible been e]iminated.

This marks the end of the terr1tor1a1 period wherein F.W.G. Haultain
figured so prom1nent1y. As an advocate of natiohal schoo]s he was deeply.
concerned that the public schools have a pervadmng moral, ~ethical, if not
Christian, atmosphereﬂ" Hau]tafn'e successor in Alberta was'A.C. Rutherford.

Rutherford was born {n 1857 at Osgoode, Ontario. His early education
was obtained at a local "Scotch" scnool, but he later travelled some distance
each day to attend the pu51ie high school at Metcalfe. In 1874 he enrolled
in the Canadian Literary College at Woodstock, Ontam’o.s4 Upon graduaﬁion
Rutherford taught'school'for one year in the 0sgoode township, and then '

qtered McGill University to study law. He graduated with a B.S. degree

in 1881 and the‘B.L.L. degree in 1884. He then practised law for ten years
AAas a junior partner in an Ottawa firm. Following this he moved to South
Edmonton in the Northwest Territories. He took active part in community
affairs and held many,pub11c offices while practising law. From 1905 to
1910, Rutherford was Premier of Alberta, Provincial Treasurer and Minister
of Education. By adopting many of the regulations and adninistrative
precedents established by the Territorial Department of Edueation, the

new depértment nas able to avoid any serious interruptions in theAtransition
from terr1tor1a1 to: prov1nc1a1 1nst1tut1ons |

As was noted prev10usly Goggin had drawn up a school program in
‘1896; Goggin's program covered the full range of the present Grades I to
XII, but was based on e1gntu§tandards. Standards I to V. covered the range
fnom Grades I to VIII (common or elementary schoo]) and’Standards,VI,,VII,
and VIII,cofresponded ﬁo Grades IX to Xl56 This system renained in effect

until 1912 when a cdmmittee, under the chaivmanship of Or. H.M. Tory,

introduced the grade svstem.
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In most other respects, however, Rutherford accepted the system
he inherited. Rutherford commended the Territorial government for the way
in which it dealt with the separate school question in the Territories.
- He was in full accord with the idea of discouraging separate schools
aithough he did not prohibit‘them. In ]906_Rutherford appeared pleased
to report that not a single application had been made for the establishment
of a separate'school since the formation of the province. Six months later,
referring to the educational policies followed during his first year in
~office, he said: -
"No ]eg1slat1on has been passed which could in
any way hamper the province in educational
‘matters, and the regulations and administration
of .the system have been complete accord with the
commendable policy followed by the late Terri-
torial government, by which organ1zat1on of ’
separate schools was discouraged, though not
prohibited, by whith uniformy courses of study,
texts, teacher qualificatiofs, standards.of
scholarship and inspection are maintained in b
all schools whether public or separate. One
Normal School and only one for all teachers

whether Progsstant, Catholic, or heathen is
maintained. :

Po11t1cs in the Territories had been non- part1san and though Rutherford
- wWas a L1bera], it was the educat1ona1 policy of Hau]ta1n, a man .of conserv-
ative learnings, wh1ch gained most~favour in Rutherford’s eyes.

Believing the qua]ity’of education to be the chief determining
factor in character building and mora] develonnent Rutherford wanted the
educationa] system to be eff1c1ent "He 'spoke of the ch11dren of Alberta

\as the prov1nce s greatest asset, as "our jewels wh1ch should shed 1ustre
o;\fhe\istizls of Alberta" .59 The duty of the government, as Rutherford -
perceived 2 was‘to ensure the opportun1ty of at least ' a grade e1ght S

N . . . BN .
education fop/gi1. The quality of the provincefs coﬁﬁon scﬁoo] (Grddes I
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‘to VITI), therefore, was af primary concern to him:
We should leave no stone unturned,‘shou1d
Teave nothing undone to bring within the
" reach of every boy and girl the fullest and
_most education, which carries with it the
i greatest of all gifts, namely: virtue, - Y
know1edge; and judgment. 60 . : '
Thus, one. Can see that mora]1ty, h1gh standards, and cnaracter deve]opment
were. st111 cons1dered of paramount 1mportance dur1ng Rutherford's period

‘ in offjce.
If Rutherford'oe11eved;schoo1ingito'be the soundest basis for
character development, he felt just as strong]y that the"oasis of ‘a good
’ educat1ona1 system was.a-. h1gh standard of teachlng and this could be ach1eved
by higher sa]ar1es 61
Rutherford was p]eased.that Albertans seemed very 1nterested 1n‘
educat1on Speak1ng;to the press in September’1907,-he\stated ”Educatfon
1s’the.ba51s of fnte]]ioent citizenship,'and'the.foundation\ofva11vgood
62

.government“ His. educational aims, published prior to. the election of.

1907, read as fo]]ows

The aim of the Minister- of Educat1on is to make

“in Alberta, from the primary school up to the
-un1vers1ty, one continuous chain of development,

-each phase complete in itself and all happily

blended into one strong system. It.is expected .

that the university, the common school, and-the

*high school author1t1es, will -formulate their
respective courses. in harmony . Thus the system 3'
of educat1on may be one s1mp11f1ed and strengthened

A d1st1nct1ve feature of. Rutherford S educat1ona1 palicy was his
att1tude toward schools “for fore1gners Cons1der1ng educat1on_1n-a free
country_as a'bas1s for 1nte111gent‘C1t1zenship; he appointed~a‘speciaf
lsuperuﬁsor to work amongithe Galician immigrants“ In 1906 Qutherford
1nd1cated that he fe]t it was the prov1nc1a1 government S duty to proper]y

~organ1ze schoo] d1str1cts among the Ga11c1ans and other forelgn groups.
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In ]908 he - 1nd1cated that forty eight school d1str1cts had been erected in
the fore1gn sett1ements b4 The purpose of schoo11ng, of course, was to o
ass1m11ate foreigners and ensure’ that they, too, wou]d ga1n a h1gh respect
for high standards, mora] development, and genuine - patr10t1sm

Rutherford S personal views on adm1n1strat1on and ‘the deve]opment C
v.of the provnnce of Alberta were at'once conservattve and creat1ve He
,be11eved in reta1n1ng much of the precedtng system but was anx1ous to tap
new potent1als |

~To encourage 1mm1grat1on Rutherford 'therefore,.founded a;Departmenti
.of Ra11ways and p]aced h1mse1f at its head In'thvacapacity-he became ’
1nvo]ved in the A]berta and Great Naterways scandal and was forced to resagn

“as Premier in 1910, 65

' For ‘much of Rutherford s term in off1ce, D S. MacKenzie was- the
'Deputy Minister of Educat1on. MacKenzie was of Scott1sh origin and was: born o
"&h Holyroad, Ontariotin,1868; He-attended Owen,Sound Col]eg1ate Inst1tute
" and Regina Normal $chool. ° For eight years\he nas.a principa1 of‘a.pub]ic;
schoo] in Strathcona, Alberta. uFrom'1904 to 1905 he was chief cterk:for the |
Department of Education in Reg1na ‘Inr]905'he became Deputy Minister of

Educatlon in Reg1na In 1905 he became Deputy M1n1ster of Educat1on 1n

Alberta and worked c]ose]y in th1s capac1ty w1th Rutherford and h1s SUCGeSSOrs.

66.

WacKenzie was Deputy Minister of Education until 1917. h1s apprec1at1on for

the efficacy of the Br1t1sh educat1ona1 system can be detected from h1s
- remarks in the Annua1 Report of 'the ‘Alberta Department of Educatwon of 1909:

-Last year a very satisfactary arrangement was

- made whereby British teachers possessing full
academic and professiona]’qua]ifications might

" be recognized as teachers-in this prov1nce without
further examination. The department is greatly
‘indebted ‘to the officials of English and Scottish
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Boards of Education at Whitehall and of the
Office of Matiohal Egpcat1on, Dublin, for the
care in which the'qualifications and Suitability
of applicants have-been considered and reported;
and by means of a system of careful selection of -
_ teachers in_ th1s prov1nce should gradually - ‘
d1sappear

| Rutherford cont1nued to re]y on Great Br1ta1n for. teachers until.
ah1s re51gnat1on in ]910 - ) . | .
' Rutherford was rep]aced by Arthur, S1Fton who prev1ously had beenl
Chievaust1ce of the Vorthwest.Terr1tor1es from 1903 to 1905 and_of
‘A]berta from- 1905 until 1910. Sifton‘was eduCated in the:pubiic schools
'1n Ontar1o, at lesley Co]]ege, N1nn1peg, and at V1ctor1a Un1vers1ty in
Cobourg, Ontar1o 68 He was ca]]ed to the bar in the Northwest Terr1tortes.
1n 1883 and became Queen S Counse] 1n 1892 He pract1sed Iaw at'Brandon}
.in partnersh1p w1th h1s brother, C11fford then in Pr1nce Albert and
_after 1888, "in Ca]gary. Enter1ng\p011tjcs as- a Liberal, -he represented
'~-Banff:1n the Territorial legislature -from t88§'to:1903'ahd_served as -
,‘ VTreasurer and'Commfssioner of Pubﬁic»Works'tn the Hau]tain'admindstration.
-In 1903 he was appo1nted Chtef Just1ce of the - Supreme Court of the North-_
' west Terrltor1es and’ on the creatwOn of the prov1nce of A]berta he became T
ljts_f1rst Ch1ef‘Just1ce. ‘He’ represented Verm111on 1n ‘the - Prov1nc1a1 |
.“tegtsTature“from'191OJto 1917. In the ]atter year, he broke with the -
,_Ltbera] Partyjon the.conscript1on issue. Ahe_then entered federal po11tiosf
- and joined“BOrdeh's:Natjonal vaernment.as Mjnister=of-Customs.‘\He was
:'a deTegate to the Peace:ConferenCe at'Versai1Tes dn 1918 ’ In‘192ddhe ’
"-became Secretary of State and a member of the Imper1a1 Pr1vy Counc11
\ It would appear that S1fton left educat1onaT matters pr1mar1]y
| nn the hands of h1s M1n1sters of Educat1on Sifton appo1nted C. R M1tche]1\

as W1n1ster of Education in 1910 who served in- th1s capac1ty unt11 1912

"




ﬁitche]] ‘Tike D. S WacKenzie;.his Deputy. Winister of-Educatﬁon, a]so“
apprec1ated the eff1c1ency of- the Br1t1sh educat1ona1 System as .is ev1denced
'by h1s remarks 1n the 1911 Annual. Report of ‘the Department of Educat1on
To supply the 1ncrea51ng demand between three - - '
and four hundred trained teachers are required
yearly to maintain the necessary teaching force
“of the province,.and-at least half of these must
be obtained from Great Br1ta1n and ‘the eastern
provinces of Canada. 79 .
Due to 111 hea]th Mthhe11 reswgned and J R. Boy]e took his p]ace as

_ M1n15ter of tducat1on The 1atter~served in th1s capac1ty from 1912 to 1918

S1fton 1eft educat1ona1 matters to Boyle whose comments in the Edmonton -

' nnBul]et1n and Edmonton Journa1 ref]ect a cont1nuat1on of the DOl‘CY fo11owed

by Hau]ta1n and Rutherford
Boyle was educated 1n the pub11c h1gh schoo]s of Sarnla, Ontar1o;
and taught schoo] in Lambton County. In. 1895 he Jo1ned a 1aw firm, 1n
Regina. He was ca]]ed to the bar in ‘the Northwest Terr1tor1es in 1899 and
was named htng s-counse1 1n'1912. In 1905 he was e]ected to the A]berta }
:Leg1s1ature for Sturgeon and was re- e1ected by acclamat1on He was an
"act1ve member of the Internat1ona1 Order of FreemaSOns and was a staunch
Presbyter1an e . .
Like M1tche1] h1s predecessor, Boyle S maJor concern. was to..
ass1m11ate the 1mm1grant groups. com1ng 1nto A]berta 50 that they w0u1d
vapprec1ate British 1dea1s, va]ues, v1rtues, and 1nst1tut1ons ~On September
25} 1913 ‘he- 1nd1cated that his department was extending the school system ‘
l. as rap1d1y as human]y poss1b1e, and was mak1ng every effort to have the . -
' schoo]s staffed by cert1f1ed teachers 7%‘ A major concern dur1ng th1s t1me

1was that New Canad1ans wou]d accept Br1t1sh ideals, va]ues, and moraltty

In th1s regard Boy]e was opt1m1st1c as ev1denced in the 1913 Annual Report
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An encouraging feature of educational work in
this province:is the public spiritedness of the
citizens. School trustees are, as a ruile, public
‘spirited men represent1ng the highest type, of
citizenship.

: fIn 0ctober 1913, in d1scuss1ng the prob]ems of Canad1an1z1ng the fore1gn
'settlers, Boy]e 1nd1cated that there seemed to be .a genera] 1mpre551on
‘Athat the government was manag1ng this’ prob]em d1fferent1y than 1t had been ‘
fmanaged before., de stated that this was,not,the case:
The pd]icy'of‘Alberta had been to maintain only. B
one standard of equal tfa1n1ng for teachers and - . \
that system had been quite successful in dealing AN
not on]y with the English-speaking portion, but - L
-also in dea]1ng with the foreign settlement in
the province. The people of the foreign settle-

ment were growing up to speak English correct]y
'and fluently. 74 .

In March‘ 19TB Boy]e made headllnes by stat1ng that ”Ass1m1]at1on not -

Segregatwon is Po11cy “Among - the Forewgn Popu]at1on” 75» Aga1n he exp]a1ned”
'that there was_one standard for” a]] and this was to be a fiigh qua11ty

Y.

of educat1on for everyone He pra1sed Robert F]etcher, Superv1sor of.
-Schoo]s Among Fore1gners, for h1s exce11ent perfonnance in this area
Boyle, Tike M1tche11,,f1rm]y be]1eved educatjon to bé the soundest basis.
for character and moral. deve]opment. " Boyle receiyed aésurances in thjs
-regard from F]etcher |
Dur1ng the per1od of the war the Ruthen1ans have
remained loyal and industrious. . . . .Ir tiieir
native land they did not enjoy the same liberty,
opportun1ty, or freedom of action as they have
Jin their adopted country, and as they are now

- beginning. to understand our institutions, they
n apprec1ate them 7 _

The 1mportance of preserv1ng Br1t1sh 1dea1s, va]ues, and mora]s through .
:apprec1at1on of Br1t1sh 1nst1tut1ons is c]ear]y ev1dent Boy1e s 1ove :
and apprec1ax1on for the Br1t1sh Emp1re is ev1dent in h1s remarks in the

0
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Annua] Report of ]915

. The: teachers of the prov1nce have demonstrated
_their patriotism in a practical-way during the
year by subscribing liberally to the Patriotic
and. Red Cross- funds; and a 1arge percentage of"
.male teachers have en11sted in His MaJesty s
Overseas Forces in the presént war, and some
have made their sacrifices for the British ‘Empire .
L and civilization, .and their names are inscribed
| 7 on Canada s great Honour Roll. -

'1.

j’L1ke RLtherford he f1rm1y be]1eved educat1on to be the soundest bas1s
for, character or mora] deve]opment - Boyle, lwke Rutherford before h1m
cont1nued the curr1cu1a estab11shed by Hau]ta1n and Gogg1n 78

; In 1917 Boy]e reported to. Char]es Stewart who took over the 1eader-

'sh1p of the L1berty Party after Arthur S1fton s res1gnat1on Char]es

',.Stewart was born in 1868 at Strabane Ontar1o, where he attended pub11c

€

;;schoo1s " Abouyt 1900 he began farm1ng near K1]]am A]berta He was. e]ected
by acc]amat1on to the ATberta Leg1s]at1ve Assemb1y 1n 1900 as the L1bera]
member for Sedgw1ck e

Stewart served inseveral m1n1str1es in ]913 and, on S1fton S
resignatTon, became Prem1er»and-M1n1ster of Ra11ways and Te]ephones
t1ke S1fton, Stewart 1eft educat1ona1 matters to h1s M1n1ster of Educat1on
"However,t1n an address to a teacher s convent1on in 1918 hé urged teachers
i to be good exemp]ars of the teach1ng profess1on and 1n fact, stated ‘that ."

a]though Chrwst1an1ty could be d1sputed it ‘could not be jgnored as a

- vital force 1n soc1ety 80 He a1so.1ndtcated.that he preferred & traditjona]v
' type of curr1cu1um and not one“do]]ed up with fads and fr111s”'8?

In 1918 Stewart appo1nted G. P Sm]th as M1n1ster of Educat1on to ;v
replace Boyle Smith was educated in Ontarwo ' He rece1ved a prize for
oratory and the Prwnce of Wales Go]d Medal from ‘the Toronto Morma] Schoo1

,He taught in M1ddTesex County and Toronto and came to Alberta Jgn 1901 8z



He had been a member of the A]berta Legisiative Assembiy Since 1909
Smith was 4 staunch Presbyterian and was PreSident of the Canadian

C]ub which, as noted preViousiy, was known for its ‘'strong nationalist and

imperiaiist tendenCies Smith maintained the strong affinity for British

Videais and a high regard for moraiity He stated in 1918 that the success

(»',

and progress in education in any schooi depended 1arge1y om the personaiity, .
.scho]arship, and teaching power of ‘the person«piaced in charge of the'
.pupiis."The probiem facing'educationai authorities on this continent o

'according to Smith was that of securing service$ ‘and cooperation of
' capabie teachers for the pub]ic schoo] system 83_'

~ We must admit that the teaching profeSSion is
not attracting a sufficient number of men’and
-women who have reached maturity, and who. have’
ripe scholarship, high ideals, and the power
«hich will inspire.the students with an ambition
to win their own self- respect by Tivirg up to
their ideais of conduct in, work and piay 84

In January, 1979 Smith showed his interest in the weifare of the N
returned soidiers and indicated that because of their bravery and rare
‘experience they should be sought after to teach the prOVince s younger

35
generation PrOViSions for returned soidiers were to inc]ude ioans

suffiCient to prov1de normai school training The idea, of course,_was ’
that returned soldier citizens were to be trained as teachers because it
Was expected.they.wouid incuicate the vaiues of patriotism,.high idea]sy
and 1oyaity to the British C.mpi're 86 One notes here'the continuing ) '
emphaSis on moraiity and character training. Smith indicated that
excei]ent results had aiready ‘come from recrUiting returned soidiers‘into ,'
"the teaching force - Friom the p0int of view of the state he indicated

a7 . w

was good busjiness’ to have:men of such calibre.

In 1919 the Deputy Minister of Education, J.T. Ross, whor had
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succeeded D S WacKenz1e, 1nd1cated that the lack of ma]e permanency in-
dthe teaching profess1on had been respons1b1e for depr1v1ng children.a -
cont1nu1ty in: the1r studies wh1ch would 1ead to thoroughness and rap1d
progress.88 .Ross 1nd1cated that'academ1c subJects Stil1 he]d the prem1er-
.pos1t1on in the schoo] curr1cu1a, a]though 1ncreased grants were glven for
.'some subJects such as ‘Music, Manua] Tra1n1ng, and Domestic Sc1ence 89 ﬁ
In 1919 Ross’ a]so argued that the qua11ty of teachers was an essent1a1
aspect of the- educat1ona1.sy tem: |
o | 'fInvconcTusion I‘j1sh to State that legislation
provided during the year, for financial ‘
- a@ssistance and better adm1n1strat1on of our.
schools, has ‘done much to attain a high standdhrd’
' .of excellence, but all of these will prove futile:
unless we can induce our best'men and women to
~enter the teach1ng profession. .
Ross cons1dered that . 1nte]1ectua1, mora], and phys1ca1 deve]opment j
of children must be cons1dered of fundamenta] 1mportance and that the i
- .
‘.teacher who has scho]arsh1p, teachlng power, and persona11ty, w111 be
cons1dered one of the mos t ]nd1spensab1e members of ‘the commun1ty, and
fw111 be rewarded by be1ng pa1d a generous salary ‘ Ross also cons1dered
that if the public ‘wou'ld recogn1ze fa1thfu1 and eff1c1ent serv1ce by. more
permanency of pos1t1on, the shortage of tra]ned teachers woqu be e]1m1nated
in a few years. 91 One can st111 detect a strong emphas1s upon mora11ty,
eth1cs, and h1gh standards in the M1n1ster of Educat1on s remarks 92
Smith and Ross both Iamented the gradua] e11m1nat1on of ma]e teachers in.
'the profess1on beCause of the strong examp]es of character bu11d1ng theyt
c0u]d offer In th1s ‘regard Ross stated 1n 1920 | |
‘ . The gradua] e]1m1nat1on of the male teacher foom
. the schools is one of the problems that has to be

faced by educationalists. The teenage ‘boy should-
“have the ]eadersth and d1rect1on of a man]y man:
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dur1ng a few years oﬁ/h1s school 11fe and this”

will not be possible unless more enter and

remain in the profession.93
Ross further jnd1cated that'the-ma1e teacher stood for permanency in the
profession uh11e the majority of fema]e teachers were transients.94 The
‘Department under the L1bera1 government contlnued to hold the idealistic
pos1t1on The mo]d1ng of students behav1our into becoming good, monal
-~ and respons1b1e c1t1zens was st111 a prime consideration of the Department
of‘Educat}on up to1921.. ‘ .

On ﬂarch 23, T920‘Premter Charles Stewart'indicated that more o
stress in the'teaching of the 3 R's was needed _'He indicated that he'was
aga1nst do111ng up A]berta s primary currwcu]a with any more’ fads and ‘
fanc1es unt1] “the pup1ls ‘have a chance to ass1m11ate the feast of Iearn-
'1ng,spread before.them .95 In an address to a teacher’s conyent1on in
1920 he reférred to-the importance'of‘maintatnihg Christian and ethical
,.ua]ues in the.SChOO]s'of Atbertal‘ B | ~ o

T In generaT‘ therefore,'one observes that”the vaTues"bF'htgh
:eth1cs, h1gh mora] standards, and man]y vtrtues were con51dered 1mportant

by the 1ead1ng educators in ‘the prov1nce, M1n1sters of Educat10n, and

‘ Deputy M1nﬂsters of Educat1on from 1896 to 1921 A further ref1ect10n of ‘

‘ the eth1ca1 1dea11st perspect1ve can be- found 1n the - comments of the

x

h_schoo] 1nspectors in ‘the Annual Reports here aga1n Goggln s comments -

' ,are pert1nent

| Throughout Gogg1n s period (1893—19D2) as Superintendent-of

: cducat1on, he urged the teachers to act as 11v1ng models of v1rtue before_
P

their students and to have students put into c]assroom pract1ce the

' 'jpr1nc1p1es of v1rtue they 1earned On one’ occas1on Gogg1n asserted that

" "the teacrer is the ma1n agent in produc1ng a good schoo]“ 96 At the
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Dominion EducationaT Association in 1898, he moved the following resolution

.

wh1ch was successfu]ly carr1ed

Reso]ved that this "‘Association recommended that
~in the engagement of t- chers, good moral character,"
. graceful manners, broad and accurate scholarship,

and profes§1ona1 skill determ1ne the select1on of
. teachers -

,He also 1nd1cated that knowledge ”valuab]e as 1t is 'in 1tse1t is subord1nate
to d1sc1p11ne and culture 98 To.this end manners. and mora]s were d1rect1y
‘stud1ed A course was g1ven in this subJect from 19@6 unt11 1917.

The empha51s on manners and morals is repeated in the Annual Reports

from 1906 to 1912

It 15 the duty of the teacher to see that the pup11
. practises -external forms of conduct which express
“a true-sense of the propr1et1es of 1Tife and polite-
ness which .denotes a genu1ne respect for the-wants
and wishes of others. It is the duty to turn the:
attention of pupils to the moral quality of their
acts and to Tead them into.a clear understanding of

A ., every virtue. 99
“ , " The teacher was also to act as a’'model in morals and to use suitable narha-
’tiyes'toraWaken thefright feelings. Topics to be discussed ihc]oded '
cﬁeah]iness, neatness,:tﬁde1ity in duty,‘honesty, courage; manners,
'temperante, and'se1f-control . These va]ues are very trad1t1ona1 and
correspond we]] w1th the ethwca] 1dea11st perspect1ve
Schoo] 1nspectors re1terated these eth1ca], mora], and re11g1ous
Av1ews espec1a11y in terms of the1r references to va1ues originating from
.Great Britain. For examp]e, Inspector G.H. Russe11 of Calgary. 1nd1cated
in 1907 that the teach1ng of Br1t1sh hxstory was of pr1mary 1mportance
He 1amented the fact that it was not taught as we]] as 1t should be
Because of the poor teach1ng of Br1t1sh history many students wou]dvnot

gain respect for British va]ues,fideals, and jnstftutions.qoo
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In the 1911 Annual Report one can still detect a strong emphasis
upoh prOFBritish ideals and_standards. The school inspector for the
-Macleod area- stated emphatically:

. The problem of dealing with foreign children in

. our schools demand special attention on the part
of our teachers. In the first place the teachers
must be taught the English lTanguage and in the
second place a wholesome know]ed?e of British
institutions must be incu]cated. 01

One can detect here that high morals and a strong - ~d for pro-British
‘standards were seen to go hand 1n hand’

_ The 1912 report included the fo}@owing comment from Inspector
J.A. Thibaudeau, "We talk a great deal at conventions_of developing

character and training for good citizenship but what character are we

102

developing"? In 1914 Chief Inspector Ross suggested a possible solution

~to the problem of deve]opjng'character and training for good citizenship:

The first duty of the school is to develop
character in the boys and girls. . . . Manly
spirit properly controlled, will be one of
the most.potentfactors in character building
in connection with our school system. But
it must be under the direction of a capable :
teacher who will be ‘an example'of true manhood.103

The role of h1story in character education also .caused concern.
In 1917 Inspector C.0. H1cks thought that the main aims in teach1ng
history were the following:

The principal aims in teaching History in
public school are, to present the student in

an interesting and attractive manner the story
of the Br1t1sh and Canadian people, to develop
the imagination of the student, to inculcate
‘love of home and country, and to develop within
the boy or girl an"ability to discern moral-
truths and to make 8enera11zatxons concerning
cause and effect.!

AN

Even play activities were seen as contributing'to the proper develop-

ment of the child. In his 1917 report, C.0. Hicks was concernea‘aboutﬁ
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the supervision of children's play activities. Hicks suggested to the

Department that it should emphasize to the teacher the importance of ,42

supervising playtime activities. "By these means", Hicks concluded, "a

very valuable aid towards the health, happiness, and moral welfare of the -
105

boys and ggr1s would be secured".

.It appears that by 1920 some of this advice was being heeded.
J.A. Smith, Inspectof of High Schools, was pleased to find more 1hterest
in the social and moral deve]opment of the student:

oy

The majority of principals realize that those

who have the responsibility of organizing and

‘managing a modern high school are compelled to

accept the administration of the social activities

among the students as a legitimate and regular

function of the office, and one full of possi- &
- bilities for education and character making.]06 .

Inspector Thibaudeau of Stettler was also optimistic in this regard when

he indicated that teachers were paying more attention to the children in

their physical and moral develgpment.]b’

Again the same emphasis on morals and ethics can be seen in the

comments of W.A. Stickle in his report on the Provincial Normal School

N

at Camrose in 1920: : \

il

After making full allowance for the energy, the
enthusiasm, and the ideadlism of some of these.
young fellows, I beljeve it would be in the
interests of t ching profession and citizen-
ship 0. the provinte if teachers were not accepted
as teachers-in-training until they were reasonably
mature, physically, mentally, and morally.108

As these comments illustrate the ethical idealist orientation remained

strong until 1921.

TIn this chapter the writer has endeavoured to trace the extent

t0 which ethical idealism 3§ Bvident in the Premier's statements, the
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Ministers and Deputy Ministers of Educationfé stateménts, and 1n'the
statements by various inspectors from'18§6 to 1921."1t wasvseen that all

the ministers and inspectors ref]écted an ethical jdealist perspective

and were very nuch concerned that the va]ues,'virtueé, and high- standards .
‘associated'with British institutions be tranSmittéd'to the;studenfs.

The teachfng method51ogy was strongiy Herbartian and p]abed a.heavy emphasis‘
upon recitatioh aﬁd drill. The teaching methodology is cﬁear]j in accqrd

with the teneté of an idealist educator.

Oy

Y
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" Chapter 111

~An_Analysis of the Sacial GtudIes Curriculum and Texts;
| . _‘1896-1921' | |
In this chapter two maJor top1cs re]at1ng to the theme of eth1ca1
' 1dea]1sm and‘1ts re]at1onsh1p to schoo]1ng w1IT be d1scussed "The first -
concerns the Soc1a] Stud1es curr1cu]a fol]owed in the’ period from 1896
. to 1921, and the second concerns ‘the texts used in. the Soc1al Stud1es

~

'.curr1cu1a The purpose of the d1scuss1on w111 be to determ1ne the extent ‘

to whlch the eth1ca] 1dea11st or1entat1on that character1zed the educat1ona]-

: pronouncements of poI1t1ca1 Ieaders and sen1or educat1ona] off1c1als was )
',man1fested in these two schoo] program sources. TwO maln curracu]um
gu1des w111 be exam1ned, name]y, the Programme of Stud1es of ]896 and the

Progrmnne of Stud1es of 1912 The departmenta] gu1de of 1986, over a

- hundred pages in Iength, conta1ns course out11nes for Standards [ to VIII, _'

a list of prescribed texts, and cop1es of departmenta] exam1nat1ons - The f
-departmental gu1de of 19]2, approx1mate]y f1fty pages, conta1ns a course
out11ne for Grades I to XII and a 11st of prescr1bed texts for each grade
iThe Annua] Reports of the Department of”- EduCat1on conta1n sect1ons on.
examinations g1ven dur1ng th1s per1od I, j.'m‘- S ;; L0
" In the d1scuss1on that follows the Soc1a1 Studxes gu1des w111 be ‘
rev1ewed in.terms of three maJor top1cs H1story, Geography, and C1v1cs
The h1story curr1cuTum for 1896 and 1921 w11] ‘be’ d1scussed 1n terms of
: the fo]]ow1ng sect1ons \I) H1story Standards II to VIII and 2) H1story
Grades v, VII and VIII, and H1story Grades IX X, and” XII -

As noted 1n the prevwous chapter, Goggwn had been Pr1nc1pa] of

'the Manatoba Norma] Schoo] ‘and was regarded as a noted educat1ona] expert.

’.‘—“
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_there and in h1s home prov1nce of Ontar1o In'189§ Goggtn assumed the
p051t10ns of the Dr1nc1pa1 of the Normal Schoo1 and Super1ntendent of
Educat1on in the Northwest Terr1tor1es Indeed Gogg1n wrote the f1rst
twenty-nine pages of the Programme of 1896 a document that reflected a
"dec1ded eth1ca1 idealist ornentat1on. ,st views ‘on the roJe:ot hjstory are
c]early,outlined in the preamble.to the proqramme: |
| | One use of history is to teach patriotism ‘and i
civic duty. 'Also, if properly taught, it affords
a first rate kind of c1t12ensh1p training, arouses
a 1ove2for read1ng and g1ves a_ sound method of
.Study. .
‘.1The h1story curr1cu1um of 1896\ref1ected Gogg1n s views on. 1ts funct1on
:No 1nstruct1on in h1st0ry was - prescr1bed for Standard/ - In Standard I
'the teacher was to d1scuss the 11ves ‘of such 1mportant e*p]orers and
statesmen,as Co1umhus, Cahot, Cartier, LaSa]]e, Wolfe, MacKenzie and Sir
fdohn_A; MacDonald. .The children were encouraged to form judgments on the
. "moraiity of the‘acts of these people. Their careers were examined in order
. to teéach moral discrimination and, u]timate]y,vto help the pupils to derive
'orinciples of conduct.2 ‘Studying‘historica] characters 1n order to derive
.COrrect orincip1eshof»behaviour is in IMne with an ethica] idealist education.
. S%mi]ar]y in Standard IIT a number of notable characters 1n‘English history
‘were stud1ed, 1nc1ud1ng Julius Caesar, w1111am [, Simon de Montfort, Wolsey,
',Cromwe11‘ We111ngton, and Lord John Russe]] _Again, the careers of these
h1stor1ca1 persona11t1es were. exam1ned in order to train the students in
\ mora] Jjudgment and to teach patriotism and civic duty. S Mention is made in
the gu1de w1th respect to the process of memory training:
. The Judgments arr1ved at by students might be
useless, but the process involved in arriving

at them-gave the youngsters,practical exper1ence
in judging right and wrong
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. ’It was 1mportant that’ tra1n1ng in moral judgment occur in. Standards 11 and

1T 51nce a 1arge percentage of students in the Northwest Terr1tor1es d1d

not go beyond the third level The obJect1ves of hnstory in those corly
-years were a]so 1nd1cated in the Report of the Counc1] of Pub11c

: <Instruct1on of 1896 |

- A study of the T1ves of these men who have made ”//
. Our country what it will. tend to teach our -pLpils. .
to have high aims. A knowledge of the ‘struggles
'through which the country. has passed in attaining
its present_condition w111 make for 1ntelllgent
catriotism.5

' Egerton Ryerson, who deve]oped the compu]sory schoo] sytem 1n Canada Nest N

in the ]8405, had c]a]med that ”B1ography should form the pr1nc1pa] top1c5"

.6

;of elementary h1story Gogg1n and Hau]ta1n s v1ews on the teach1ng of

‘h1story were: very much-in keep1ng with Ryerson s views.

.Standards IV and A requ1red the e]ementary student‘to take a more,/

forma] approach to the h1story of’ Canada and - Eng]and They were asked to;l

compare the const1tut1ona1 strugg]es 1n Eng]and w1th those 1n Canada as - -
*well as-to exam1ne the process of government in both countr1es.l/)t was- :1
expected that these events would make for 1nte111gent patr1ot1sm 7 'fhe :
1896- Programme of Stud1es, for examp]e, stated that the H1story of England
in Standard v was des1gned to prov1de students with:, ‘

An outline of each people or perlod ‘to exhibit its
‘chief characteristics e.g.--a.farmer people; brought
with them the germs of our political institutions--
a limited monarchy, parliament, courts of justice,
. personal holdings of ‘land gave us the body of our -
English tongue, became Chr1st1ans by cho1ce
..

In\Standard V the fol]ow1ng toptcs were out11ned for Canad1an h1story:-

An 1nte111gent compar1son of the prescr1bed text, - ,

" comparison of constitutional struggles in Canada’ .
with corresponding ones in England; an outline = .° R
study of how we are governed--par11amentary,
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judic1a1. mun1c1pa1 and.schooI systems; our
civic duties=-voting, office holding, tax
_ pay1ng, support of. law,.etc. - . ‘
'/’.In keeplng with. the pr1nc1pIes ‘of eth1caI 1deaI1sm a knowIedgr > f
const1tut1ona1 struggIes in Br1ta1n and Canada was cons1dered d eans'
' to 1nso1re students to have h1gh 1deaIs and to be true to them -
. In EngI1sh H1st0ry in Standard v the text was studled.as a review
iand expans1on of the top1cs d1scussed prev1oust The teacher was to
"\:-I:'. 54 '*"group the essent1a1 facts 1n each per1od under top1cs that 1nd1cated the
o 1phases of progress1ve growth in each country For exampIe, the poI1t1caI -
l1ndustr1aI, 1nteIIectuaI, and reI1gwous development of Br1ta1n was stud1ed
'1n order to show the country s growth [t 1s to be noted. that the deveIopé_
fment of a reI1g1ous consc1ousness ‘was. conswdered to: be v1taTIy 1mportant
. n'AgaJn'th1s wouId aIIow.the teacher to deaI‘w1th moraI Tessons,and to.~
,emphasize h1gh ideals and standards ]Q » | |
In h1gh schooI Standards VI to VIII the h1story .of EngIand and
‘,Canada was rev1ewed and the const1tut1on of each was examwned in much
' greater deta1I . The: ent1re h1gh schooI hastory programme was compIeter
'.f._domInated by EngIlsh and Canad1an stud1es It was not unt1I Standard VIIT |
f.or the f1na1 year that the student was 1ntroduced to worId history, and

then 1t was - stud1ed from a comparat1ve 1mper1a1 perspect1ve n For

:exampIe on- departmentaI examtnat1ons, it was customary to ask quest1ons‘
lon Spartan, Athen1an or. Roman forms of government w1th an account gf the
’ c1rcumstances:Iead1ng to therr~dem1se. A]though_earITer emp1res were seen -
.tovhave<aspects of good and eviI,vit.uas’impIied.that'their downfall was

:' predIctabIe hecause“of the prevaIence of‘the‘Iatter 'However> the

curr1cqum \nd1cated that the British Emp1re was not expected to suffer

ol

th1s fate because of 1ts _unique form of . government and the generaI v1rtues:

B R | | |
SR TN : L . _ : _
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ahd progress of the Britmsh'peop]e A new curr1cu1um gu1de as well as a
gu1de structure was 1ntroduced in the 1912 Rev131on In the preamble to
the 1912 history sect1on, the guxde makes reference to a def1n1t1on of
h1story ‘
The common cohcept1on.of history is that it is
a chroriicle of events mark1ng the general progriss
of mankind. This progress is concerned with
matertial, art, religion, and with social and .
political institutions. The right tedaching of
history takes account of it ultimately as a study
of the institutional life of a people or the °
progress-of the social whole rather than as a
chronicle of the doings of individuals, but as
those who are connected with their progress,
history resoives itself into a study of the
institutional life of the race concrete]* set b
forth in the ideas of its men and women.
| Up to the beginning of the fifth grade the story and the romantic side
of history were'giyen prominence. Stories of home life, of other lands
and peod]es, fables, myths, and tales of Greece~and Rome, Bible characters,
and hlstorwcal pictures were cons1dered to be the foundation of h1story.
. Because the p1ace re]at1on was cons1dered to precede the t1me .
relations in a child's mind, maps_ were to be free]y used in the teach1ng
of h1story in the- ear]y years of schoo11ng Geography was a]so seen as an
importdnt aid to history in the 1912 Course of Study. Gogg1n had always
felt that ‘there should be a close relation between the teaching of history
and beography.13 Thus this view did not differ-from the pre-1912
curriculum.
From Grade V.oon in h1story, a grasp of the time re]at1on the
study of notwves, cause and effect and judgments concerning the, appropr1ate—
‘ness of . man's ‘activities were gradually to replace the story and the

' p]cturesque s1de of thé subJect The state was to emerge u]t1mate1y as

_ the most v1rtuous of human 1nst1tut1ons, and loyalty to the state was
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deemed to be the first virtue in the éitizen., The dates on which important
national events occurred such as DohiniOn, Paardeburg, Trafalgar, and Empire
Day were to be marked by special patr1ot1c exercises, including dlsp]ay1ng

the imperial flag, and other symbo]s 4

In Grade V therc was more emphasis upon local and provincial
_hisfory than in the previous elementary stéhdard;.' However, in the section
dealing with the Canadian West, students were to examine the importance
of thé.Northwest Mognted Police, and how they brought law, order, and
higher ideals tq\thé_region. In addition great explorers of the Canadian
West such as Hearne, Henday, MacKenzie, Fraser and Thompson were studied
with a view to.sﬁowing their defects and excellences of character'.]5

In-Gréde VII the class was to spend time Iearning the geographical
location of Great Britain in order to gain some]ideé of‘Britain's‘greatness
and her long history; The. students were to 1eérn‘the essential materia]s
that led to the foundation of the British nation. This inclyded a ‘study
of the coming of Christianity;and the coming of the Danes, and the Normans.
This would allow the teacher to train the students in moral judgment:since
some of the topics\]ent themselves to this kind of study. Again such
topics as the "Knights“, "the Crusades“, "Simon de‘Montfort" and "John
Wycliffe" would allow the teacher to train the students in moral judgment .

” and to help them derive principles of conduct 16 -

The Tudor, Stuart, and Hanoverian per1pds were the prinsipak’tapics
in Grade VIII. The students wengﬂ;oiFEV*ewftﬁg~§F§5tness~of'E;e Britigh
‘Empire and the privi]eges‘they had gained as éitizens of the Empire.

The values, virtues and high %dea1s~that'characterized the British Empire
“were examined in dep'ch.]7 Thfé agéin would allow .ne teacher to tréih the

students in moral judgment by providing them with appropriate examples of

conduct. .
: <



It can be seen that trainingithe stuﬂenhs in mora1 judgment was
considered.te be Qipa11y'important at the?e1ementary level in history.
“Thus it is reasonable to cone1ude§¢hat_the philosophy of ethical idealism
still persisted in the 1912 curriculum.

The nature of the high school program in the revision of 1912
was 5ubstantia11y the same as in 1896 . British and Canadidn history

were studied |p Grades x and X and Canadian and ceneral history were studied

ﬂJr .
in Grades Xi ahd XII. The supEMxor1§¥ ol the British Empire was reflected

2!
S v

in the h1ah schoo] history courses as thesﬁ que5t1ons from the departmental

Y
ERIN e

examwmat1onsdefd19]2 indicate: D

o  Discuss this statement reference to the
King as soldier and s?gte man. {(Grade IX
examination question)

1) "King Alfred is one of thjﬁ@dr]d's great men."

2). Four great Acts or Charters, viz: Charter of
Liberties, Magna Charta, Petition of Rights,
and the Bill of Rights represent the basis of
English 1iberties. Sketch the circumstances -
under which each was wrung .from the sovereign
.f the day. Give the provisions of one of
them. (Grade X examination quest1on)

3) Compare the monarchical with the-repub]ican
form of government noting the strong features
and defects of each: -(Grade XI examination
question)

T 4) What.physical conditions in England made it (
‘ possible for her to become a great manufacturing -
country? With these in mind write an estimate’
. of the possibilities of Western Canada-as a ; -
— manufacturing centre OE the future. (Grade X1I
examination question)

It must be remembered that the virtues, genius, and 1ibert1e5'6f the
Britieh Embi:e:ggre examined in depth. Tra1n1ng in mora] Judgment was .
expected to occur through understand1ng of the rise of British institutions

and the pr1nc1pals who fostered this deve]dpment
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The Geography program for Standards I to V, according to the 1906
quide, focussed on the physicaI features of the land, including a study %
'of continents, mountains, uaeer; wind, ocean currents, drainage and other
factore~or ooncepts. vIn'Gtandard IV the-physical geography of Canada, and

. « )1 .

particutarly the Northwest Territories, was emphasized.

No direct evidence of ethical idealism can he found in the curricular

guides, but in How to Study;Geography§ﬁ1888), F.W. Parker indicates that this’
was to be the basic orientation of thewcourse: ‘

The structure, climate and inferior forms of life ' \_//

explain the life.and growth of man up to the stage g
in which his enhanced intellectual and moral o
development enables him to turn upon nature and

make it his instructor and sepvant.

One d1rect.eth1ca1~outcome-of_the knowledge ‘of
Geography is to soften and restrain the otherwise T ‘ ®
harsh judgments indicated by the absolute rules-of ' .
human conduct. The quality of ‘mercy is just a
- sequence of a comprehension of the circumstances
which make men what they are. We tolerate the - .
. Tow,.base, and degrading in human beings, who : A - .
. are made what they are by unfavourab]e natural ' *
environments without the SIevat1ng influences
. of.right human teach1ng

\

-

Standards V to- VIII in Geography dealt mainly with world geography and of
the Br1t1sh Emplre and Canada in part1cu1ar It was considered-.desirable
“that some cont1nu1ty fzom the eIementary geography be maintained at. the

h1gh schooI level and thus Parker s«text How to Study Geocraphy. rema1neuf

o 7 e f -
a bas1c teacher reference. . G i
¥ )W e
Grade VI Geography concentrated on the British, Emp1re Szudents .

A s LA
were to gain-a thorough background and knowledge of Britain's_s rface o '

features, cIihate, production, people, and activities. 'Ihéy?weréial§o to

-

understand how Britain gained commerc . supremacy in the nineteenth *.

and earlyv twentieth centuries. Grade VII Geography included a study of

: u“y_.
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British poséesions.‘ The students were to. know and understand the p011t1ca1
relations of the Imper1a1 Government. Grade-YIII was 3 genera] rev1eonf .
the topics of the previous grades with a consfderab1e amquntfof‘athentjen:
' being given fe‘the values and standards of fhe,BritishvEmpihe.23 Thus,
it can be seen that the‘phifosophy of ethical idea}ism still persisted in
the 1912 Elementary Prbgramme of Sfudies ‘

The high schoo] courses covered much the “same content out]1ned in
“the 1896 Programme of Studies. Special attention was g1ven to the Br1t1sh‘
dependencies, 1nc1ud1ng their resources, production,.chief cities, and
peoples. "The trade relations of Great Bnitain and Canada, ane that of
Canada and theiUnited States were also examined.24 At the high schoo]
level Parker“S\How to Stuey Geoggaphy was not used as a text It is.

%

however, true that Great Britain and Canada featured prom1nent1y in the

geography courses at this leve and that the influence of an ethical
idealist perspective is evident - throughout this period.
Until the 1912 revision, Civics Grades I to VIII and Grade XI

Civics had been incorporated with the histdry curriculum. The 1912
Civics Programme of Studies provided a general introduction to the
new program:

A1? school work shouldiconvince the child of

tie :d\ .ntages of order dnd government. School

training is essentially a training for Citizen-

ship.éd ,

& ‘ : ) :
The 19ﬁf guide 1ndicated that class or 'nization was considered. to bring -

‘1habout a sense of commun1ty and the administration of the school was seen

as a means of deve]op1ng regard for the authority. Among the subJects

_of 1nstruc§1on, h1$tory and,11terature were cons1dered to ‘show the develop-
Te s ) (‘ :
- ment of government!in that they often referred to accounts of those who

e}

[
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had advanced the principle of national liberty. Literature:was consideted,
to idealize the qua]ities that made‘men great Such a view was in keeping

NI
with the concept of tra1n1ng in mora]-Judgment and the tenets of ethical
idealism. Civics was considered to deal particularly with the duties of
citizenship. It provided the special training and information that sould
fit the child for public and corporate duties. It was commenced“forma11y
with study of existing institutions, rather than with their growth,'as well
as with the study of pr1v11eges and respons1b111t1es of the citizens with
respect to 1nst1eut1ons Ment1on was also made in the 1912 Programme of
Studies on the 1mportan6e of role models “in Civics instruction:
In’addition to the benefdt of the citizens of
knowing the character of the institutions affect-
‘ing his life, the study of civics should develop
public spirit and inspire to useful public serVice
through the example of public men whose work is
brought within the understanding and appreciation
- of the pupil.26
[t can be deduced from the above that the study of leading citizens would.

help in moral training and in character development. Through the,examples.

of 1eadjng statesmen the students would be inspired to emulate their conduct

as well as tQ‘strHve for the best they could do for their nation, province,

and community.

Mpart of civics that could be taught
i

w1thout a textbook was ta@ﬂﬁ?i@om Grades [ to VI. In the first six grages

Informal c1v1cs, or- bha

the family and the school were stud1ed as social units. - Children were

taught to obey their perents The school wai-@ﬁter studied as a unit of

a«\ L
e sense of industry,
L ’ \_—\\) S}
control, courtesy, communlty sense, and ob]1gat}agap§ we]] «Further -

students were to transfer the obedience learnt at home to the schoo]

These were the main objectivés of the civics prdgramme during the first

L&

six grades.
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Farmal Cisics was taught in Grades VII, VIII, and XI, but no -
Civics was taught in Grades'IX,X; and XII. Students in Grade VII were
to learn the duties and‘organization of - the Board of School Trustees. In
add1t1on, the students would Iearn how. trustees were elected and mock
eIect1ons of trustees wou]d be. conducted in ‘the classroom. The students
also learned about the organ1zat1on of their community ‘including the
functions of the.Mayor'and Aldermen. From this course it was expected
that the student should gain respectAtor leaders in his community, learn
respect for democracy, and perhaps even become invo]ved In‘community
atfairs.27 Formai éivics,tn Grade}VIII dealt with provincial and‘federal
matters including the study of the orgamization of the House of Commons ,
the Senate and the Courts. Students aISO‘Iearned about the varying forms
of national governments such as Constitutional Monarchies; Despotisms,
Repub]1cs and Patr1arch1a] governments It was cons1dered that through
,th1s course students WOuld ga1n a“better apprec1at1on of government
:democracy, and good c1t1zensh1p 28

The Grade XI Civics course covered essent1a]1y the same material

as the Grade VIII course except that it was taught in a thorough and

comprehensive way. J.G. Bourinot's How Canada is Governed was the teacher's

reference text in Grades VII and V_II.I.Z_9

In Grade XI it became the
prescribed student text. ' ‘

The very ideaﬂpf a Civics course is in accord with what educational
.idealists would see as é‘Worthy programme of study. the students learned
obedience, respect for tradition,'customs, and the transmission of culture.
Such or1entat1ons were. he]d in great respect by ethical 1dea11st educators

The Social- Stud1es gu1des for 1896 1906 and 1920 man1fested an

ethical idealist or1entat1ohzand strong-pro-Brltish emphasis. . Much of the

.t
-
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content'and methodologyroutlined in the Social Studtes geides was based
upon‘the textbooks that were erescribed for the three subjeEt areas.

In the discussion that follows the Socta]‘Studﬁes texts will be
"examined in terms of three Seetiens: 1) HistOryé—Standards IfI, Iv, VI,
and VIII kGrades vV, VII, IX, and'XL), 2) Civies--Stendards VII (Grade XI),
3) Geography--Standards IV, VI, and VII (Grades VII, IX, "and" X). Al though
these do not include all the grade ranges in which these subjects were .
taught, they give a reasonably complete ptcture of the content taught.

Note should be made that the 1912 revision did not lead to a'list of .
‘prescribed texts. It was not until 1921 .that new texts were introduced

for the Social Studies curricufum' The texts in H1story were selected for
,exam1nat1on because they were referred to 1n the 11st of prescr1bed texts
in the Council of Public Instruction Guide of 1896 or in. the*1912 Progranmeh
of Studies. Unfortunately not all the texts are extant'from\the ]89@- |
‘1920 period. 'Approximate]y forty percent ef the.prescribed textbooks were‘ .
'available for review~ It was, therefore, necessary to use these even V-

)

though they are somet1mes not as fu]]y representative as one wovid want

H1story--Standards IIT, IV, VI, and VIII (Grades V, VII, IX and XI)
The British side of History was particularly emphasized in
- Standard III as one can see by a review of the prescribed texts for this

level from 1908 unti] 1921. One of the texts was entitied Highroads of '

_History (]908 Book-V) in the Royal School Ser1es 30 It concentrated on

the Tudor and Stuart per10ds from® 1485 to 1688. At the end of'the text
there was a lengthy summary of events with corresponding dates in British,
Scottish, and Irish_History. The story of Henry VIiI'was a special
feature. It showed how Henry VIII became the head of the Church of England

and how he argued against the Chirch of Rome. It also demonstrated the

-
-

]

¥
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high ideals and character of Thomas Wolsey III who was charged with treason
- for not agreeing withrHenry VIII's marrtage to Cathehine.BT With such
material it was expected that teachers wou]d»have the means to train the
students in nora] Judgment |
7 In addition to the dates and events that were to be 1earned by rote,
vthere were numerous poems for recitation -at the end of the textbook,
including "Wolsey's Fall", "The Ahmada”, "The Pi]grim Fathers" and “The
Song of the Western Men" . 32 One can thus see that at the Standard I11
level ‘the typical textbook used in teach1ng H1story dealt w1th the virtues
:of outstanding members of the British Empire. The rote—11ke approach to
1earn1ng is in accordance with the educationa]videalist's view of teaching
and 1earning. |

' The'idea1ist perspective can still be observed in the textbooks

" after the 1912 revision. In Grade VII (formerly Standard IV) British

supremacy was emphasized in the textbook Highroads of‘History (1912,.

fBook III) in Royal School Series It was noted'that during King. George's
tre1gn, Canada and the rest of the Muss1551pp1 River be1onged to Britain:
Capta1n James Cook's voyages were studied ma1n1y to show how. he,ga1ned
territory in Australia and New Zealand thereby en]arg1ng the Empire.’
Morality was also emphas1zed. The text frequent]y emphas1zed what can be’
achieved when actions are prompted or guided by mqra] standards and v1rtue.‘
Wilberforce's eftorts in freeing the slaves was cjted.as having been
prompted by the morality tnherent in his eVahge]ica] faith. Morality:

and high‘idea1s'were a]so_emphasiied in the stories ahout Lord~Shattesbury
"as the children's Friend.. Shaftesbury is credited withdhaving done’mueh‘
. for the factory chiidren who were underfed and oyerworhed. dLater'in his

’;1ife'he-he]ped to start. the so-called ragged schools for the chﬁ]dren '.-if'
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of the poor and by the 1890's, according to the narliive, his efforts had

helped achieved a free and compulsory school system.

The textbook used in History at the secondary level in Grade IX

(formerly Standard VI) was Buckley and Robertson's High SchooI H1story of

England and Canada (1906). "In the book S preface the authors note the
purpose of the text: |

While giving as far as possible the chief facts
required by students, I have been especially
anxious to present a vivid picture of the life,
the difficulties, and the achievements of our

v« ancestors, showing how our laws, our constitution,
our trade and colonies have arisen. If this
sketch opens the way to the study of more
‘comprehensive histories, leading those growing
up into citizens of a widespread empire ‘to take
a lively interest in the past, present, and
futurg of our nation, it will have done its:

. wWork, :

At the same time the importance ofrteaching hfstory by a factual approach

-is stressed:

It 1s necessary in school teaching that dates

and facts should be firmly rooted in the memory,

I have endeavoured, with the help of Ransone's
admirable OUTLINES, s0 to arrange the Table of .
Contents at the beginning of the volume that it o
may offer a clear abstract of the facts of eachl;
chapter, and ; %150 serve as Chronological §gb1e,o
giving the dates in the1r due succession. B

Three quarters of the text dealt with Britain and 1ts h1story while on]y

one quarter (eighty pages) refers to Canad1an h1story " Robertson indicated
‘that "as to the part dealing with Canada no attempt has been'made;to give 7 5
a full and complete p1cture of the events that occur in our h1stor_y"'36 |
The leading events were sketched 1eav1ng the task of g1v1ng 1mportant
details to- the teacher. o

. At the. beglnn1ng of Buck]ey and Robertson S text, a chart was

prov1ded that 1nd1cated the sovere1gns of England s1nce the Norman Conquest

1%
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. Ten maps were prov1ded but therewere no 111ustrat1ons The‘first'section'

‘arranged the contents in chrono]og1ca] order The emphasis on dates and
‘events. and the memor1zat1on of. the same 1s equaT]y apparent at the h1gh
schoo] 1eve1 as it was at the elementary The text dea]t w1th the per1od

»from the Norman Conquest to the expan51on of Eng]and, 1nc]ud1ng the Han- =~

i over1ans, the .independence of the- Amer1can co]onles, ‘the: ‘French Revo]ut1on, '

_and England and her co]on1es 3?

TopTcs in the Canadwan sect1on 1nc1uded the. ear]y sett]ement of
Canada, Canada under French ru]e, the foundat1on of. the Canad1an consti-
tutwon, the War- of 1812, the Rebe]]1ons of 1837-38,. the strugg]es for
Respons1b]e Government Confederat1on, and Canada from 1867 unt11 the
' completlon of the Canad1an Pac1f1c Ra11way in 1886 38

The expans10n of the Br1t1sh Emp1re is a]so clearly 1nd1cated
) ,

’1n Buckley's out]1ne
Stanley's d1scover1es in the Congo region are
.+ leading to great results in extending trade, L e
: .commerce, and civilization. :Surely there is
every. encouragement to lead the English-speaking

race to look forward. hopefu]]y to the future. 39
The watchword for the c1t1zen 'Was "England Expects Every Man to do His
Duty". As for Canada, Robertson remarked:
.w1th her many, resources of sou] forest and - . A
mines, her strong, vigorous, and healthy. peop]e,
-and her free system of education and her form of.

government,. Canada aurely promises the potency
- of a great nat1on ) N - .

The factuaT approach to the’teaching of History can be observed
by the general appearance and structure of Buck]ey and Robertson's text
and in the authors’ prefatory remarks.

X Grade XI (formerly Standard VII) Ristory was basﬁcal]y a general

history of the:ffr1d te the c]ose of the Med]eva] per1od The textbook
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used in this grade was P.V. Myers' General History.{1889). Several

quotations at the beginning of Myers' text help one gain a better under-
standing of its approach and intent:

The real history of the human race is the

history of tendencies which are perceived by

the mind, and not events which are discovered

by the senses. -- Buckley 41

Historical facts should not be a burden to the
memory but an illumination of the soul. --
Lord Acton4?

But history ought surely in some degree if it is

worth anything, to anticipate the lessons of

time. We shall all no doubt be wiser after~

the event; we study history %hat we may be wise

before the event. -- Seeley
The general structure and-appearance'of Myers' text is not unlike the
Grade IX text of Buckley and Robertson's referred to earlier. However,
in the revised version of 1@06, Myers made use of coloured_mdps, new .
illustrations, and a more extensive bibliography. Facts were still empha-
sized, but greater ana]ysds is given as to why students should memorize
them, namely that facts were not to burden the memory but to‘f11uminate
the mind. 3

Myers' text stresses to an even greater degree the future greatness

of the British Emp1re T

The 1nsp1r1ng dest1ny of England wﬂm@* Professor

Seeley read in her past and"’ presenﬁ Jstory is

Imperial Federation, -- that is, a great federal

union extending the Motherland and her colonies,

organized afEer the model of the United States

of America.4 .
Myers also indicates the growth of the British Empire by such topics as
England in Asia, England in South Africa, England in Egypt, and England
in Austta]ia aﬁd_New Zealand. As Professor Seeley irndicated it is a

favourable maxim "that history, while it should be scientific in its
-
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methods should pursue a practical obJect” ' See1ey“s moral empha51s -

was also noted:

History should not merely gratify the readers’

curiousity about the past but should modify the

readers' view about the present and the forecast.

of the future. That is if this maxim be saved,

* the history of England ought to end with. someth1ng

that mwght be called a mora] 45
The essent1a1 point to be made wwth reference to’ the .contents of this
Grade XI text is that all these perwods of h1story were studled from a
" comparative and 1mper1a] perspective. The centra] message was - the. super- P
ierity of the British Empire over any other 46 “The emphas1s w1th respect
to methodology in teach1ng history was c]ear]y that the students were to
learn a basic body of knowledge in genera] history. Th1s know]edge and L
the transmission of the same was considered to be fundamental in that .
students were to know the past so that -they would be ébje to make better
decisions in the present and in the tutqre., This is'c1§ar1y in 1ine with-
the educational idealist's view of education referred tQ previously.

Civics-Standard VII and Grade X1

. Civics'was closely related to the study-of history. .J.G.-

Bourinot's,How Canada is Governed,was the Civics textbqok used in Standard

VII and in Grade XI from 1895 until the mid-1930's.%7. There were some

illustrations to brighten up the narrative but there was, nevertheless,
. . ‘

a fair emphasis upon a factual learning of the content. THere was also;
a heavy emphasis upon the British Empire and the values it represented. -
Bourinot makes this orientation clear:

I have attempted to make this citizen's manual as
complete as possible within the limited space at
my disposal. I have borne in mind the fact that
a Canadian is not merely a citizen of lanada, and
as such has duties and obligations to discharge
within the Dominion and Province, but that he is
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also a citizen of "the greatest and nogéest
emp1res that the wor]d has ever seen.

Thus -one of the most important parts of the ‘book was devoted to a brief

" account of the dnerous functidns of Scverefgn who, through her national

councw]s, executive and 1eg1s1at1ve, aciinistered the aftairg of Gneat

Br1ta1n and her many co10n1es and dependencies. 49

. That Canada was subJect to the British Empire was claar]y,evident

‘in the remarks in Bourinot's preface. Oné_can observe th-t Canadians
owed their loyalty not only to Canada but more importantly to-the

British Empire. That Canada was portrayed as a nation in its infancy

or as a colony is also evident in Bourinot's comments:

(Canadians). . . . oughtto think deeply on the
prablems of. government which are everyday . .
presenting themselves for solutioh, and should
be encouraged to perform their full share in
the active affairs of a Dominion y§t~1n the
early stages of its national Tife. '

r1not 1nd1cated that the Dom1n1on of Canada was but a part of one of-
e most remarkab@e emp1res known in the h1story of the" world

Its govérnment, though complete within 1tse1fw
is necessarily dependéent on and subordinate to
_ : - the supreme authority of Great Britain where.
@ . King and Par11?ment have Jur1sd1ct1on over the - N
) who]g empire. . . .

Vo

The proyinces and territories of Canada were consiqened to be closely

connected by a politica] system called a federal union. - It had been given .
A
- the name of a Dom1n1on because 1t formed one of the dom1n1ons subject to '

the government of the King and Par11amentlof Eng]and._ For-a text that

was mainly on Canadian Civics, the embhasfs'on the British Empire is

considered worthy of other school studies material. The values and’

virtues associated with the British Empire are consistent with the values

of an ethical idealist educatar.
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Geography-Standards IV, VI, and VII (Grades VII, IX and X).

. ' .' ) . . £
A review of the Geography texts in Standard IV or Grade VII and

Standards VI and VII or Grades IX and X will be made in order to determine

the extent to which an ethical idealist orientation is manifested.

F.W. Parker's text, How to Study Geography (1889),wasgused in the

teaching of e]ementary Geography during this period. In the. book's

‘introduction one can detect traces of an ethical idealist perspective.

Mention is made that man "was made for man, and his,oneJGod-ﬂike function

is to take the know]edge from eternity of truth ar' nut it into the

" 52 Parker cons1dered that one of the d1rect

‘eth1ca1 outcomes of this: know]edge was to soften and restrain. the

otherwise harsh judgments d1ctated by rules of human'conductr The quality

of mercy was considered to be just a sequence of circumstances which made

menh what they were. Man, according to Parker, tolerated thefbase, the

‘~10w; and degrading in human beings,'who were made what they were by

unfortunate and unfavourab]e env1ronments without the ngvat1ng influence

: of rwght human teachlng 53 On the_other hand, know]edge of Geography was

cons1dered to create a great reverence for'man's pro]onged struggle o

to overcome the obstacles wh1ch have been’ p]aced in his pathway of

“progress Accordlng to Parker, Geography was the study d1rect]y related

to mora11ty and ethics:

Geography exp]a1ns and 111um1nates h1story,
by it, laws, tendencies, and motives are
‘understood; through it, we learn.to be
merciful in regard to human weaknesses, and
to appreciate all efforts in the right .. . i .
direction. To know the world is to love the ’
world. Some comprehension of the causes and
effects of truth and error, which are everyr
where dcting and reacting-upon man, the. per-
ception of that divine love moves 'in all and
~~‘controls all, crgates in a true ideal of
"Tife and living. ' |
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'Parker consﬁderéd that to know énd to-]éve the whole world was to become
subjectively integrated with all human life and livjng.. The resulting
emotion was cdnsidered to arouse the only true patriotism, the patriotism
that makes the wor]d’and all its children one's own land and nation.
Acco?ding to Parker, Geography was considered tb be one essential méans

of bringing the individual soul to an appreciation of the universal and
eternal:

The study of geography, elementary and scientific,;
cultivates, systematically, the faculty of ~
imagination and the products of this faculty
arouse and develop at every step, emotions of
beauty that culminate in the emotions of

" grandeur. Gradually under skillful teaching,
hills, mountains, and plains, oceans and continents .
are united in one sublime image of the world. No
one can study real geography without a deeper
reverence and adoration of Him whose -thoughts
are expressed. by the universe.55 '

Thus the so-called practical uses of Geography, knowledge of commerce,
trade and the 1ikg, fell into their proper place and highest use to the

degree to which the one motive of man's broadest development was kept in
view. Parker considered this~ﬁgggeg£he function of the study of Geography.
. ‘ . 2 :l" i ,
He concluded his lengthy introduction as follows:
- <« v

N }
To the teacher who standsAfaiinﬁ‘even a glimmer
of glory which the grandest law of human action e
reflect, comes the divine inspiration that leads )
him to turn the eager faces gf the children to '
the blessed Tight of truth.>

-

v

At the Grade VII Tlevel (or Standard IV) in Geography Parker
provided teache:s <ith the following guidelines:

1, Lrad pupils to discover the facts and to trace
reiations from effect to cayse and from cause to
effect. 2) Begin the study of plantdistribution
in the elementary lessons in botanical classifi-
‘cation, and extend the work to include the staple »
- vegetable products. 3) Base the study of animal
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distribution upon 1nstruct1on 1n elementary
Zoo]OQY, and other minerals upon instruction. :

in e]ementary m1nera]ogy

B K ‘r
Geography w1th &he basic idealist assumpt1on that the teach1ng of“real E

Geography wou]d 1ead %o K greater reverence* for God. The eth1ca1 1dea1ist'§ ;

&

3
l

1ntroductmon

The book here: presented by the “teachers; canwﬁ'

from the: very*nature: of . human- growth, an : \

- unlimited pdsstbilities of human® perfec¢1on S AL

" only be part-of the truth, and the.truth'much . . . °

mixed withierror. The author‘had boundless = & .
faith in better things for‘the ch1]dren of::

men. . "Now we. see~¢hrougg a g]asswdarklv. 7:, R

but then .Face to Face." g e T ﬂ;m%§fﬁf”

.‘,“ g

G.A. Chase's,. H1gh School Geography (1904), used in Gradei} i '¢;g ‘

(former1y Standard VI), conta1ned examp]es of the 1mportance of mora11ty

and. pra1se for Great Br1ta1n'

Government assumes many terms in pr1nc1p1e or
in detail, but ‘that form is best which while
protecting and aiding the individual physically,
morally, andintéllectually, leaves him with
- the widest freedom of thought, speech and '
~action, consistent with the welfare of the. .
“commun1ty or state 1n wh1ch he dives. , o e
$ 3
Chase further 1nd1cated that no government as1de from Great Britain
o ¢

4

~gives such persona] ”freedom of thought, speech, and a:z t1on as those -

who seek N successfully .to e]evate peop]e of a 1ower c1v111zat1on" 60

i%i Morang S Complgte Geography,(JQOB) was used in Grade X1° (formerly

Standﬁnd VII) Ih1s,text 1s even moré pro -B-" sh than Chase s. sRefer-
r1ng to the growth and extent of the Br1t1sh aup1re {ﬁprang observed

. : PIFEIN . 57'
From.small beginnings the British Emdf%@bas‘ T IE
spread until ‘today it stands “the first afong

the nat1ons of the wor1d f1rst in area and -
8

!

i
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.popu1at1on, f1rst in wea]th and power. Its
- dominions include over ore-fifth of the land .
0 surface of the globe; its inhabitants make up -
“ one-fourth of the total number of people in the .
tgﬁ{ ~ world.61 . v \ . .

Inpa mora] or eth1cal ve'in he went on to state:
of the whole popu]at1on of the tmpire only about
60,000,000 are-of British birth. This 1mposes ,
upon thé Empire a great obligation. which is ' I
being fa1thfu11y met. Everywhere that the’ NP 'ﬁ,ﬁ R
British people have gone the benefits of c1v11—— ’ ) ",
ization have followed.. The' ‘subject natlons have
been governed for the uplifting of tha - people
themselves; their laws and Custoné in all cases
have been respected except where it has been

- necessary, for the sakgzof humanity, to put down

. some barbarous custom: s E

CEEAL T
g . ‘u,

In speak1ng of government Morang 1nd1cated that é1nce the Amer1can Revo]ut1on,

wh1ch resu]ted in the foss of ‘the th1rteen co]on1es the po]1cy oF Great
0\

'Br1ta1n has been to’ a11ow the utmost freedom‘1n matters of*govgrnment He &

-b
f.\.q 9

‘further 1nd1cated that some of the ]arger co]on\es, such as Canada? Australia,

G Cape’ Co]ony, and Newfound]and Werev1nvo1ved w1th matters that cor ~ed the

“{'&‘(

L'Emp1re as a whole. ‘ ' S o
Accord1ng to the Geography texts the Br1t1sh Empire had an _
e, v
.'ob11gat1on to he]p people  in the colon1es p Everywhere that the British “ggﬁ »

\l

ﬁeODTe had gone ‘the benef1tsvof efvv11zat1dn-had followed. Br1ta1n s s ~h;f%

'effect on other nat1ons was a- mor%l one, that is, the subJect nations - had

P s

: been governed w1th a v1ew to up11ft1ng the peop]e themse]ves {zln add1t1o

n

' the Br1t1sh Empt&e was cdns1dered to be a good example for other nations.

~In the Geography texts of this per1od Great Br1ta1n was portrayed as a

. 1ead1ng nation not on1y with respect to size and wea]tht but a]so to

tolerance and 1nd1v1dua1<11berty Great Britain-was cons1dered to have a ,ﬁ'

form of government that' protected and aided the c1t1zen phys1ca1]y, mora11y,

and intell- 211y, °It also was. a talera ‘t1on:Jn that the citizen had <
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the w1dest freedom of thought, speech, and action. In add1t10n the
Br1t1sh Empire had sought successfu]]y to elevate peop]es of a 1ower
,c1v11$zat1on who had come under its contro] The moratl respons1b1]1ty
of the British Empire was emphas1zed cons1stent1y
The elémentary Geography was d1rect]y in accord with™ the eth1ca1
1dea11st or1entat10n A know]edge of Geography was cons1dered to create
a. great reverence for the pro]onged strugg]e to overcome the obstac]es
which had been placed im- man 5 pathway of progress h .
History texts had a simi]ar orientation It was cons1dered that
the study of prom1nent Canad1an ‘and Eng]1sh f1gures wou]d tend to teach

students to have*h' h aims and to be true to these aims. A]though earller

4

empires had aspe“ of good and ev1] the1r downfa]] was pred]ctable '
‘because of the preva]ence of the latter. HOWever, the British, re was.
not expggted to suffer th1s fate‘because of its un1que fonn of government
and the genera] v1rtues of the Br1tlsh peop]éM Above a]l however two
main deve]opments of Br1t1sh h1story were stressed, S}nce through them

] Br1ta1n had most profound]y affected JLthe rest of the wor]d F]rst there
‘was the growth of the Br1t1sh Empire and which, based on. ‘the pr1nc1p1es.
of law and ]1berty, was so great an actua] and poteptwa] force in the
»modern world. Second, there was the story of the growth of Br1t1sh

‘~pol1t1ca] 11berty, how 1n Eng]and f1rst of a]i countrwes Par11ament‘

grew up, andswon supremacy,‘how the Cab1net system had evo]ved as its

texecut1ve 1nstrument how' pol1t1ca1 part155wevo]ved hpw the franch1se ;

. ¥ had been g1ven to the masses in success1ve reform b111§, and how f1na1]y

LA

_kvar1ous mod1f1cat1ons,«by mos&lse1f gbvern1ng states throughout

¢

‘Ftﬁgé th1s democrat1c, par]1amentary -and cab1net system of government had been _53[



_u - the British Empire, but such orﬁde was not to be founded on mere
v%ctories-over other states or people. It was to be founded rather on
the fact that, on the who]e} the British people had stood throughout
their(1ong history for:freedom and justice in the norId and that they had
made great’and enduring tontributions to man's advancement an uselfare.

From an exam1nat1on of a selected number of History, Geography
: and C1v1cs guides and texts it is ev1dent that these materials reflected

an ethical idea11st'or1entataon. The history goides and texts also showed

»

ansoverrid:ng concern with nora1 development.. Important figures in

Britjsh andQCanadian"history were studied in order that the students

'could'make moral judgments on thejr actions and then derive princjp}es
'_otuconduct.ﬁ the emphasis.onisritJSh ideals andﬁ%oral‘derelopment was

also evident in the Civics texts. The purpose of this course was not- only o

to make good\oatr1ot1c and moral c1t1zens, but to develop respect for the

Br1t1sh Emp1re‘and its political 1nst1tut1ons ; S ,'“ﬁ‘,,' el

S | B It s clearly evident that the se]ected Sgc1a1 Studte& terts”:

exam1ned ref]ected an ethical 1dea1]st perspectlve 1n;that high 1denls,
‘inoraiwty, and the deve]opment of pathwot1¢~c1t1zens were the authors

. ) ) : . & o

pr1mary concerns. ' y .
‘The main. methods of teaching advocated were the 1ecture method,
. ' & -
“dictation and responses to factua1'quest1ons. ,There was little. time given

S to research, discussion, debate or group work., ‘The method of teachinqg
. ' 2 s
“i“”’»l - was cons1stent with what 1dea11st educators cons1dered the best way of
rteach1ng and 1earn1ng, viz. , the mental d1sc1p11ne method where1n'book

.5“ @TEa?h1ng, c1ass1ca1 log1c memor1zat1on and rote learning featured

V
&
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Chapter IV hd

Philosophical Orientations of Political Leaders

and Educators in Alberta, 1921-1935

As shown in Chapter [I the prevailing and ethica] orientation of
Haultain and his successors from the 1890's to the beginning of the 1920's.

influenced educational pronoyncements in Alberta. It was shown ‘that this

orientation was generally present during this time_in thejSocial Studies

supported a number of progress1ve educat1ona1 1deas based on these or&p‘

curriculum:and related texts., .

A]though'the ethicai’fdea]tst' view remained domjnant in the
early. part of this century, othér points of view\began to“develop that
tended to 1nf1uence Alberta's edugﬁt1ona1 system in the 1920s and 1930s.
These had the1r origins to a s1gn1f1cant extent in two deve]op1ng systems
The first related to a ph1losoph1ca1 v1ewpo1nt known as pragmat1sm, and

the second to a form of Christian thought and practice known. as the Soc1a1

Gospe] Some of these pragmatic and soc1a1 gospel or1entat1ons 1nf1uenced
~the theories and pract1ces of the Un1ted Farmers’ of A]berta (U.F.A.), a

"social ‘and political. group led by Henry Wise Wood, that subsequent]y became

the governing party. of Alberta in August 1921. _Some United Farmers a]sggf“'wf

‘\

tions. Prem1er R Greenf1e]d and h1s U F. ﬂ successors, J. brownlee

and R. 'Re1d -however,. did not have much

simi]ar]y preoccupied withﬁthe 1ssue of school district cohso]ddation
; i3
He had to contend however w1th two major curr1cﬁ1um rev1s1on comm1ttee§/

and with the ideas of a number of 1nd1v1dua1s 1n the U F A. that had a

&

&L
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decided progreesive education orientation. These educattonalvjdeas Qefé

not easily implemented, and.it could be said‘thatvit was'dnfy through‘the

efforts of a number of brofessiona] staff within the Department of_Edueation‘

that they were finally given official recognitien/tn the mid—19305;' '

| Although the schod]Aof thought known as pragmattsh was not-eié]usive]y.

American, it is usually considered to be petuliarly Amenican'in*its:$pi%1t )

and princjp]e doctrines. The great names in the pragmatic traditaon are‘~
~,C.'Peir‘c—e,- W. James, and J. Dewey-1 In the 1870s a grdub of men met at

Harvatd Un1ver51ty, 1nc]ud1ng Pb1rce and James, to discuss philosophical

L/v}

quest1on§ﬁ part1cu1ar1y questions concern1ng the 1mpact of sc1ence and the

y

scientific method on ph1losophy. Members.of this group called the1r.

&

association the “Metaphysica] Club". However, the genera] sp1r1t of the

rFnd “away from
metaphysical speculation. ‘
‘Manyvof'the same conditions that wereyreéponsible for the emergence
of pragmatism were 1nv01ved in the resurgence of philosophical srealism. :
An, 1mportant factor was the 1nf1uence of sc1ence and the sc1ent1f1c method

[;sq , \‘3‘_

D&w'y and his col]eagues were also 1nf1uenced by the scientific revo]utt@ﬁﬁm.

' g@gg§1o1ogy that was 1n1t1ated by the pub11cat10n of Darwin's Origin of
Sgeties;z Some members of the Metaphysical Club corresponaédﬁWith Darwin
and all of them were‘great1y_interested in thebimpactnthat'eioTUt?onary

theory was having on.seience, religion, and-phi]osophy. Dewey attributed.
. ' : _ - . .
much influence to Darwin and emphasized the effect his evolutionary theggy

had on philosophy. Dewey fo11owed Peirce's general pos1t1on on the logic
‘ of inquiry. Inqu1ry was deftned bg:ge1rce as act1v1ty that med1ates
between a state of doubt and the fixation of be11ef Pe1ra? had demons-

N
trated that there were various methods of fixating be]1ef,_the most




effective being the‘scientific method He believed that modern phi]oéOphy

needed a logic of 1an1ry, a 1og1c concerned with ”f1nd1ng out"” rather than

.demonstratJng tauto]og1ca1 statements from axioms by a priori methods

Much of Dewey's career in philosophy was devoted to working out allog1tf6f',
inquiry, which amoonted to genera1izing the experimenta1’method so that itf
might be applicable to any meaningfu] subject matter.

Both Peirce and Dewey conceived ideas as proposed plans of action-;

possfb]e'operations--and in this sense an idea was seen to be synonymous °

.,.With hypothesis.  Ideas are”always hypothetitafvbecauSetthey are*expectations

RO .. - B . . i i N S L3 .
of possible consequences. This stage of inquiry, then, is one of developing

poss1b1e ptans for operat1ons to be performed 3
The next step is to act on the s1tuat1on in terms of - the ldea
(hypothes1s) chosen to guide the operat1ons In th1s stage, a term1na1

Judgment is made, and the obJect of this Judgment is whether or not the .
|
s1tuat10n, wh1ch or1g1na11y was one of JndetermJnacy and d15un1ty, has |

been'transformedf1nto a unified and determinate. set of'cond1t10ns If 1t\

[

has been transformed one's psychological transformatJOn is itself a

product of the transformed s1tuat1on. The terminal Judgment is therefore

not:supJective and personaT; it'?s opjeotjve and‘pub1ic; Dewey used'the ]
term warranted aséertibi]ity to denote the terminal Judgment of inquiry,
agree™g with Peirce's statement.that.troth is "the opinion,which'ig fated

to be g]timateTy agreed'totby all who investigate". 4

The ideas that emerge from the analysis by Peirce and. ﬁewey of '

: ¢ " N . : , - 3
“scientific inquiry that are important to this study can 3% summarJZed

[

as follows: SR o : _ o e

C oy

-
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' p]annedQSequence of expenrdence

school shou]d be a proce55 of active work was c]ose]y re]qted to h1s .

88

1) Ideas that enable us to transform indeter-:
minate and disunified situations are adequate.
or warranted, and as emergents of the process
of inquiry, they become means to help us in R
subsequent inquiries The general process
of inquiry is cont1nuous ar ' ~~rial in

character.
2) Inquiry is always opere ‘erimental
! and is, consequently, C ad public in
the same way that all sc « work is
objective and pub11c both. in its methods and
Aresu1ts

3) Meaning is always relative to the specific
operations and consequences thet\establiﬁh.it.
There is no possibility of articulating - .
universal truth to statements because tpere
is no method by which this can be done E ~—"’/////

The Timits of knowledge are the limits of human exper1ence and, as Peirce

‘observed, "experience can never result.in absolute certainty, exactitude,

or universa]ity“ 6

‘5

of the_educatione] method. In th1s v1ew, the purpose of educat1ona1

effort is continuous growt 'of the person in the fullest possible sense.-

Thefetis‘nothihg that growth'cgn be subordinate to,. for growth -is what
is "given". Neither can education, which itself is growth, be said to
be subordinate to something. e]se | Dewey believed that educatidn is some-

th1ng more than the consummation of estab11shed know]edge Its method

.should ref]ect the pr1nc1p1e which thfiﬁreeks used‘to call ”the art of

b P

va]uab]e as they may be Dewey 3 content1on that the curr1cu]um of the

:’é; S e

'stud1es in Psychology and Ph11osophy 7o j§ Ao et LR ¢~m

[ . ) \ . b

in wh1ch exper1menta] method was the bas1s

'know]edge and is more 1mportantvthaye«,ifproducts of)that art, as- . ~;

®..



j and the act1ve work of life shou1d be avo1ded by the/s1mp1e dev1ce of /

leaving the students free to choose and executéjxhe1r tasks Th1s w111

89 '

by

Dewey's doctrine of progressive education was developed in the

-
Pl

following principal works: Darwin's Influence on Philosophy and other

Essays, Democracyﬁand Education, Essays in the Pragmatic Attitude] The

LY

Quest for Certa1nty, and Philosophy and C1v1llzatuon The principal tenets

[}

of Progress1ve Educatiun are re]ated to pragmatism in that the emphas1s
Ts upon attaining-a more practical type of education. Accord1ng to

progress1ve‘¥ducators schoo]s should d1scont1nue feed1ng children facts

‘and shou]dwabandon the formal d1sc1p11ne approach of teaching. If the R

students' Tatent possibilities are to be realized, vital activity should

take the place of'mechanica1 memorizing. Learning by f:'ng, by experiencing

and by,gxpen1ment1ng must be subst1tuted for learning y listening and

,m

_sitting st+vr' The school shou]d be converted- 1nto a living creat1ve

. \}3 .
1nf1uence produc1ng se]f d1rect1ng c1t1zens and not stultf?1ed masses

‘of graduates. In order that the schoo] be true to real life, it should

1

be the scene of students becom1ng act1ve1y 1nvdlved in their studies or
school work. To progress1ve educators the 1nsat1ab1e hunger of youth

for making.things, for be1ng act1ve, is cons1dered ‘to be of great educational
value. Learning ”by merely :looking at or hearing about thingS‘is necessa-

rily of ]esser value to the studenty on1y life can teach l1fe 8 Accord1ng .

/

to progress1ve ‘theory, the customary method of d1rected 1earn1ng fa1]s

/

begause it does not deve]op in the ch1]d the ab111ty fQ meem new situations,

J&!

to attack prob]ems wh1ch constant]y occur in rgg] 1tge and togmake

adJustments necessary in a chang1ng econom1c, soc1a1, and po]1t1ca1 order

The break between' the pass1ve, unw11]1ng 1earn1ng of the trad1t10na1 sohool

9 - 1

}

r,
make the ch11d happy and w111 e11m1nate the hurtfu? separat1on bbtween
» g;‘ . .
. _ g

u
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school and life. According to Dewey Tearning and thinking are superlatively
stimulated when the studen’ recognizes the purpose of learning, when he
takes up the problem as his own and works at it independént]y‘ Since
pupils should be permitted and encouraged to acquire instructional material
by their own efforts, it is only logical to depart from the traditional
splitting and chopping of subject matter characteristic of the old school.
According to progressivish, Integrated instruction, or the project method,
which dispenses with time ‘schedules and separate subjects, should be the
order of the day. It has been suggested that the main difference between
the pedagogy of progressivism and that of essentialism or traditional
education is that progressivism viewed the curriculum as an ordered series
of active enterprises, whereas traditional education has always seen it as
some ordered serijes of subject matter. It is important to emphasize that
without thie underlying philosophy of pragmatism, progressivism as it
emerged would not have had the necessary ideological hase.

That pragmatists operated or an cmpirical or experimental basis
and were diametrically opposed to idealists is evidenced in the following
statement by S.E.D. Shortt: .

Man was born with no innate ideas; rather primary
sensory perceptions gained by experience were
associated to form more complex ideas. Verifica-

tion of any such concept depended on experiment

and observation while an idea which remained

untested was at best a hypothesis. The evidence -
of orderly design in the universe, for example,

might imply the existence of a creative

intelligence, but it_certain]y'dgd not establish

the presence of an immanent God.” -

Thus it can be seen how pragmatists-placed metaphysics beyond the scope

of reasoned knowledge. It is clear that the philosophy of pragmatism is

-
~

/r2t “n line with the dogma and tenets of traditional Christianity. To
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/
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\
the pragmatist the limits of human experience‘can never result in absolute
teov. Ethical idealists would strongly reject this deduction. It
«111 se i~gued later that pragmatism corresponds to some degree wjth the
social gospel movemeng'siﬁce>fhe‘1éttef tended to Stﬁjp away mur" of “the
dogma and tenets of traditional Christianity .

Pragmatism as defined by Dewey and his ideas on educational reform
known as progressivismwere not advocated by P. Baker, Minister of Education,
during the U.F.A. period. However, a form of moderate pragmatism and some
progressive educational ideas were espoused by the utopian wing of the
U.F.A., most notably the women's branch of that movement and by some
gévernment officials. These educators wanted a more practical type of
education and one that was much more related to the student's needs.

The social gospel, basically a form of practical Chrisfianity,
was part of a widespread attemptﬂin Europe and North America to rev{ve
and develop Christian social insights and\;o apply them to the emérging

forms of a collective society. This task was undertaken under the

_pressures of positive, organic, and developmental forms of thought arising

inEurope and Britain in the wake of Comte, Darwin and Marx.]O‘ [n writing
of the origin of the social gospel Richard Allen states:

~The social gospel which resulted is usually

regarded as an American movement, yet Ritschlian

theology in Germany,.the ‘new theology' of

R.J. Campbell in Britain, and the new Christianity

of Salem Bland in Canada may all join Walter

Raushenbusch, the classic American spokesman -

of the movement, in laying claim to the name.)]
The social gospel movement was concerned with solving concrete social
problems ina practical way. It was not primarily concerned with life
after death but with life here on earth. Traditional Christianity tended

to focus on the individual and his need for repentance whereas the
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social gospel was concerned with the needs of the collectivity. Some
of the exponents of social gospel, indeed, felt that personal salvation

was impossible without social salvation. It was a call for men to find the

vmeaning of their lives in seeking to realize the Kingdom of God in the

very fabric of society. Whatever might be disputed in the great systems
of theology erected in the course of the nineteenth century, this much
was clear, that the social gospel mandate involved a response to concrete
human needs. As the social gospel in Canada was entering its crest,
Raushenbusch was writing a series of lectures which wére published in

1917 as "A Theology for the Social Gospel”. While many religious currents
camerfogether in this book, reduced to its basic concepts, it was largely
a reflection of the theology of the Germén scholar, Albrecht Ritschl, wﬁb
had dominated European Protestant theology in the 1870s and 1880s. '
Ritschl's thought, although usually unsystematically appropriated by
reform groups, provided the implicit theological foundations of the

social gospel in Canada.

In Ritschl's theology, man and tod seemed to exist in a single
continuum. Decades of metaphyiiééigdabgte had made Ritschl skeptical about
the possibility of rational knowledge of God. Not the.faculty of“reason,
but the emotions and, in particular the experience of divine forgiveness,
were the avenu lto a knowledge“of God. The social gospel placed less
emphasis on Hn![“c ~and wrath than traditional Christianity. Just as

traditionz character-stics which distinguished God from man were discounted,

SO the ex “ten.ial & 'enation between man and God, expressed in the

N

doctrine of or.yinal-sin, was denied, and man was seen to be fundamentally

good.]? The objective of claiming the land for ‘scriptural holiness'

i

i

encompassed not only an interest in, but the necessity of social reform.



93

As traditional Christianity became more diffused in the latter half of

the nineteenth century, as more organic forms of social thought ard as.
aw;}éﬁess of the demands of ¢ocial problems became more acute, the under-
lying individualism of the earlier forms of traditional Christianity seemed
to many to be less and less appropriate. The demand save this society

now, and the slogan the eyange]ization of the world in our generation
became the Christianfzation of the world in our gener‘ation.]3 The sense

of an immanent God working = the movements of revival and awakening was
eagily transferred to social movement such as the U.F.A. and U.F.W.A.

These movements, pragmatism and the social gospel, influenced
political movements generaliy; however, in Alberta they had a profound
effect upon farmers and related women's groups. Politically, the real man
behind the scene of the United Farmers of Alberta was Herry Wise Wood.

" He is credited with bringing in cooperative principles in line Qith the
teﬁets o the social gospel. Richard Allen has stated that the gssociation
of the social gospel and®the Canadian‘agrarian movements of the twentieth
centur; has bgen stated but never'fully explored. However, by 1921 all
wings of the social gospel had found a place of such prominence in the
farmers' organization that it might be termed the religior of Agrarian

Revolt.]4

To social gosbe] observers the Canadian prairies seemed to be
plagued by a lack of social 1ife and community ideals, which left the
farmer a prey to speculators and a victim of a system which permitted
unearned commercial increment. Richard Allen indicates how the social

gospel movement attempted successfully to overcome some of these problems:
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Farmer cooperation as a means of attack upon

these economic injustices seemed to require

of the church a stimulation of the social

spirip of the country dwe]]ér and the rgsponsi— 15

bilities which accompanied the inew agriculture'.
Out of this concern grew institutes, conferences, and summer schools on
such rural problems as cooperative methods, community otrganization, and
the role of the church.

On the practical level, the United Farmers of Alberta was a
.

group of farmers, joined in voluntary association, who believed that
they could make farm 1ife more successful and secure. Officially, the
United Farmers of A]berta was formed in 1909 wﬁen the American oriented
Society of Equity agreed to unite with the Alberta Farmers' Association.
The new group d{vided its energies in two directions: the one in
organizing and éducating the farmers to work for their rights; and the
other, in organizing and establishing commercial distribution and
production facilities in order to gscape the monopolies of Eastern
business interests. Western farm Groups besieged Ottawa to discontinue
the po]icy'of protection. Western farm 1eaders‘cont1qua11y raised theih
voices against corrupt and sophisticated political practices, and many
hoped to free themée]ves from the grip of the old line parties.16 This
discontent became more pronounced with the breakdqwﬁ of the federa]
party system in Alberta after 1917, }he.Federa1'Union Government annoyed
the farm community by cancelling the farmer's military exemption and
prompted the movement to take on political activities. )
« fn addi%ion, Alberta was greatly influenced by'deQelopments ‘

occuring in we2stern farm areas in the United States especially in

North Dakota. The task of.manoceuvering the United Farmers of Alberta
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into political action fell “to the Non-Partisan L at whose helm

were partisans of the social gospel. The Non-Part-san League originated
in North Dakota in 1915 as a result of the economic hard<"ips faced by

. farmers.in that State and the inability of either Demc. tic or Republican
parties to improve their lot. The farmers in North Dakota we-—s "organized
a8s a group pledged to vote on]y’for agrgrian candidates in t qubiien
and Democratic primariesﬁ17 andAthus used the existing p.iitical machinery
to capéure con;ro] of the State government. In 1917 the League won an
astonishing Victory in the State elections. Thus, the ide; of "group
movement" had been initiated in North Dékota and through Henry Wise Wood,
it spread to Alberta.

The theory of group politics was one of the most radical notions
of palitical reform to gain a foliowing‘in Alberta from 1917 to the early
1920s. Significantly, the theories emerged in Canada out of debates
between two social gospel radicals, W. Irvine and H. Wood, over the
nature of political action thé U.F.A. should take. Bcth Wood and Irvine
agreed that partisan politics was ‘neffective and even corrupt. In

The Farmer in Politics (1920) Irvine expressed his discontent concerning

traditional politics:

The moral degeneracy of party politics is not so.
much a cause as it is the effect of the downfall

of the two-party system. The graft, the patronage,
and the chicanery resemble the putrid odor of the
decaying carcass. . . . Itwould appear that the
inevitable outcome will be the adoption of a
non-partisan, or group form of government.

Science, applied to industry had led to the
division of labour, and specialization; this

in turn has led to industrial group organization
based on particular group interests; these groups
are seeking representation in Parliaments;

and once they get to Parliament the two-party 3
system becomes inoperativq, and some form of

group government is necessary. !
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Wnereas Irvine believed that 1abourers, socialists, and other groups
should be included within the United Farmers of nlberta, Wood arqued
that the farmers wer- T distinct gqroup in Alberta _. . _oposed Irvine's
ideas ot merging “irming interests with other constituencies .

| Hond's leader. .p of the U.F.A. was conceived in wociui, historical,
anc trec(-qgicsi terms. Civiliza .on had been developed on the »asis of an
orviinal wronn L“«ice ofléutocratic met ds inspired by animal selfishness.
[t t-¢ contem.ory / Qrder this wrong choice was Fepresented by the
incu;t;1a1.avqsuization of the manufacturing interests. The farmer's
orgcnlzationslfjn their opposition to the errwhelming national control
exerted by these interests, had evolved a method of voluntary democratic
organization. To compr.mise this,deve]opmeqt was to Jeopardize a great
‘hope of radical reform '

The program of social reform quite naturally appearedin political
garb as "group politics". Since Wood's entire program was ultimately
theological, group polit s had a very religious cast. Wood Spoke in
more than simiies when he indicated that there were tho.c ”whdgare just
as opposed to readjustment along these lines .; the Pharisees were to

Christ. ."20

_He went on to assert:
Christ promises us that if we follow His Word

of Life in the service of God, we may establish

a world-wide kingdom over which the great force ~
of lTove will reign supreme, the nations of the

earth will bring their glory into it, the force

of evil will cease from troubling, and the people

be ‘at rest.2l . :

-

Only by means of group politics did -it seem that the new society, the
Kingdom of God, could be won without compromising the gains already made.

To follow the practice of organizing a broad party and platform to appeal
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to an electorate permeated by a mixture of principles was out of the
question. Wood considered that the traditional party system was corrupt
and, like Irvine, he condemned the_graft,.patronage, and chicanery of
conventional politics.

For many, farmers' organizations were the hope for the establish-
ment of genuine democracy and an end to the Lyranny of cabinet doml.ut1on
and political partyism. Thus, techniques such as the recall, refer-ﬁdum,
proportional representation, and direct legislation by use of the initiative
were commonly espoused.22 There can be little doubt that the majority,of
farmers saw the good life fnltérms of immediate and concrete improvement,
rather than in some distant utopia. The influence of .the social gospel
is easily recognized here.

The main issues of the provincia} election campaign of 1921 as
far as the U.F.A. was concerned were Wood's group organization and the
undemocratic character of the traditional party system.. On July 2, 1921
an official declaration of principles was issued by the U.F.A; which
endorsed Wood's method and asserted "we are a group of citizens going
into political action as an organization“.23' Each candidate was answerable
to the organization in the constituency which elected him. The U.F.A.
platform was based on the resolutions adopted at the 1921 converition,
with special emphasis on the statement that no government should resign
except on a direct voté'of non-confidence. This was popular because
many farmers were convinced that the most undemocratic aépect of the
party system was the secret caucus and Cab1net domination of the party.

The United Farmers won a dec1s1ve victory in the 1921 e]ect1on,

attaining thirty-nine of the siXty-one seats in the Legislature. Most



arnreed that the chief architect of this victory was Wood because his
1wlosopnv of Jroup goveérnment elicited strong support ospec1a11y in the
rural areas.

It was suggested ghat Wood accept the premiership of the U.F.A.
Government. He declined this offer, nowever, and indicated that the
choice of the premier would have to be decided by a meeting of the elected
U.F.A. representatives in Calgary. On July 26, 1921, H. Greenf1e1d
was. chosen to be the U.F. A Government s first premier. 2

The U.F.A. won the 192] general election because they wera
praotically-minded and sensitive to the neeas and concerns of farmers.
Wood and Itvine knew that the provincial Liberal Party was not responding
aoequotely to the needs of the farmers and that most A]bertansxhege
disenchanted with the two-party system. Thus, by appealing to the
farmers ano espousing the virtueé of group government with such devices
as the reoall, referendum, and the initiative, the U.F.A. was able to
caoture a majority of seats. Although Irvine was a soc1a11st and Wood
a free enterpr1ser, the two worked together because of thejr common
belief in group government. In the sense that it was politically
expedient for Wood and Irvine to work together against the old like
parties, it can be seen that these leaders were pragmatic and sought to
do what was most practical under the circumstances. Both WOod and Irvine
were in sympathy with. the demands of the social gosoel movement and were
concerned ‘about seeking the 'Kingdom of God' by neeting the practical
needs of ordinary people. '

How did the U.F.A. prehiers,'H. Greenfield, J. Brownlee, and R.
Reid, fit into this new political party based on group government and

what impact did they have on Alberta education and schooling? H. Greenfield
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was born in 1869, attended Wesleyqn Schoo1‘in Dalston, Eng)and, and came
to Canada in 1892. 16‘1917 he settled in Peace'River Alberta, whe-reQ
he was active as President of the Alberta Association of Municipal
D1str1cts and as Vice-President of the U.F.A. Progress1ve Association. Upon
the resignation of Premier C. Stewart, Greenfield was called upon by the
leutenant-Governor to form a government and assumed off1ce on August

13, 192125

Initially Greenfield, in keep1ng with the tenets of group. «
government, responded to the wishes of the local constituencies and
conventions and aQoided the traditional domination of the Cabinet and
the caucus over legislative measureé. With reéard to educational matters
Greenfield expounded the benefits of Tess government control. From ]923
to 1924 econom1c conditions were extremeJy bad in Alberta so that pessimism
was prevalent among all clgsses\\ This time marked the lowest po1nt in the
educational record of the U.F.A. Government. Grants to schools and the
university were reduced and the free summer school for teachers.was

~discontinued. Nevertheless, durﬁng Premier Greenfield's time revision
Col iittees were set up at both the elementary and secondary levels.
Greenfield r2signed as Premier on Noveﬁber 23, 1925 and was succeeded

by J.E. Brown]ee.26

Brownlee was born in 1884 at Port Ryefse in Ontario; was educated
“at Sarnia High School, and graduated fromvthé University of Toronto

with a B.A. in 1906. He came to Alberta in 1916 settling in Ponoka.

| ‘By oc;upation he was a lawyer, and worked for several years as General
Counsel for the United Grain Growers Limited and the U.F.2. AT+ Jugh

'he was not a candidate in the 1921 general < ection, he was appainted

Attorney-General on August 13, 1921 anc was later returned to the
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Legislature for Ponoka bymacc1amation He served as Prem1er of Alberta
from 1925 until July 1934. As early as 1925 there was v1rtua1]
d1st1nct1on between the U.F.A. Government and any other conventional’
government The Cabinet’ did not usually heed the advice of the Tocal
conventions and the recall, the referendum, and direct legislation by
means of the initiative were forgotten issues.27 iDuring Brownlee's
term fn office P. Baker, Minister of Education, attempted touput through
a school district consoiidation bill which became known as the Baker
Bill. However, Brownlee was too preoccupied with the price of- wheat
and related econom1c issues to-give this bil]l much attent1on In fair-
ness, however, Brownlee indicated as early as 1929 that the existing
school system was riot of the best qua]1ty and that some reform was
necessary " He maintained that in Austra11a and New Zea]and the educationa]
.d1str1cts were the norm and had much in common with the proposal advocated
by Baker. He asserted that these countr1es were known for the excellence
of their rura1‘educat1ona] systems. Nevertheless, Prem1er Brownlee
was very cautious about'initiating a change of this magnitude:

'It is not the. 1ntent1on of the Government to

ride rough shod over the. people of the Province.

lLeg151§gwon which affects the daily life of

.. the .pe e must have the support and cooperation - .
' ge to succeed and without this sgpport

‘can be successfu]]y carried out

TheNLeg1slat1v ;ASSemblwiwas not willing to approve the proposed reform

Sk
measures wh1ch wouﬂd have prov1ded larger units of school administratﬁon.

In the 1929 se%s1on and, aga1n, in 1930 the Assemb]y reJected the

Baker Bi11.2Y-

Brown]ee res1gned on Ju]y 10, 1934 and was succeeded by
R.G. Reid. | -
Reid was born in 1879 1n Scot]and and. was educated at Hutcheson S

Grammer Schopl in G]asgow He came to Canada in 1903 and settled-in

\ | /

t~
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Vermi]ion, Alberta. He was elected Eb the A]berta Legislature in 1921 Upon Y.

‘the formation of the Greenf1e]d government he was appointed M1n1ster of .

o

Municipal ‘Affairs and Minister,of Health. On the resignation of Premier ' 8 P

Brown]ee, he was called upon to form a Cabinet and was sworn in as Prem1er

and Prov1nc1a] Secretary on Ju]y 10, ]934-.3 ' Although Reid d1d not agree"

© with all aspects of the Baker Bill, he felt that it shou]d be advanced

.

to the commi ttee stage at which t1me amendments were to be made L1ke L
Brownlee, he was cautious in 1n1t1at1ng any educat1ona1 change unt11 the
U.F.A. Government had another mandate from the people of the prov1nce 3]
In genera], it can be seen that within about four years after the

Ju]y 1921 election, the U.F.A. no 1onger responded to the 1ocal consti-
tuencies and conventions and operated by means of Cabinet control The
reca]], the referendum, proport1ona] representation, and d1rect 1eg1s1at1on
were put aside. With respect to educat1on, Greenf1e1d Brownlee, and
Reid were more concerned’ w1th economic issues than with 1n1t1at1ng any
major educational reforms.32, It is true that both Brownlee and Re1d gave
‘some cons1derat1on to Baker's consol1dated school district bill but they ,.‘
were too cautious .and concerned about maintaining power rather than @
implementing rad1ca1 educational measures. In order to attain a c]earer
perspective of what occurred in Alberta education and schooling, it//'
1S necessary to examine the activitiee of the Department of Education‘and,
in particu1ar, the viewsof the Minister of Education, P.E. Baker.

| ‘Baker was Minister of Educat1on throughout the entire fourteen years -
that the U.F.A. was in power. He was born in 1887 into a Bapt1st

Minister's home. It was taken for granted that he wou]d fo]]ow h1s father's

footsteps as a minister. However, unlike many youth at the. t1me, he began

to have ‘serious problems with his re11g1ous fa1th, and found it difficult
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,to acﬁept without question established Protestant dogma. Nonetheless, he

began a program of theological tra1n1ng, and received his B. A degree in
1900 from McMaster University, a prest1g1ous Baptist institution. He even
did post-graduate work at the Ch1cago School of Divinity but did not
completé his stddiés He decided instead to take up farming in the West
He had an uncle in Ca]gary, and promotional literature regard1ng the West
attracted h1s attention. In 1910 Baker settied in Southern A]berta at

Nemlskam1n where ‘he farmed nine sections of 1and Not on]y did he become

a successfu] farmer, but he was also an active member of the U.F.A. group

in the District of Altorado, and was the first President of the group.33
In the 19271 general election Baker won an easy victory in the electoral
district of Medicine Hat. He anticipated thdt ha would reteivg\g Cabinet

post since few of his colleagues possessed his educational qualifications.

His service on the local school board dave him a good grasp of the problems

of rural education. Shortly after the selection of Greenfield as Premier
of the U.F.A., Baker spoke’to'wOod: |

[ told Mr. lood that I would like to be Minister
of Education. He merely smiled and said, "Well,
you have my permission". . . I had no sooner" ‘
reached home, however, then I got a request from
Premier Greenf1e]d to return at once to Calgary.
‘ There he offered me the por32011o which I
R} accepted with satisfaction. '

Baké} did ne;vapproagh his new portfq]ib with any strohg agrarian
bias. He bé]ieved that what is vfta]lto educatfon for all youth is that
they be involved in the fu]]ness of the human experience, regard1ess of
their socio-economic background 3 One of his earliest tasks was to

respond to the recommendatibns of two curriculum revision committees that

~
emphasized the need for a more practical type ofvéducation. At the

initial meeting of the General Committee in Education in 1922, Baker ™~

Y ' C?
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described its task in these words:

The new course must be flexible and easily adaptable
to the varying needs of the children of all parts,
of the Province. The curriculum must be made to
contribute its full share to the development of
Character, right attitudes and good citizenship in-
Alberta youth. Finally the committee must produce

a piece of work which will meet the demands of the
public for an education which is more practical,
that will appeal to educators as sound pedagogically
and command the enthusiastic support of thousands

of people in this Province who are interested in
education.36

In the above statement it is clear that the new Course of Studies was to
be more practical énd to a limited degree studéht-centered in that it was
to meet’éhe varying needs of the children of all parts of Alberta. The
emphasis on meetigg/fﬁe needs of the students is clearly in line with
the sog%a1_ggspe? in thaf the latter was geared to méeting'the needs‘of
people 'not in some remote future but more immediately here on earth. That
education was to be mofe practical is obviously in accord with the
tenets of pragmatism and progressive education outlined earlier.

Baker was also determined.to actualize dne of the promises qf
his party, ”Gradé VIIT for every A]berta pupil" which was a goal of no,
mean magnitude considering the economic cégi;;FZZQAEf"fhe time. By 1927
most youﬁg Albertans were enrolled up to Gradge VIII. The interest of the
young:beople soon went beyond Grade VIII and‘by the 1930s schools were
having to cope with large numbers of students who were interested in
secondaryﬁeducation. Baker wanted the population to bear the‘responsib11ity
%or»these extensions in a more equitable way by means of school <“strict
conso]idatioﬁ. ‘He was especially interested in improving rural education.
The consolidation of the numerous school districts would help to establish

- appropriate tax burdens and equalize educational opportunity throughout the
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‘province. Through such a system rural schools would eventually obtain
better teachers and better educational facilities and equipment. Baker
clearly believed that most educational problems in rural education would
be solved if the school districts were organized into larger units of
administratior 37 -

In 1928 Baker anhounced that the entire rural school system should.
be reorganized, although the local district would remain as the basic
administrative unit. In addition to local school districts, other units
or levels of administration wouid be formed. One hundred and fifty such
districts would make up one large division, for a total of twenty large
divisions throughout the province. Together thgse twenfy large divisions
would form a general taxing area, and an equalized educational tax would
be applied over the entire province. The ~2neral taxing area would be
governed by a board consisting of the chairman of each of the twenty
divisions, and would be responsible fo; providing equality of educational
opportunity and for maintaining similar rural and urban teacher salary
schedules. The twenty divisional boards would each consist of five
members, all elected by the ratepayers. This board wou]d be responsible
for engaging, supervising and paying teachefgj\ Each division was'to have
a superintendent and two assistant superinte;;ehts, whq would coistantly
subervise the work in the schools. The superintendent woq]d‘advise the
~ divisional board with respect to all appointments and dismissals. The
Tocal board would retain all of its existing powers, except the hiring
'and)Baying of teachers.38 As was noted previously the Baker Bill was
rejected in 1929 and 1930. Despite opposition to this bill, Baker continued

fo press for the adoption of larger school district units until the defeatJ,

of the U.F.A. Government in the 1935 election. According ‘to The Edmonton
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Journal in April 1935 the Legislative Educational Committee, under - r»'s
chairmanship, made the following recommendations:
The Committee recommends that residential schools
be provided to serve the needs of families scattered
over the wide areas on the fringes of settlement.
The Committee also recommends that secondary
education be provided in rural areas by the province
directly or through the combination of districts -
into units of sufficient size and strength to enable
them to meet a common problem.
At Teast one of the Folk School type should be
established at the earliest opportunity, says the
repc . «hich also urges the advisability of the '
Dominion government establishing a Canadian Library | s
Commission and to foster adult education in Alberta - :
‘by means of grants for 11braries_1n rural
* communities:39 : .
Each of these recommendations could be viewed as being moderately progres-
sive especially the latter. But Baker was not to remain in office 1ong\
enough to realize these and other reforms.
Because of Baker's interest in improving rural education by medns
of consolidation of school districts and his concern in-making the curricula
.more practical, he can be considered a moderately‘progressive or even
progreséive in the sense of Dewey's concept of progressivism.' Indeed,
Baker had been advocating a type of education that would be more practical
and related to the varying needs of the students as early as 1922.
If Baker had responded fully to the wishes of "'the educational
reformers in his movement, idealists and visionaries Tike W. Irvine,
I. Parlby, R. Gunn, and W. Ross, the fourteen years of the U.F.A. .adminis-
tration might have been greatly different. It is necessary, therefore,
to consider the views of some of these reformers who became such an important

force in educational thought and practice in Alberta.

William I%vine was very interested in attaining a type of
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education that would help shape a new social order. In The Farmers in

Politics (1920), Irvine wrote at length about education and life. 'A]th0ugh
education was important to life in a democ?acy, Irvine considered the
educational system to be particularly weak because teachers woere poorly paid
and inadequately trained. Moreover, according to Irvine, high schools,
notwithstanding their growing enrollments, were essentially for children
of the well to do:

‘High Schools and Universities exist for: the

wealthy. These places of learning, although

financed by taxes imposed on the poor, are but

additional privileges for the rich. . . . It is

not, therefore, to be wondered at that there is 0

a growing agitation in the ranks of organized

farmers and in labour unl8ns for radical changes

along educational lines.®
Irvine considered that vocacional t~aining should be developed extensively
to make educatibn truly mecaingrul znd more atfractive for the majority
of students. Only an education for life could lead to the development
~ of the whole person through a full expression of the self. Irvine
considered ideal education a force that would bring in a new social order: °

We must assume that what is presently to be

built up is a new social order, based not on

fighting but on fraternity; not on the competi-

tive struggle for the means of bare life, but

a deliberately planned cooperation in production

and distribution for the benef{t of all who

participate by hand or brain.
This ideal education would prepare people to make a 1iving that would ‘
Justify their right to live, and would prepare people to enjoy life in
such a way as to make it worthwhile. He clearly wanted a type of education
that would help shape society, not merely a traditional type of education

that only reflected traditional structures. +2
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Other visionaries or progressives in education besides Irvine‘
were some of the leaders of the United Farm Women of Alberta. The |
Honourable Irene Parlby, who was an influential advocate of educational
change, wrote and spoke extensively on the topic. She advocated a type
of creative education free of drudgery and drill. In her address to the
1925 U.F.W.A. convention, Parlby introduced the Dalton Plan: "It permits
the children to learn by the scientific method and to investigate and

discover' for themselves”.43

The objective of this form of pedagogy was
-the chanacter development of the child, that is, he would become wholesome,
charitable, and intel]igentl | -

Like Baker, Pariby was also concerned w1th rura] edueat1on and
more part1cu]ar1y how to develop an elementary school program wh1ch wou ld
not necessarily Tead the children away from rural life. In 1928 she visited
schools in Sweden, Denmark, and England in an attempt to find answers to
‘this problem. She noeed that in B%nmark the schooling was much more (
practical and related to_the student's needs than in A]berta.

However, the most effectiye voice for educational reform in
the Alberta farmer's movement was the Educational Committee of the U.#.W.A.
formed in 1925. Mrs. W. Ross and Mrs. R.B. Gunn played important roles
on the Comrittee by examining such matters as teacher ouality, curriculum,
and educational financing. However, they‘wene always concerned foremost
with the aims of education, thet is .the development of what they ca]]ed
holistic education or creative education,

In 1927 and 1928 Mrs. Gunn made\an extensive study of educational
innovation and experiments in Qarfous pants of the world. From the craft

schools of Britain to the American Dalton P]an, many interesting approaches

to educat1on were brought before groups of women i -ta by Mrs. .Gunn.

A\
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-She felt that schools in Alberta were too rigid, and that schools should
train for life and not merely for the passing of examinations. The
school was to take into account the natural inclinations and interests
01 the chﬂd.45 Nor did these visionaf1e5~neg]ect the theme ~f cooperation
in educational procedures. At many U.F:N.A. conventions, resolutions were
presented by committees urging the government to promote the philosophy
of cooperation in school studies and texts. At the ApnuaL‘Conventfon in
1927, for example, the following resolution was adoptéé: M

Be it resolved that we ask the Provincial

Government to appoint a committee represent-

ative of the various groups involved to draw

up a course of studies on the principles of

cooperation for use in our public schoels.?

In 1928, replying to the éonvention on the need for textbooks
stressing cooperation, Baker asserted that "cooperative méthods for
marketing would be dealt with in the new textbook on Civics and Economics“.47
This was not enough to satisfy the;mOre fervent believers such as Irvine,
Parlby and Gunn in the virtues of agrarian ideology and progressive reform.
However, one positive étep taken by the provincial governmént in promoting
the philosophy of cooperation was the establishment of the Institutes of
Cooperati?n for Adults in 1928. These institutes promoted various forms
of adult education which were designed in conjunction Qith several agri-
cultural co]]egesAwith a Qiew of promoting sound principles of coopera-
tion.48 Apart from these steps and some work at the elementary level,
however, little effort was expended to promote cooperation as a subject
of study.49 The cooperative activities that were part of the elementary
Social Studies programme will be examined in the next chapter.

In addition to the progressive ideas espoused within the U.F.UW.A.

. by Parlby, Gunn and Ross, the work of government officials and civil
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servants from 1921 to 1935 need to be examined to determine the extent

to which they édvocated progressive educational ideas. Although not all
senior civil servants in the Provincial Department of Educa£ion were
sympathetic to more pragmatic forms of education, much initiative came
from several key figures, such as D.J. Dickie and H.C. Newland, for curri-
culum changes. An important exception to this trend was J.T. Ross, who'
held the position'of Deputy Minister of Education from 1917 to 1934 and
whose views were largely in keeping with the essentialist or ethical
idealist position.

Ross was born in Huron County, Ontario, in 1864. He received a
teaching certificate from the Winnipeg Normal School in 1892 and completed
his B.A. at the University of Manitoba in 1895. For several years he taught
in Saskatchewan and Alberta high schools. In 1901 he went to Dawson City,
where he was Superintendent of Schools and Inspector of Indian Schools.

In 1906 Ross became a Provincial Inspector of Schools in Strathcona,

Alberta. In 1909 he was appointed Chief Inspector Schools and became

Deputy Minister of Education in 1917.50 Ross was basically a conservative
educator who served as Deputy Minister of Education during the latter .part

of the Liberal regime and for most of the U.F.A. period. In 1919 Ross
considered that the intellectual, moral, and physical development of ‘\f
students must be considered of fundamental and primary importance, and that“[—

the teacher who had the scholarship, teaching power, and personality would

be considered one of the most indispensable members of the community. He

‘maintained this emphasis on the moral development of the student throughout

his long career as Deputy Minister. He was also concerned with the problems
of rural education and thought that the passing of the Baker Bill would

be helpful in creating a more equitable school system: - L
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One of the most pressing educational needs of

Alberta today is to establish a more equitable

system of distributing the burden of school

sufport, so that the Elementary Schools may be

kept in operation nging at least two hundred

days in each year.
In general, however, Rosshwas not sympathetic to the development of a.
more pragmatic type of education as is evidenced in his reactionary attitude
. towards the Alberta Teachers Alliance and his conservative, ethical
idealist orientation toward pedagogy and the curriculum. Nevertheless,
according to W.H. Swift, the Inspector of Schools in Athabasca, Baker was

in no way subservient to him: .

Mr. Baker gave his men a substantial degree of
. freedom but was intelligent enough to make his

own will prevail in the portfolio he had chosen

for himself.52 -
One of the impqrtant reférmers within Ross' Department was G.
- Fred McNally, a former student of Dewey and W. Kilpatrick at Cd]umbia
University, who was appointed to chair the important curriculum revision
committees in 1921 and 1922. McNally was born in 1878 at Queensbury,
New Brunswick, and received B.A. from the University of New Brunswick in
1900. He~fook the poéition of classics master at Moncton High School
in 1901. .In 1906 he moved to Alberta and taught at the Strathcona Hiéh
School. Inl1910 he became an A]bertavSEhoo1 Inspector énd servgd in this
" capacity until he wés'appointed Principal of Camrose NormaT.School in
19714. He received an M.A. from the University of Alberta in 1911 énd
was a graduate student at Columbia University for four summers. A]though‘
he did not complete his doctorate, he was Qreatly_infﬁuénced by such

prominént progressive educators as W.L. Thorndike, J. Dewey, and especially

W. Kilpatrick. Ki]patriék; a professor of Educational Philosophy at -
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Columbia Univérsity, did not Tecture but rather.gave his students group
assignments for each c]ass)s3 Kilpatrick became famous for the Project
Method of Tearning. His students were required to examine such issues
in progressive education as learning by doing, the value of the project
work, building a progressive curriculum, and evaluating the school as
an agent of creating a new social order. The.project method was intended
to make "purposeful activity" initiated by the child in a socia] environment
that was seen to be the centre of the educational process. This method
was intended to integrate subject matter with the problems of social life

and to help the student develop proficiengy in planning, executing and
Judging in what educational theorists have called "life situations'f.s4
In reviewing his life as a graduate student at Columbia, McNally comments
on the influence this period had upon his work in Alberta:

Graduate study has been a great deiight to me

not only for the result and breadth of vision,

the great variety of instructors [ have met, and

fellow students with whom I have worked, but

.also for the challenge it presented to carry

some of this inspiration into the daily life that

I faced. Here again this exposure to great minds

helped me, and I like to think it enabled me to

offer a leadership in education in Alberta far

more advanced that would have been gge case had
[ not attended €olumbia University.

In 1918 McNa11y became Supervisor of Séhoo]s in the Department of
Education and direcfor of the summer school fbr-teachers, continuing in
these offices until his appointment as Deputy Minister of Education in
1935. McNally directed two -major revisioné of the Alberta school curri-
culun from 1921 to 1925. From 1921 fo 1922 he was Chairman of the

Elementary Revision Committee. 'The elementary courseé in 1922 were to be

more practical, more flexible, and more related to student needs. In
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commenting about the new secondary program, McNally suggested there would

be a similar orientation’

1. The new course must be more flexible, i.e.,’
more readily adaptable to the varying needs of
pupils Tiving under widely different conditions

and to the limitations imposed by circumstances on
boards charged with the responsibility of providing
these courses. ’

2. The number of subjects to be taken concurrently
is excessive. It is believed that better results

would be obtained by decreasing ghese, and by making
a more intensive study of each.®

,
McNally spoke in a progressive way about learning by doing, cooperative
activities,}and project work.

& McNally was a-Baptist, and even though he sgrved as President of
the Baptist Union qf Western Canada from 1919 to 1920, he was in no sense
a narrow denominationalist. In his 1ife he worked for good relations with
the United, Methodist,‘and Presbyferian churches. For example, McNally
was a member of a national conmittee which recommended the cooperation
with the United Church in the production of Sunday School materials and
1essons.57‘ McNally urged a practical Christianity and believed in creating,

a new social order by means of edutatiqn. McNa]]y was not alone in his'

'S

views qf educational reform. D. chfie, H.C.dNew]and and G.W. Gonmanh%
were three other'important figures in the Departmenf who favoured forms
of progressive pedogagy. |
. D. Ditkfe was borﬁ in 1883 in H;;peler, Ontario. She received
an M.A. -degree from Queen's University where she wrote a thesis entitled
"Foxe's Martyrs". Dickie became an outstanding literary as well as
eduéationa] figure fn Alberta. Appointed‘to the staff of the Alberta
Normal School in Ca]éary in 1910, she also taught at the Normal Schools

in Camrose and Edmonton until her retir_nent in 1945. She helped to
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institute the "Ehterprise Programme in the mid-1930s and was the author

of some sixty texts for elementary schools, including The Enterprise,

A First History of Canada, Collections of Canadian Poefry and The Great

Adventure.58 While at Columbia University, she was influenced by Dewey,
Kilpatrick, and Thorndike. Her experience there enabled her to write
creative and 1ntefesting history texts as early as 1921 ahd to help in

formulating the Enterprise Programme in the mid-1930s. To Dickie, the

-

purpose of education was to prepare the pupil for, life:

The pupils need initiative, imagination, “self-
reliance, judgment and the power to cooperate
and he can get these only by experience. He
needs information too, so much information that
he cannot possibly carry it all in his head.
What he needs to be taught is how to find the
facts when he needs them. i

Clearly she was against ﬁhe’rotq-]ike approach to learning and
~ ‘was an advocate of progressive methods. Dickie considered that progressive
education cou]d'be,estab1ished by means of the Enterpriée Programme.
. - : ' ‘ : B

Usually the daily enterprise period falls into.

four parts; the pTanning period in-which the

pupils discuss their problems and plan their

work for the day; the long working period when

each works at his job; the evaluation period

when they tell, or show what they have done

and are commended for what they have done and

¢criticized, or helped by their colleagues; and

finally, the "clean-up" period.b .

Although Dickie was a Presbytérian she was in no sense a narrow
denbminationa]ist. She emphasized the spiritua] bases of education. - She
asserted that he who would: "save his soul must lose it--give it away".
Tha; ﬁs children, like all of us, grow‘in grace by throwing themselves
into the swim of Tife at their own level and so 1earn1ng to live as well.%!
According,to-Dickie, a common enterprise nurtured with-a common zeal,

offered a fine exercise in the art of living together. Dickie stressed
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cooperation'in learning, advocated the'project method in 1earn1ng, and
believed that the echoolé tould-he]p_in creating a new Christian social
order. MCNa]Ty was an inf]uential government official, Dickie, an impertant
writer and innovator fn elementary education, but the most 1mportant
person in Alberta's move toward progress1ve education was H: Newland.
Newland was born.1n Fingal, Ontar1o in 1883. He graduated from
Fingal Pub11c Schoo] where he placed first among~the students in the E]din
Country Pub11c School in 1900. F0110w1n§\a yean at the Reg1na Norma]
SchooT he entered the teach1ng profession. he.taught for severa] years
in Alberta and then comp]eted his B.A. at thewUniversity‘of.Toronte in
19]0. Subsequently he retUrned to A]derta to.serve as Principal at .
Wildwood and 1aterlat Vegreville. From 1915 to 1928 he taught Latin at
Victoria High School in Edmonton. After wor1d War I he played an imporuant
role in the formative years of the Alberta Teacher;’ Alliance. He was

editor of the A.T.A. Magazine, and President of the Canadian Teachers'

ks . :
Federation. Because of conf11ctvwith‘d W. Barnett, the General Secretary

of the A.T.A., Newland re11nqu1shed the positions of Ed1tor of the

A.T.A,. Magaz1ne and Manag1ng Director of the Bureau of Education in ]925 62

He received his M.A. from the University of A1berta in 1928. In that
year he was eppointed Instructor.in'Psychology at'the“Edmonton Normal
School. | ' |

| ‘ lIn 1927 he was responsible Tor the formation of two private
eduéationa] organizations known as the Eddcation Society of Edmonton and

N

‘the'Calgary Progress Club. Admission to these C1ubs was carefully
regu]ated' Only those teachers holding a Unlvers1ty degree who were
prepared to devote cons1derab]e energy to the study and to the reform

of education (progressive education) were asked to Jom,.63
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In 1929, shortly after the Education Society of Edmonton was
organized, Newland spent a year at the University of Chicago. As Pattefson
states it was not uncommon durin§ this period;for Canadian teachers to :
undertake graduate study in the United States:

When' the teachers did undertake to do graduaté
s work, Chicago.and Columbia's Teachers' College
were: the two institutions most frequently
selected. The Chicago experience, coming as it
- .did for Newland at the outbreak af the Depression
intensified his conviction: that™social philosophy .
and education were integrally related. In
addition it afforded him the opportunity to-
explore more thoroughly the writings associated
with progressive -education, the educational 64
movement which had captured the United States.
In the early 1930s and, especially after 1932 when the final requirements
for his doctorate were complete, Newland actively promoted progressive
educational measures and encouraged his associates to stﬁdy thg writings
and the phi]ogophy—of G.Si Counts. Following his,address to American,
teachers in 1932 entitled, "Darethe Schools Build a New-Social Order?", -
Codnts-betame one of the more well-known exponents of progressive
education. Reinforced by the pronouncements of Coqnts, Newland continued
to encourage the teachers to be instigators of\socia1 reform in_Albé}ta.ss
With Newland's encouragement and Teadership the EducétionASGCiety of
- ’ . / o .
Edmonton and the Calgary Progress Club studied ways to implement progres-
sive edgcgtional measures in the curriculum.

The interest in progressive educatﬂbn shown by the Education
Society of édmonton was indicative of the mood of the country.. Progressive
education was finally gaining a foothold in Canada. In the United ‘States

: * - | .
these ideas and practices had been in vogue for at least a decade. The

writings of J. Dewey, W. Kilpatrick, G. Counts, H. Rugg, B. Bode and

others had stimulated and effected majbr reforms in schoo]iﬁg.se/ While .

i
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best known for the1r contributions in educat1ona1 reform these men
envisioned more than the transformatwon of schooling. They argued in
favour of a new concept1on of democracy which they felt was better suited
to the rapidly chang1ng cond1t1ons of twentieth century America What they
advocated was similar to the Social Gospe1 S emphas1s“on the concern for
the cojlectivity and a Christian socialist society.
A number of common elements characterized the progressive movement

in eddcation; Generally, progressive educators stressed the uniqueness

of the learner and attempted to provide more'adequateiy fdr{ﬁndividua]
}differences. The emphasis was not only upon intellectual development

but rather upon the.whole development of the child. Mental growth, once
the centra]‘fdcus of the school, was deemphasized as attention shifted to
character development and citizenship. XThe acqu1s1t1on of know]edge while
still important, was no 1onger revered as the u1t1mate purpose of schoollng.‘
‘A change in the Tearning environment was also envisioned. Teachers and-
adninistrators accepted the c]aim.that learning cduld be facilitated
through the proviéion of a stimulating and attractive classroom. The most

—~—

distinctiye and universal aspect of the accepfance of progressive educatﬁ;n

was the introduction of activity or project programs. -Pv the mid-19305' *

Tearning by doing became the common]y acknow]edged govern]ng principle of

the progress1ve school in A]berta and indeed in Canada 67 -
When the Department of Educat1on decided in 1934 to undertake ‘ ,

a major study of the curriculum and the ph1]osophy of the §choo]s, Newland

was given the responsibiw of pr } 'ng leadership to those involved

in the sfudy. " The most sweeping changes in favodr of progressive educat{on

were made at the elementary feve]. fhé bulk of the detail work of the

revision in 1934 was undertaken by a t&ree-member committee consisting
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of D. Dickie and 0. Fisher, two normal school instructors, and W. Hay,
an inspector, but 1t;wés "acknowledged by this threesome that Newland

68 Not only did he meet frequently

was the driving force in the reform".
with the committee in its deliberations, but he directed both the experi-
mentation with and the implementation of the program.

The new program in the elementary school was built on the princig]e
that education was a social experience in the course of which pupils
planned, initiated, and carried out, cooperative projects. The motivation
of the pupils was strengthened and the'c1a§sroom was vitalized through
a variety of activities, which replaced the verbalism and repetitive.
booklearning procedure of the old cur-icu’um. The new programme, thever,
made greater demands on the ability, initiazive and resources of the
tgacher. The greater freedom, both for teacrers and students, also
entailed greaten responsibi]ity.sg

In 1932 Newland became a high schoc! irspector and within two
years he served as Chief Inspector of Schooi: anc was appointed Supervisor
of Schools. In the Tatter position, where he servad for ten yearé, Newland
directéd a major curriculum revision for Alberta schools: Inaicativevof
the trend towards a progressive education and 6qrricu1um were the nature
of the following thpught-provoking questions raised by Newland in 1932:

Can teaching be effective-when either the teacher
or the pupil fails to appreciate the curricular
objectives which are its raison d'etre.

-Is learning out of books va1uab1e per se, without
regard to the learner's purpose? Is-it valuable

merely if the purpose is regurgitation--reproduction
on a test or exam1nat1on _ “\

[t i1t less a catastrophe whenxa ch1f&”hé?ters the
whole curriculum, but wrecks h1s personajlity in
the process? . .



Can children learn to think for themselves,

to plan, to initiate, to execute, to lead and

to cooperate by means of classroom procedures

now required by standard-type school programmes.7

Newland's influence on curriculum changes in Alberta was very pronounced
after 1932 when he sérved as high school inspector. HNevertheless, yhi]e
mény of his co]]e;gues agreed that the school should strengthen democracy,
they disagreéd with some aspects of Newland's emphasis on démocratic

pedagogy. As P.E. QOviatt states:

Those who recognized: the element of social reform
or reconstruction inherent in Newland's philosophy
were aware the problem it posed. They saw
inconsistencies between wWewland's objections to
propaganda or to having the school promote any
particular reforms, and his conviction that
teachers should expound the doctrine of socialized

g economy. They saw a paradox between making the
schools "laboratories of democracy" and inculcating
the pupils with particular socio-economic ideas in
a definite and planned manner. They saw, too, the
divergence between Newland's professions of a

»"Christian Social Order", and a society in which

the pragmatic philosophy with its rejection of
absolute truths and ultimate authority, refuted
the basic foundations of Chr1's,t1'an1'ty.71

¢

Nevertheless, Newiandﬂs ideas on building a_new Caristian social order
was in accord with the social gospel orientation ouf]ined earlier. Many
of the progressive educators like Newland, wanted to build a more equitable
socia{ order. In this respect he was in agreement with such social
gdépe]]ers'as S. Bland, H.W. wooq, and W. Irvine. According to Patterson
it was under Newland's leadershib that ”A]berta became the foremost
authority on progressive education in Canada”:72

While Newland was Chief Inspector and Supervisor of Schools for
A]berta, G.W. Gorman succeeded Deputy Minister Ross in 1934. Gormangyas

born in Ontarip, and graduated from McMaster University in 1905, with first

class standing in Philosophy and Political Economy. Two- years later he
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came West, and began teaching in a rural school near Regina. After -a year's
teaching experience, he entered Calgary Normal School where he received a
first class teaching certificate. “rom 1902 until 1912, he was Principal
of Carstairs School and Secretary- ‘casurer Jf. the town. Subsequently he -
was appointed ﬁrincipai of Norwood School in Edmonton. His good work had
already brought him to the notice of the Department of Fducation with the
result that in November 1912, the Department placed him at Hign River as
Inspector of Schools. In 1918 he was promoted to the position of Chief
Inspector of Schools and in 1934 he bécame_DepUty Minister of Education.
Like Baker, he was particularly concerned with rural education and °
felt that the problems of rural education (podr]y trained teachers and lack
of proper educational faciiities) could not be solved until Alberta adopted
a new system of school administration. Under Gorman's“supervision, ekperi-
ments w1th larger school administrative unit were set up in Berry Creek-in
1928 and in Turner Valley in 1933 73 The success of these two experimentai
divisions paved the way for_the eventual reaiization of Baker's dream
for reorganizing rural education. Gorman was a stauncn advocate of the
merits of the new district schooi system and of a more pragmatic type of
education In 1934 Gorman,stated his views on education which reflected
this new orientation:
_Education is not a means of iivelihood--it s
a means te life. Our objectives have possibly .-
been based too much upon the-need for obtaining -
a living. The result is that many may endure
as well a mentally starved existence whiie the
richest fields of their spiritual:-life are lying .
uncultivated. Mental attainments, 'subjects
taught, and methods employed are means rather
than ends. Greater stress must be laid on the.
cultivation of r -sonal and social character,

The supreme moti.. in any'system of education are,
character buiiding and the enjoyment of 1ife.74
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According to Gorman education was not merely a matter of school years,

it was a life procesg. Thus, key civil servants guch as MéNal]y, Dickie,
Newland, and Gorman were instrumental figures behind the movement towards
a more pragmatic or progressive forms of schooling. This trend towards

a more progressive education can be noted in the work of the various
committees as well as in inspectors' comments from 1921 to 1935.

In 1918 leading Alberta edycators made a review of the curr%du]um
and initiated work on a revised Programme of Studies. An examination
of their initial findings suggests little change in content or orientation:

An examination of the /1918/ grid and its 1912
counterpart shows that the two programs were
identical. . . . However, it did differ from
preceding revisions in a very important detail--

gamely, th95attention paid to psychological consi-
erations. . .

A year later, the Honourable George’P. Smith, Miniséer of-Education,
announced that he planned a thorough-going review and revision of the
Course of Studies. This was to be done under the direction of McNa]ly
who had been appointed Supervisor of Schools. McNally coﬁtinued-this
work when the U.F.A: came into power. Thus it was not a partisan issue.

Bakgr's moderaté views on p?ogreésivism allowed progressive
educators such és Mc@a]]y, Gunn; and Newland ‘to be on the important
revision committees at both the elementary ar' secondary levels. In_1921
the work of re-writing tﬁe curricdlum of fhe eTementaryhschoo] was under-
taken. ;Two committeés4were appointed, thebfirst a lay committee which
wés‘éomposed of representatives of various organizations inc]udfng membérs
6f the U.F.A. and the U.F.W.A. This committee, after considering the

material which had been\iathered as a result of.a Questionnaire, Taid down

- the broad lines under which the revision wds to be made. These suggestions
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were then placed in the hands of a profe§siqndl committee. McMally was the
chairman of the latter group which was given tﬁe actual task of re-writing
the various courses. This task was to be completed by ]922.76

The members of the elemeﬁtary committee were already aware of the
problems of rural education. They'recommended that a brogram be designed
which wauld be oriented to age groups rather than érades. Their recommend-
atioﬁ were basea upoh,whét they knew of the‘problems of the one room rural
ﬁchooi. ‘However, representatives of rural organizations viewed the suggestion
of age-group orientations as being one offefing'the rﬁrallpopu1ation an
inferior progfam to that.provided in urban areas. Because of this reactidn;
the committeé rejected this recommendation, thusAwh11é the “probfems of
the suitability of the curricula . for rufal'schools was raiséd‘in the. 1922

7 Nevertheless, as w111

revision, ﬁo satisfactory éolution was provided”,
be showﬁ in the'nextrchapter,'the committee issued a reportlﬁhi;h fhéy
believed would meet the demands of the public for an education which‘was
more practical that Would "appeal to educators as sdund bedagogica]]y
and-that wou]d‘command fhe enthusiastic support.of the people in Alberta"
who were interested in education.78 In retrdspect, McNally was able to
say tﬁati"nowhére in Canada, at ‘any time, has a gkéater effort been made
to secure the opinions of people of.}epresentative shades of tbought than
was done in Alberta in 1921 and 1922“.79

>

It was decided in 1921 not to'ggocegd with the revision of the
secondary curricu1um_unti1 the lines of change'in the eiémentary course
had been decided. Gunn, Newland, and McNally Qere 1nf1uent1a1:membérs
of the secondary school COmhittee,whi;h had the task of re-writing tﬁe
secondary courses to be comp]eted by Marcﬁ 1923. The new course was to

-.be flexible, that is, more readily adaptable to the varying needs of
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pupils living under widely different conditions. Some of-the significant
changes thch the secondary curriculum committee did endorse were: adoption
of more electives in high schools, increased provision for vocétiona]
preparation of students, adopf%on of a broader high school program and a
change in educational thought from mental disgip]iné to the concept of
transfer of training. The former method placed a gréat deal of reliance
upcn rote, recitation, and memorization in learning, while the latter
method p]acea a good deal of emphasis upon Qnderstanding,-analyzing and

80

synthesizing. Teachers were also encouraged to be more interested in

holistic educatidn, that is, a type of education that was related to the
~ total development of the student and not merely his intellectual develop-
ment. Examples- of the influence of this new orientation can be found in
statements by school inspectors in the decade that followed.

In-1924 J.A. Smith, an Inspector of High Schools, indicated that
in Grade IX and X History, the teacher who was progressive in the field
of history, and enthusiastic and alive to the responsibilities of his
posftioﬁ, was meeting with marked success. In 1927 Smith cautioned
" teachers to be “careful fn not over-emphasizing work that has a'strong

81

appeal to memory only". According to the Annual Reports inspectors

were generally against students “cramming" for examinations. In 1928
McNally made the fo]Towing‘observation of the trend to a more pragmatic
type of education:

These school conventions gave definize evidence
of the stimulus teachers are .exerting in the
direction of improved methods of teaching, the
organization of subject matter, the proper
adaptation of the Course of Studies to parti-
cular conditipns, and to a certain extent the
realization of the value of the school in
developing the physical and social gifts of the
students. 8] . '
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Another High School Inspector, E.L. Fuller, noted in 1932 that there was
evidence also in the classrooms of much 1éss ‘cramming' and that the elimi-
nafion of the examinations in Grade»IX was largely responsible for improved
teaching conditions. He also noted that the teachers had become more

interested in training their students in the formation of right habits

and skills and less concerned with merely ;stuffing' them with‘information.82
As was previodsly noted Deputy Minister Gorman was a progressive

educator and no doubt this is one of the reasons there was.such a momentum

9f progressive education especially from t?e time of his appointment.. The

arguments advancéd by Gorman reflected this new orientation:

Education is not a forced growth in the classroom
period of childhood, but is rather a self-develop-
ing process, a living of life in wholesomeness
and fullness, and the process is continuous and
lifelong. This view of education doe$ not aim at
prematurely burdening the child with the task of
manhood, but rather aims to develop at each stage
the potentialities of that period. The aim of

~ the school is to develop a habit of study and an
inclination to practise it. This implies an
interest. This interest is the germ implanted by
the school. Education is thus not merely a matter
of school years; it is a life process.83

This new orientation in educat%on became a primary focus fof both the
elementary and secondary revision committées in 1934. These committees
seemed determined to bring about a radically new approach in both supject
matter and method. a

The work of reviewing and revising the cufriculuﬁ in 1934 for the
first six grades of the elementary school was committed to sub;committees
selected from the Normal Schools and Inépection staffs. [t soon appeared
tﬁat a coordinating or 'steering' committee would be required to decide
such questions as ‘type of programmes required, group divisions, and

integration of subject matter.84 D.J. Dickie, O0.M. Ffsher, W.E. Hay,
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H.C. Newland and G.F. McNally were influential members of this committee.
The recommendation was made that Dickie, Fisher and Hay be released from
211 work for some weeks at the beginning of 1934 to outline a plan of work -
fo the elementary and intermediqte grades along the lines of the decisions
rea~hed. The idea of the enterprise or thé project method of learning was
stru 1y advocated at this time--especially at the elementary deve]. An
:nterprise would be oréaquedfto include expefiences in reading, arithmefic,
0 1¢, in fact all the fegu]ar subjects taught in the elementary grades.
The theory underlying this was that the enterprise would give scope for
pupils to make their contributions to the development of the project at
the point of their special interest or abil{ty.85 . ' e
In April 1934 the Department of Education drafted a quéstionnaire

,on secondary education which was sent to approximately one hundred and
..twenty persons. Nearly one hundred replies were ré;ejve&. The nature of
the information soughf is indicated by‘the following questions:

How can we better meet thé needs of the.studénts

of varying interests and capacities? Should more

examinations be dropped? What subjects, if any,

should be added? What else would you suggest for

the improvement of our schools? 86
A similar questionnaire was sent to a number of recent High school
graduates to ascertain their views on the effectfveness of the education
whicﬁ they had received and to obﬁainAfrpm them suggestions. as fo.how

87 The' Minister of

their courses could have been made more helpful’.
Education, Perren Baker, then appointed abcommittee to consider the
replies to these~questionnaires. Important members on .this committee

were Fu]jér, Newland, Gorman, aﬁd McNally.  The committee held abthree-day

session and reached the following conclusions regarding the high school

- programme:
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a) that the revised course must take greater
account of the needs of the thousands of young
people in the secondary schools who will never
go on to higher education;
b) that certain worth.hile exper1ences now more
or less neglected must be provided for;
C). that-some way must be found to free the
offerings of the small high schools from the
overshadowing influences of Matriculation and
Normal Entrance courses;
d) that the courses included in the new program
must be valuable in their own right, and not
because of deferred values to be expected to
accrue to individuals Tlater as a result of further

"~ Study;
e) that there must be such a restriction in the
subject matter content as will ensure to the teacher
the maximum freedom in the presentation of his

. material and at the same time enable the pupil
to make adequate assimilation through reflection
and collateral reading.88 _

These recommendations were progressive in nature but their implemen- -
tation 1in the classroom was a more d1ff1cu1t matter Newland considered
that the least effective of the h1gh school courses was History. By far
the greater number of teachers sensed the need of helping their students.

“to inferpret the facts of.the‘textSSQ&s~in terms of current eventsrand!i '
contemporary problems. Many be]ieved_that it éhou}d be the purpose of

. these cdurses to give "igh school students an insight into the mechanisms
oﬁ;sgciety.Bg Bet it was dffficu]t for teachers to reconci]e the larger
pur;ese of secondary History with the more.immediate requifement of the -
final‘examinations.go Newland believed that the e]im%nation-of finai

~ examinations would allow the teacher greater freedom and scope to deal-
with the tfuTy_importani historical problems.and iSSuUes. feachers and V
administrators began to take on the new rhetbricf For exameIe, C.O.- ‘
Hicks, Principai_of yicteria High School in Edmonfqn; stated:

“School" as John Dewey says, "is not a
preparation for life; it is life". This



126

is true as far as it goes but it does not go
far enough. Schools can and ought to be finer
and nobler than life has yet become. Let this -
be our aim.
In any cése, inspectors and educators were becoming familiar with this
"new education' and some of its major advocates such as Dewey and
Kilpatrick.
Thus, it becomes apparent that during the U.F. A period educators
'and government off1c1a1s were prepared to examine a var1ety of alternat1ves
"~ No 1onger was the system wh1ch had come from ‘eastern influences necessarily
va11d._‘As Patterson notes:
An air of experimentation was apparent Viable
.solutions for remedy1ng the problems of the
school were sought regardless of their source.
Conditions stimulated by the broader Progressive
movement opened the way for educational change
through its challenge to the old system.9?2
T Although Baker was not 1n_the forefront of this"new education'
he allowed.peop]e with innovative.idees to work on the important curricular
revision committees. This occurred as early as 1921 at the elementary
level, and by 1923 at the Secondary-leve1, and again in 1934. The influence
of progressive educators such as Gunn, Dickie, Newland and McNally can'be
seen as early as 1921. During this time Baker worked hard to develop;
1arger:unit§ of school adminiétretion. A]though the full scale consolida-
‘tion of school diétrjots in Alberta did not occur until the Social Credit
party was in power in 1935, it is true the Social Credit party basica]]y
1mp1emented the conso]1dat1on of school d1str1cts, which had been formulated
.by the U F.A. Government

When W11]1am Aberhart”s‘Socia1 Credit party won eighty-nine per

cent of all the seats in the Legislature (or 56 out of 63 seats), 'its
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political theory was not as clearly defined as that of the U.F.A. when

that parfy came to power in 192].93 Neverthe]ess on September 23, 1935‘,'

©

Aberhart became Premier, Minister of Finance, and Minister of‘Educetion. .
Because he was more concerned with-financia] matters he left. the educatﬁonaIA
programs and policies to the Deputy M1n1ster of Educat1on, G. F McNa]]y;
~and espec1a11y to H C.- Newland, Superv1sor of Schoo1s

Although the ethical idealist's view remained domﬁnantbin the
‘early part of this century, other points of‘view began to‘deveiop that
tended to infiuence A]behta's educational ;ystem'in the 1920s end 1930s.
These views were seen to have fheir-originsito a significant extent in two
deye]oping systems. The‘first,related to a philosophical point of vieW‘
known as pregmatfsm, and the second to a form of ChriotianAthought and
practice known as the social gospe]. This chapter has shown how some of
these prdgmatib and social gospel orientations influenced the theories éné
practices of the United Farmers of A]berta, a party that came to powen in
1921 and stayed in office until 1935. Premiers Greenfield, Brownlee, and
'Reid seid Tittle about education except in tehms of the need to estab]ish
more efficient units of school eaministration Baker, the M1n1ster of
Education throughout the period, was s1m11ar1y preoccup1ed w1th this .
issue. He had to contend however, w1th the recommendat1ons of two major -
curr1cu1um revision committees and w1th the progressive 1deas of a. number
of 1nd1v1duels-1n~the Alberta Department of Education that’]ed to their
off{cia] recognition in}the‘m;df1930ef

In the subsequent\chapter the Social Studies curriculer guides
and related texts of the period from 1921.to 1935 will be examiped in
order to determine the extent to which a more pragmatic type of education

was manifested in these source materials as well.



128

FOOTNOTES

]G. Max Wingo, Phi]dsoghies of Education: An Introduction
(Toronto: D.C. Heath & Company, 1974) p. 196. e
Fg ™ . o ' :
' “Ibid., p. 197.

. 3J.D, Butler, Four'Phi]osophfes and Their.Practice in Education
and Religion (New York: Harper & Row PubTishers Inc., 1951) p. 39].

%G, Max Wingo, op. cit., p. 215.

“Ibid., pp. 216-217.

6J.D. Butler, op. cit., p. 377.

TIbid,

81bid.

QS.E.Di Shortt,-The Search for an Ideal (Toronto: The University
of Toronto Press, 1976) p. 140. This 3s basicaMy an examination of six
Canadian intellectuals in an Age of Transition. It is an excellent book
dealing with the tradition or philosophy of idealism and its antithesis,
empiricism. - . o :

]QRichard Allen, The Social Passion. Religion and SociSW Reform in
Canada, 1914-1928 (Toronto: The University of Toronto Press, 1971) p. 4.

11

Ibid.
21hid., p. s—
31bid., pp. 6-7: | . ! ,
14

Ibid., pp. 200-201. ' a

15Richard Allen, op. cit., pp. 203-204; A;W.'McNaught, A Prophet

in Politics (Torontq: The University of Toronto Press, 1959) p. 74.
"®i111am Trvine, The Farmer in Politics (Toronto: McClelland &

Stewart Ltd., 1920) pp. 75-76 and pp. 84-85. .

]7Riqhard Allen, op. cit., pp: 203-204 .



129
]8w1111am Irvine, op. cit., p. 84.

1

-

9The A]befta,Non-Partisan, Decemhér 4, 1918.

20y . Rolph, Henry Wise Wood of Alberta (Toronto: The University

of Toronto Press, 1950) p. 50.

2]R.S. Patterson, "The Establishment of Progressive Education in
Alberta (Ph.D. Thesis, Michigan State University, 1968) p. 67.

22y K. Rolph, op. éit., 108. | L

23 |

W.K. Rolph, op. cit., p. 108; pp’ 101-102.

,24Thé Canadian Parliamentary Guide ZOttéwa: ‘The Mortimer Co. Ltd.,

1924) p. 526.

25The Canadian Parliamentary Guide (Ottawa: The Mortimer Company
Ltd., 1935) p. 365.

Ve
A 6144,

27Initia11y the U.F.A.'s concept of group government consisted of
various occupationah interests having a direct voice in the Legislature.
It also. emphasized a reduction of the role and power of. Cabinet directed
government. : . R A 4

: 28The Edmonton Journal, Alberta Government Decided to Hithdraw
New School Act, March 19, 1929. - = -

S 2QL.J. w11SOn, "Perren Baker, The U.F.A..énd Education” (M.vEd.
Thesis, The University of Alberta, 1970) pp. 84-88. C

30The Cagadian Par]iamen@ary;Guide, op. cit.,'p. 365.
31The,E&hopton'3Qj1etih;Apr11 1935.
2he Canadién'Pé%]iaﬁentariléuide,kop.-cit. p. 364.

© Brpid. o B B T
34W.L,Yﬁg;fon,A"Tﬁeisécia1'PEifdsbphy of Henrytwfse'WOod, the

Canadian Agrarian Leader" (Agricultural History, 1948) p. 127.-

35¢.J: Wilson, 0p. cit., p. 65.



130

36Perren Baker, Rural Education in Alberta (Edmonton: W.D. McLean,
King's Printer, Jan. 8, 1929) p. 10

37Cbur§e of Studies in English and Citizenship, Grades I to VIIi
(Edmonton: " J.W. Jeffery, King's Printer, ]92277p. 4.

381144,

39The Edmonton Journal, “Larger Administration Units to Bring
Greater Efficiency”, April 16, 1935. »

40i111am Irvine, op. cit.. p. 42.
Mibid., p. 47.
“21bid., p. 49.
43 |

‘ Irene Parlby, "Creative Education" Minutes of the U.F.W.A.
Convention (Glenbow Foundation, Calgary, 1925) p. 44.

. 44Ba’rbara V. Cormack, Perennials and Politics (Sherwdod Park:
Professional Building Ltd. (no date), "President's Address", U.F.W.A.
Convention Reports) p. 124. . '

: 45S.M. Gunn, "President's Address", U.F.W.A. Convention Reports
(January, 1926) p. 5. ‘

*Convention Minutes, U.F.A., Annual Convention (1927) p. 115.

1bid., 1928, p. 152. )

48Conventwon Minutes, U.F.W.A., Annual Convention (Jan. 1929)
pp. 9-16. At this Convention Mr. George Hoadley, an active member of the
U.F.A., was hopefu] that cooperative methods in education would be in the -
school curriculum in H1story

- 49R.S.; Patterson, op. cit., p. 58.

50The Annual Report of the Department of Educat1on The Province
of A]berta (1934) p. 9. _
Sbid., p. 10.

SZL.J. Wilson, op. cit.,vp.'78. - - -



53H.T. Coutts & B.E. Walker, G. Fred (Don Mills: J.M. Dent & Sons
Ltd., 1964) p. 43. Because Columbia University rcquired much statistical
work in thesis research, Mclially never completed his Ph.D. He indicated
that he was not interested in mathematical data and that he was too busy in
the review and revision of the Alberta curricula in any event.

**Ibid., pp. 41-42.
Slbid., p. 44,
56

The Programme of Studies, 1922, p. 25.

57H.T. Coutts & B.E. Walker, op. cit., p. 98.

-

585ketches‘of Women Educators of Edmonton, Alpha Chapter Zeta
Province (The Delta Kappa Gamma Society, 1972) p. 13.

1bid., p. 64.

50p.0. Dickie.

61
No. 2, 33.

Alberta Teachers' Association Magazine (Oct.-1937), Vol. 18,

62R.S. Patterson, "Herbart C. Newland Theorist of Progressive
Education" in Profies of Canadian Educators (Toronto: D.C. Heath, Canada
Ltd., 1974) p. 300.

831bid., p. 289.
54 1bid., p. 290.
551h1d. —
4 ‘-’ ,
661114 oo
6

7H.C. Newland, "Alberta's New Progrdmme for the Elementary School
Education in Canada" An Interpretation (1978) p. 209. _

68R.S. Patterson, "Herbart C. New1and Theorist of Progressive
Education” in Profiles of Canadian Educators (Toronto: D.C. Heath, Canada
Ltd., 1974) p. 300. ‘




132

591 pi4. \

Oy ¢. Newland, op. cit., p. 215

71P.E. Oviatt, "The Educational Contributions of H.C. Newland"
(M.Ed. Thesis, The University of Alberta., 1970) p. 230

725, Patterson, op. cit., p. 290

73The Annual Report of the Department of Education, The Province
of Alberta, 1935, pp. 5-6

-

Z4The Annual Report of the Department of Education, The Province
of Alberta, 1934,"p. 13

75Nicho]as Tkach, Alberta Catholic Schools...A Social History
(The University of Alberta Press, 1983) p. 160

76The Annual Report of the Department of Education, The Province
of Alberta, 1923, p. 24 .

77Ibid. G. Fred McNally considers that in spite of the valiant
efforts to popularize different courses in high schools, the results were
disappointing. He considers that the prestige of normal entrance and
university courses and the high cost of additional equipment led to

this. (See G. F 4, p. 63) N
~ "®H.T. Coutts & B.E. Walker, 6. Fred, op. cit.. p. 62
: o o
P 1bid.
80

The Edmonton Journal, March 15, 1928. It can be seen, that gradua]]x‘\‘/
inspectors were becoming increasingly discontented with traditional
education. o :

8]The Annual Report of the Department of Education, 1934, p. 13

82Ibid. Associated with this "new education” was the greater
emphasis on the cultivation of perscnal and 'social character. Education
was to be more closely related to daily living. The Annual Report, 1934,
p. 13 ’ : . ' o

831pid.

% 1bid.




133

85R S Pattefson, "Herbart C. Newland Theorist of Progressive
Education”, op. cit., pp. 300-30.. See also Arrigo Christe's "The Develop-
ment of the Elementary Social Studies Program in Alberta (M.Ed. Thesis,

The University of Alberta, 1963, p. 71)
86 .
H.T. Coutts & B.E. Walker, op. cit., p. 65
87Ibid. A more detailed exahination of the questionnaire i< given
i 34, p. 18

in the Annual Report of the Alberta. Department of Education, 1934

'88The Annual Report of the Department of Education, The Province

of Alberta, 1934, p. 18

891bid., p. 18

Orhig., p. 36

a1 - : ' .
’]C.O. Hicks, "The High School Curriculum", The Perren Baker Papers,
The Provincial Archives; July 22, 1934 . o

92R S. Patterson, “Estab11shment of Progressive Educat1on in

Alberta,' op. cit., p 72 - »

93C B. MacPherson, Democracy lgﬁA]berta (Toronto: The Uﬁiversity

“of “Toronto Press, 1953)




\ ‘ ‘ Chapter V

A Review of the Socic. Studies Guides and Texts,

- o 1921-1935 ’ ‘

-7

As shown in the previous chapter, educators such as McNally, Dickie
and Newland, together with several leaders within the U.F.W.A., advocated
the {ntroduction of progressive forms of education during the United
Férhers' regime. Nhi]ev]inkageé betwéen‘the ideas of these reformers and
the more general orientations fQund‘in the pfagmétic philosophy and the
social gospel can.be made, 1t is clear fhat successive U.F.A. administré-
tions never enunciated an educational philosoph;Athat\was systehatica]]y
related to either of these viewpoints: What remains.to be determined
is the extent to which these progressivé educational orientations can be
found in the fb]]owing Department 6f Educafion sources: 1) the general:
tharacter of the revised Grades [ to XII programmes as manifesteq in the
Departmental guides from 1922 to 1930; 2) the gu}de]ines set forth in‘

_the above reviews as thej app]igd to the‘Social Studies curriculum; and

3) the prescribed Social Studids elementary and'sétondary textual materiafs.
An ana]ysis'of the above three areas should reveal the exfent to which
prégmatism and social gospel themes were present ih‘Alberta's public

system of schooling.

General Character of the Revised Grades I to XI] Program

. \
A

As noted previously, the.Honourab1é G.P. Smith, anpounced

a thorougﬁ-going view of the Course of Studies in ]919.} The views of-
public bodies'and individuals were sought. and McNally was charged with
this-undertaking. This review was largely in response to pressures from

farmer's groups and especially the U.F.W.A. McNally's first step was to
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prepare a questionnaire for general di;tribution. This document invited
the rgcipients to gtudy the curriculum then iﬁ use and to transmit their
views to the Department of Education. The questionnaire was sent épecif{c—
ally to{such groups as organized farmers, farm women, women's 1nstifutes
teachers' associations, trustee boards, boards of trade, and social c]uSs
as well as to interested individuals. Many replies and suggestions
were received. These were dna]yzed and summarized before being sent to
committees for consideration. Two general committees wére~appointed, one
for the elementary and one for the secondary school curriculum. McNally
acted as chairman of both. Apart from representatives o? the Alberta
Education Association, the Teachers' Alliance, the city superintendents,
and the'ﬁnspectors, the remaining ten members of the elementary school
committees Taid down ihe broad lines along which the revision was to be
made. [t then placed these suggestioné in the hands of professional
subcommitteeS‘whbse task it was to select experienced people for the actual
re-writing of‘the various courses.. The schomm%ttees met from time to
time to cohéider, revise, and recommend for addption the outlines submitted
by the Committee.: McNa]iy waé also chairman of these subcommittees which
were given-the task of re-writing the various courses from 1921. to 1922.2'
In general, the curriculum of 1922 was only moderately pragmatic.
The guide stated that it is the function of "the curriculum to put.chi1dren
in possession of their great inte]lectué] heritage“.3 This was best
‘ interpreted "as a summary of the solutions of the various problems the
race has devised up to the present moment”.4 Atcording to the 1922 guide
"not only must the child be made acquginted witH the steps by which we have

won our present position", but he should be involved in an "intelligent
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participation in the various activities inevitable to our present social
organization”.5 In 1922 at the initial meeting of the Legislature, P.
Baker, the Minister of Education, described the Department's task as'

follows: . i

The Department welcomes the opportunity of
consultation with and advice from representative
persons who have been named by their respective
organizations to form the personnel of this
committee. . . . The new course must be fexible
and easily adaptable to the varying needs of the
children of all parts of the Province. The ‘
curriculum must ‘be made to contribute its full-
share to the development of character, right
attitudes and good citizenship in A1berta youth.
Finally the committee must produce a piece. of work
which will meet the demands of the public for an
education which is more practical, that will
appeal to educators as sound pedagogically and
~command enthusiastic support of the thousands of
people in ghis Province who are interested in
education. '

Thus, one observes_that the curricutum uas to be more practical, be sound.
pedagogically, and te able to meet the demands of the pub11c. It was not a
?u]]y progressive curriculum in that it had some idealistic strains as
indicated in the statement: "It is the function uf the curriculum to put
children in possession of theiriinte]]eétua]:herftége“.7 But it was partly
or moderately pragmatic as indicated %n the statement: "The new course

must be flexible and easﬁiy adaptéble to the varying needs of the ehildren
of all parts of the province". 8 During the U F A. period the elementary
“curriculum was reviewed on three occas1ons, that is, in 1922, 1924 and

1929. The most s1gn1f1cant changes occurred in 1922, and subsequent

changes were of a minor nature. Changes at the elementary 1evel that

were introduced in 1922 had the following character1st1;s:
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a) A greater number-of optional subjects were

offered especially at the Grade VII and VIII levels.

The directive or optional courses were to occupy

20 per cent of the time.

b) An attempt was made to present units closely

related to the child's pre-school experience,

having its basis in his everyday environment, and

S0 organized as to assist him in making more

effective those adjustments which he will have

to make anyway.
A second major review oOccurred in 1934; however, this change was not
implemented until 1935 approximately a year after the defeat of the
U.F.A. by the Social Credit party.

The secondary revisions followed a somewhat similar pattern, the
only major revision occurred from 1923 to 1925. The secondary curriculum:
guide issued in 1930 replicated earlier changes. Some of the significant
changes endorsed by‘thé secondary curriculum committee included: adoption
of more electives in the public school, greater provision for vocational
preparationvand family life, adoption of a broader high school program
than merely the academic route, and change from mental discipline to the
concept of transfer of traihing,' The mental discibline method emphasized
- the impqrtance of developing the mind by means of memorization, classical
logic and rote learning. The transfer of training method emphasized
the “importance of integrated learning and the interdependence of various
‘disciplines. The guiding principle under which the general revision
committee work required a curriculum that would be “f1exib1e and easiTy
' 10

adaptable to the needs of the children of all parts of the province".

The Social Studies Programme

In terms of Social Stud1es at the e]ementary 1evel the reform

-of 1922 continued many of the ear11er themes; however, the elementary
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guide emphasized at least two new objectives. First, the teaching of
elementary history was to be made stimu]éting and exciting. The aim was"
- not to teach historical data or facts, but rather to awaken an interest

in the past and to create a dispositiﬁn in the'pupil to know more about
.1t. Second, in elementary civics much attention was given to the
development of group-consciousnesg, the development of the Group Spirit

or the Social Mind, andlthe importance of cooperation in Tearninga]] Thus, -
| it is evident that the new elementary Social Studies program was modérate]y
pragmatic and had some Social Gospe1.orientations’unlike the previoqs”
Social Studies curriculum.

w1tﬁfrespect to Socia]'Studies at the secondar& Tevel the revision -

of 1923 to 1925 continued many of the earlier themes and methodo]ogieé.
A fair amount pf memory work was required in that the studenf was to |
organfze and group his memory facts in such a way that.recall is ready,
aEcurate;?and complete. Howéver, the fact that»history was to be taught

Tike a science was a néw development in keeping with a pragmatic approach

to education. As the 1923, 1925 and 1930 guides indicate:
{‘ - -
o But History is a science and the tasks required
of the pupil in History should be those required
in“any other science. He should search for data,

(@, group them, and build generalizations thgr‘eon.]2
Thus, the gtudent was to follow a scientific methbﬁ of study. The student.
was also required to be more familiar with current events so that he would
be better éduipped to deal with coﬁteﬁporary socié], political, and
ecohomiﬁ problems. The emphasis on the scientific method.and current
events ‘indicates that. the 6urricu]um was shifting gradually towdrds
.becoming more pragmatic. | - |

: In the discussion that follows thé Social‘Studies guides will be

reviewed in terms of three major sections: 1) History--Grades V' to VIII;
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2) History--Grades X and XI; and 3) Civics--Grades VII to VIIT and

Grade XI. Although theﬁe'sections do not include all the grades in which
these sgbjects were taught, .they give a réasondbiy complete picture of

the overall .subject content. It should be noted that Geography was
exc]uded from the Civics course in 1921 and remained outside of the régular
Sociai Studies curriculum until 1935,

&he activities of the Grade V history program did not involve the
formal teaching éflhistory.i It was to be interwoven with oral language
work and supp1ementarxlfeading as oppoftunity suggested. The one main aim
in using histﬁriﬁai event§ and characters was to awaken an interest in the
past and quicken a dispdsitfon on tﬁe part of the children to know more

-about it. No attempt was made to present a complete chronological account
' 13

of the discovery, exploration, and the settlement of the Northwest. In
keeping with the above aim the method of presentation consisted in the use
.of graphic word-pictures of stirring evénts, and of interesting tales of

adventure.  The material was Rg be ]arge]y based on stories
related to the winning of the Canadian West for civilization. These
stories were to be sometimes read énd sometimes told to the class. A§
much as possible, too, the children Qere to be allowed to“have that-eﬁjoy—
5mgnt that would comg’from independent reading.]4 Pupils-were also engaged
in projett work, activity assignments and group work, an emphasis much
in accord ﬁith the cooperative metHods and group politics of the U.F.A.

In Grade VI aé well no formal study of history‘Qas required. The
teacher's aim was still to arouée'curiosity about. 1ife and past‘conditions.
The pupf]s' interest in romance 4nd stories of adventure were suggestions

of the means and method to be used. . As stories were told or read fram



) * 140

such works as "King Arthur's Knights of the Round Table", “"Robin Hqod
and His Merry Men", and "Captain Cook's Voyages",. it was believed that
pictures of the past were formed in children's minds. > In assié;fﬁg '
the pupils to develop these mental pictures, teachers would find many
favorable opportuhities for the indirect teachihg 6f history. Pupils
in Grade VI were considered to be at an age when“brganfzation had 4 strong
appeé]. The .teacher. had numerous opportunities of making reference to
organiZatjén of different forms; the old English manor-1ife; the medieval
town; producer’élguilds; robber bdnds, national organization under Parlia-
“ment;_organization for voyages of discovery, for emigration, for establish-
ing b]a"tat{ons, and’so on.]6

It was not intended that the books and stories mentioned in Grades V .
and VI courses be consjdered as theﬂoq]y ones suitable for use.. Many
" teachers would find ‘other sources equally suitable. The purpoSe was simply
to use-interesting legends, historital»tales, and selections from works -
of fiction with historical reference in order to assist the pupils in
forming a series of mental pictures of 1ife and conditions‘during certain
perioﬁé of history.

In the 1924 and 1929 quides the fol]owiné'stétement is made regard-
ing the aim of the Grade VI course:
The aim of the course- is to promote self-reliance,
to establish in the mind of the pupils the value
of cooperating through organizations, and the
‘necessity of Teadership. The exploits recounted
and the eagerness of the band well organized and
well Ted for action should stimulate the pupil
and make for zest instead of passivity in his
conduct. The teacher may with advantage organize
one or more suitable groups (athletic, musical,
literary, etc.) in the school, exercising a
supervisory and inspirational guidan$e, but
~ encouraging pupils' own initiative. !/ '

—_—



Passivity on the part of the students was discouraged. Rather, they were
to be actively engaged in projects, group assignments, and cooperative
activities. The course was iqtendéd to give a picture, through narratives
and biographiés of the different organizations through which their ancestors
passed. These momentous changes which preceded and led up to the modern‘idea
of society were consldered to be connected with the lives of outstanding
1eadérs. The story of these leaders, so far as they influenced the trend
of events, their historica1 sigﬁificance, and the stiffing incidents in .
which they played leading roles, were to receive emphasis and not purely
the private details of their lives. In the mind bf the pupil Ehe course
was to Teave an indelible fmpfession of the romantic side of Saxon times,
Feudal times, the'Crusades, énd the lower c]asées in the era of Early
Exploration. It was expected that the teacher would direct atfention to
the chrbno]og%éal,séquence, use maps extensi?e]y in connection wfth'the
" explorers, and from his stérior knowledge elucidate points not c]ear:
waever, the teacher\was'not to use a-didactic approach; that is, dictate:
notes or 1ecture.]8 A progressive idea was the suggestion that the pupils
kéep a personal history note pook. The pupil was also required to narrate'-
some interesting incident or biégraphical 1'mpr‘es{s1'on.']9 Thus, it is '
apparent that students in'Grade'VI were gaining information by doing
things and not primariiy by copying notes from the‘cha1kboard.

However, in Grade VII thg study. of history took on’a more forma]l
'aspect. In the 1922, 1924 and 1929 guides, the following statement is
made -in this regard: ' ;

w511e the teacher should not hurry to build.up
v a body of historical knowledge to be “committed

to memory", an effort was.to be made to develop
in the pupil something of the "time sense". 20
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Neverthe]ess, pictures of the past, featuring developments-in - the social
| and industr1a1‘11fe of the groups under study were still eensidered
important. Foundation work was to-be done here that would provide a sure
}'bas1s for h1story 1n Grade VIII, the final year of elementary education.
Students in Grade VII examined. topics from Feudalism up to immigration,
and settlement in Canada 21 The method of 1earn1ng included prOJect work
depates d1scuss1on, and dictation. |
In Grade VIII the students examined fhe basis of British fiberty,
the reform of Parliament, Britain in the twent1eth century, the achieve-
ment of resp0n51b1e government in Canada, political parties in Canada,
Canadian-U.S. relations, anc World War 1. 22 The method of learning 1nc1uded
‘ prOJect work, debates, discussion and d1ctat1on Students were requjred
‘Eo write departmental examinations at this level and the concern seemed
to be on covering a fixed amount of materi’a].23 In Grades V to VII the
pupi]élwere not expected te learn 'as many facts. Rather, tne teaching
meﬁnodwwas'more informal allowing the teacher and students greater freedom.O'
There is virtually no change in the Social Studies guides of 1921 1924
' and 1929 at the e]ementary level. . Except for br1ef references to such
comments as the Social M1nd, Group Spirit, and the development of a
‘group-consciedsness, the inf]uence'of the social gospel is not;noticeable
in the.guides. There were some progressive notfons at the elementary
level such as cooperative actiVitfes projecfs, and group work. However;
very 11tt1e of .these educational reformmeasures can be found at the
secondary school level.
' The curriculum guides of Grades X and XI provide a good outline .

&
of the secondary history programs. Modern British history was placed in_/?
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Grade X in order te provide t  necessary setting for the study in Canadian
history in Grade XI. The 1925 guide clearly states the reason for this
-ordeh: !
Our laws and institutions are for the most part
fundamentally British in their origin and genius
and therefore the proper foundation to their study
is a know]edge of the history of the Motherland.?24
The emphasis on the hlstory of Great Britain is very similar to the  themes
stressed in the previous essentialist per1od. There was, for instance,
the them: of exp1oratjon and expanding overseas trade and naval power under
the Tudors. Reference was also made to the enclosure movement with its
accompanying problem of vagabondage and its remedy thrbugh the poor law legis-.
lation. There was the topicief religious change--of the Protestant
Reformation and the Catholic CounteréReformation, of ‘the struggle of the
Puritans with the Ang11cans, of the rise of Nonconform1ty and of the slow
growth of re]1g1ous toleration--a theme that carried the student through
the Sixteenth and Seventeenth centuries and on into the»Eighteenth'and
Nineteenth. There was also the topic of England's foreign affairs:

So, too does the topic of England's foreign policy

with its central thread of support of the principal

of the balance of power. The student should be shown

how, on the whole, this policy has been consistently

followed, leading England in the time of Philip II, of

Louis XIV, of Mapoleon, and of William II to become -

the champ1on ana preserver of European 11bert1es

against threatening despot1sms 25
Above all; however, three main developments of British history were
emphasized since through them Britain had pkofoundiy affected the rest
of the world. First, there was the growth of the British Empihe or of the
Commonwealth of Mations which was considered a strong force in the ﬁodern

world. Second, there was the development of Ihdustria] Revolution in )

Britain which spread to other lands and was considered to have transformed

b
~
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tﬁe wor]d'g material civilization. Third, there wés the growth of‘British

political ]fberty; how in England, first of all countries, Parliament grew

up and an supremacy within the state. Fina1]y; a descripfion was given of
how this democratic, parliamentaryiand cabinet *temjof government had

been copied, with various changes, by most selt-governing states throughout
J
d 26

~

thé worl

The scientific method was té be used in teaching secondafy history
courses:\\lbe’gtudent was to search for data, group them, and build general-
izations,thereon. However, it is questionable how 'much of this method was
used since the students were required to“deve]op their memory faculty as
well. The teaching methodology {nc]uded discussions, debates and, particular-
ly, the use of the lecture method. Teachers were encouraged to relate the
- British history to current 1ssue§ and proﬁlems. In this sense, part of the
course was practical in‘that it gave the students the opportunity to discuss
and critique such issues as: "The Causes and Effects of wOer War 1",
"anada“s Growth inAutonomy", and "Racial Tensiéns in Canada". Although
- the study of Canadian history took place in Grade XI, some time in Grade X
was spent on Canadian issues not only because Canada was pa%t of the
Comﬁonwea]th but also because it would make the study of hiétory more
relevant and practical.

A fg]] study of Canadian history occurred in Grade XI. The coUrée
in Canadian history was placed late in syllabus, because it was considered
desirable that any additional discussion ;f-the prob]éms of Canadian
political and soéié] development should-aim to dea] frankiy and fairly
with problems of fundamental significancé to Canadfans\27 'It was haoped
that the previdus study of British history in Grade X WOu1q enable the

-

'
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student to approach Canadian history with the background of know]edge the
fa1rness of judgment, and the qualities of imadination necessary te-study
it effectively. Thus, in treatiﬂg the struggle between Britain, Canada |
and the United States in 1814, fhe mos t scrupulous fairpess should be

shown, for on both ;1des in each case much could be said in praisé as well
as blame, and to see that’jus;ificétion on both sidés would cTearly work

for the removal of .prejudice. 51T11ar1y, in treating internal affairs,

the scales were to be held between creed and creed, between party and paffy,
and between race and race. Students were not”tg‘get the 1mpr6551on that
Br1t1sh statesmen such as Durham ETgin, and Grey were stubborn, reluctantb
or obtuse in the matter of Respon§1b1e Government in Canada or British

North America. Similarly, the utmost fairness was to bé shown in dealing
wigh racial issues, most particularly English-French relations. Canagian
history was to be taught(as to give English-speaking .Canadians a’qjear
and.sympathetic understanding of French-Canadians and vice versa. [t was
considered that on such mutual understanding, tolerance, and the éooperation
which would spring from it, depended the unity and prosperity of Canada.

In terms of.themes,in history, however, the new course is not reaily that much
different from.the previous essentialist period.

The themes of the essentia]ist_period and the U.F.A. period were
basically the same as at the high school Social Studies level. The British
Empire was still emphasized in the latter period but not to the same degrge
as before 1921. ‘The empﬁasis on Canadian history in the second period
is indicative of the trend towards a more practica] course of studies.

Through the teaching of Canadian history the student was brought in clise

contact with the world around him.

<
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The methods of teaching high school Social Studies were different
in the two periods. In the essentialist period the lecture method used
almost exc]uéive]y whereas in the second period diséhssions, debatés,.
group work, and the lecture method were all used. 'However, the latter

was still used extensively despite the trend towards newer forms of

pedagogy.28

In general, it must be congeded that the secondary histor} guides
were.not'as practi;a] or as locally oriented as the elementary guides.
The main reason for this was that the nature of the secondary texts,
lent themselves well to the lecture method. Although debates, discussions,
and research work were included in the histo}y courses, the lecture method
was used most frequently. Although no major revisions were made until the i
Social Credit party assumed office, proposals for a radically gifferent
approach to Social Studies instruction Qere made in 1934. It has been shown
that histdry curriculum guides indicated a trend towards a more pragmatic
type of edgcation. The inf]uence\pf the social gospeﬁ-in the secondary

guides was miﬁimal. A similar, trend towards a more pragmatic type of

education occurs in the elementary Civics curriculum guides.

4 The teaﬁhing(of Civics was closely related to the teaching of
HiSiory.; The inf%ﬁence of the U.F.A. Government with;its emphasis on
group politics is possibly responsible for thelnature of thé Civics brogram.
In Grades I and I1I thé main aim was to cultivate the development of group-
consciousnes; through such exercises as naturé-study trips, grbup activities
in school cbncerts; school pageants and school fairs. In.Grades'fII and [V
the main aim was to cultivate the exberience children gain from membership

in organized social groubs.29 Importance was attached to the development

of Group-Spirit or the Social Mind. Group activities such as class
\ . : a
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projects, class concerns, and class excursions were to be used as a means
of revealing the responsibilities, obligations, and benefits involved in
membership in organized social groups.

The aim in Grades V and VI Civics was- to cultivate further
experiences in organization. At this stage af child development, education
was to be based en the children's natural organizational tendencies. The
direct means of teaching Civics was to consist mainly of various forms of
socialized activities in school-1life, that is, exercises suited to the
formation and functioning of pupils' organizations. Suggested forms of
group organization included:

a) The introduction of project work; by organ-

ization of the class into pupil-groups for

discussions, debates, matches, or competitions.

b) Organization of the whole school's Literary

Society with its various committees, e.qg., of the

whole School's Debating League with inter-class

debates, class presentations, league management

committees; or of the School Paper with its staff;

or of the School Horticu]tura} Society, and the

United Farmers' Mock Counci].\o
The emphasis on group work, active student involvement and the importance
of cooperation is evident in the suggested activities mentioned above.

The aim in Grades VII and VIII Civics was to use the children's
experience in organization to reveal the nature and value of institutions
of political communities. Students in Grade VII, for example, were to =
study the classroom as a unit of the orgdnized school, each under the
management of a tedcher; the chief duties of the teacher; the teacher's
authority ,as’%ﬁqQJar to that of parents; and as delegated by school
authorities. Most importantly, @hé students would study the larger
l‘

community termed "province" and the benefits to the individual as a member

_ of that community, for example, national education; public health, transport-

oy
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9
ation facilities and the protection of life and property from the insane
and criminals.3] In Grade VIII the pupils studied Parliamentary government--
the institutibn of Cabinet government as well as the party syétem. The
students were required to study the English system of government; the
King, the Cabinet, the“Parliament-—the House of Commons, House of Lords,
and their composit%on and main powers. Finally. the students were to
examine similar features within the Canadian system of goverhmcnt.32
In general, it can be said that group work, group acfiVities, and
project work were the basic methods of stucy in Civics. [t was important to
cultivate the qeve1opment of group-consciousness, group-spirit, and group
organization in_order to reveal thg nature and value of the institutions
of the ﬁo]itica] community. Thus, it @as by means of cooperative.activities
that students gained a knowledge of provincial and national po]iticé. It is
likely that the U.F.A. Government's émphasis on group politics énd“tooperation
affected the nature of the study  elementary Civics. Except for the
- emphasis on the group or the, collectivity, there appears to be little impact
of the social gospei in the elementary Civics curriculum.
At the secondary school level the student was required to study

vCivics in Grade XI onjy. The 1930 guide for Grade XI Civics states:

For Canada, a member of the British Common-

wealth, the study of Civics falls naturally

into four main divisions, namely: Imperial,

Federal, Provincial, and Municipal or Local.3
Since the power of self-government originated with the first unit and was
gradually granted to the others. the above sequence was considered the logical

order of treatment. In deve]opiné the subject, it was considered necessary

to ensdre that the student obtained a thorough grasp of the composition and
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powers of each of these levels of government, noting the authority and
]1ﬁitations of each. The student was to be given a'clear conception, also,

of the further division of authority within each unit into legislative,
executive, and judicial powers. The significance of whatevef part of actual
‘government‘that came within the range of the student's personal experience

was to be clearly explained and emphasized. ‘It waé considered that the study
ef Civics would-naturally lead to broader conception of the whole working of
government if the teaching was supplemented by a habit of reading curfent‘
eVents from day to day. In this way, the trend of economic developments

could be closely related with that of political tendencies, as the one was
Feen‘to be 1ntimate1y re]ated with the other, An effort wes to be made not .
simply to teach the bare facts of government but also to observe and study

in a concrete way "the working out of the system as applied to everyday

Tife in the»]ocal‘cdmmunity, province, Dominion, or Empire”.34 [t was to- be
borne in mind that the study-of Civics was not merely to gain a know]edge
of facts, but to equip the student with a clear comprehension of the.
application of government, so that the student wou]d be encouraged an%
stimulated to take an intelligent part in civic affairs. It can be seeh
that the neture‘of Grade XI Civics course was moderately pragmatic in \\
nature because of its emphasis in issues raised in current events. \
| The history guides at the'e]emenfary level encouraged the teacher

to arouse the child's curiosity in history by_means,of 1nterest1ng history
talks, colourful illustrations, and graphic mental pictures. The Civics
elementary guide demonstrated a real concern for making the courses
practical and re1evant to the pupiTs. The methods employed in teaching
‘e1ementary Civics involved group work, activity assignments, cboperative

activities and projects. One of the primary aims of elementary Civics



oy
150

was the development of a group—consciousness or the Social Mind in the
pupil.

Secondary history courses dealt with similar themes as:in the
previous essentialist period. The importance of the British Cmpire was
still considered vital even though Canada S growth in autonomy was noted.
The secondary Civics gu]des were somewhat practical in nature but the content‘
was basically the same. Further to this the students were still to learn
a certain degree of factual information. . The content too showed a real
concern for maintaining a dual loyalty to Canada and to the British Empire.
The elementary history texts also‘demonstrated a trend towards a more pragma-
tic type of education.

The Elementary History Texts

At the Grade V level during this period D. Dickie's When Canada Was

Young (1925) and Dickie's In Pioneer Days were two of the recommended texts.

The content Targely related to the stories concerning the winning of the
Canadian West tor civilization. The method of presentation consisted in the
use of graphic word-pictures of stirring events and interesting-tales of

‘adventure. For example,'Dickie‘s text, When Canada Was Young, contained

numerous to]oured illustrations throughout the text such as “An Acadjian
Village", "Habitant Homes“, and "Ancient Seigniory in Quebec“ ~Typical
storwes included "Champ1a1n s Plan", "Talon and the Great west“ and the

"The Battle of the Plains of Abraham“.35 Stor1es from In Pioneer Days

included "The Expulsion of the Acadians", "The First Parliament", "The Camp
Meeting", "Making Soap", and "A Boy's Letter”.36 Some of these stories led
the pupils to engage in such practical activities as "' ck Parliament”,

"Letter Writing", and"“Making Candles". A pragmatic approach to education
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is evident here. It is apparent that the factual approach to the learning
of history was not emphasized and that the main aim of history was to
stimulate intérest 1n‘the pupils to learn more about hiétory. A

Similar comments can be made of the Grade VI text éommonIy Qsed

.in history at this time. W.S. Wallace's By Star and Compass (1923) was

in Tine with this new approach to the teaching of history by the story or
~of mental picture method. Wallace states in the preface:

The purpose of this text is to set forth a series
of stories illustrating the history of Canadian
exploration, linked togetnsr by such brief comments
as seems to be necessary.? : ‘

.

The author stated that the text was an attémpt to put into story form some
of the athievements with an interesfiwhich was tacking in historical narra-
tives'of tHe traditional typé. His texf 1ncluagd numerous illustrations
and stories such as “Légend of Leif the Lucky", "The Secret of the Stk
Lawrence", "The Qutlawed Smugg]er“, and "An Arctic Myétery”.38 Such
interesfing titles indicated the new appfoach to be taken in the teaching
of elementary history: a 4 |

These historical tales were put into writing long
after the events which they purport to describe;
and they differ greatly in their details. Indeed,
so great an authority as the Norwegian explorer,
Nansen, has expressed the opinion that they are
almost wholly mythical and untrustworthy. He will
not admit that they prove more than the fact that-
Northmen visited the New World. Other scholars,
however, have placed more reliance in the details .-
of the story contained in the sagas and perhaps
the outlines of the story have a basis in fact.

At any rate, what the sagas tell us is so strong
and romantic that it may not be amiss to set down
here a version of their stories for what it may be
worth.

Pictures of the past féaturing developments in the social and industrial

life of Canadians were considered most important. In addition, the stories



152

would lend themselves to drama, discugsion, and project work. Just enough

new kinds of.materia1 and method of,ﬁresentation were to be introduced here

as would provide the basis for that semi-formal study of history in Grade VII.
In 1922 the text used in history for Grades VII and VIII was E.S.

Symes and G.M. Wrong's An English Histo_ry.40 Topics studies in Grade VII

included the social and industrial changes in England from 1450 to 1603,
British Rule in Canada, -the American Revolution, and the War of 1812.
Grade VIII was primarily concerned with the Industrial Revolution in England
and particular attention was paid to the growth of Great Britain, and the
great inventions énd political reforms of the eighteenth and nineteenth
centuries. The study of Canada in Grade VIII included such topics as
Confederation, the Canadian Pacific Railway, and a study of the causes and
effects of World War I especially as they related to Canada.4] In the
preface of this text E.S. Symes states:

In adapting the present volume for the use of

Elementary Schools in Canada the editor has

ventured not only to alter considerably the

original text, but also to introduce new matter,

which might fit the book the better for use by

" Canadian pupils.4?

The teachers were to make the course in Grade VII practical and were urged
notvto hurry to bdi]d up a body of know]edge to be memorized.43 Thus
debates,_discussions, and project work were éti]] the teaching methods
primarily used. However, by Grade VIII a more formal Study of history'
was required. In addition to the other methods of teaching, the lecture

method'was frequently used as well. By 1925, however, a new textbook for

Grades VII and VIII was issued; namely, W.S. Wallace's A Ng%\History of

Great Britain and Canada. Wallace described his approach as follows:

The method of treatment adopted in the book demands
a word or two of explanation. The book is written



primariﬁy for Canadians; and consequently, 'n the

section dealing with British history, only those

phases of British history of interest and importance

td Canadians are described. ‘Great Britain's three

gifts to-thé world have been her Empire, her Parlia-

ment, and her 11terature 4
Canada was consjdered to have shared this heritage to a very special degree
Therefore, it was deemed essential that Canad1ans know something about the
British Empire, her Parliament and lTiterature. But it was not considered
necessary for students to know much about such matters of British history
as British foreign policy or British wars on the continent. lallace .
thought that the chronological~treatment found in most texts killed the
narrative interest which he considered to be the charm of history. With
the topical treatment of history "each thread was followed out; and each

45 10 this the treatment of Canadian

section became a story.in itself".
history lent itse]f with especial facility as Wallace remarks:

First comes -the story of discovery and exploration;

then the story of colonization and immigration; then

the final story of po]1t1ca] development; and finally

the story of Canada's relations withthe United States,

her only nedghbour.
Br1t1sh h1story in Grade VII dealt ~1th the Restorat1on and the Revolution
in the early e1ghteenth century It included a study of the growth of the
British Empire inc1uding the voyages of discovery and the rise of English
~colonies in North America. Canadian history in Grade VII 1nc1uded the
discovery and exp]orat1on in North America and ‘the settlement of Canada. 47
Topics to be studied 1nc1uded ”Exp]orers of the Last Century“, "The Colony
of New France", and the ”Sett]ement'of.the New Great West". %8 Discussions,
debates, project work and some dictation of notes were the methods used.

The pedagogical methods used in the e]ementary grades tended to be

pragmatic in nature and unlike the traditional rote-like approach that
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characterized the teaching of history previously.
Grade VIII history included a study of the British nation from

1714 t0‘t5e twentieth century. It also included an in depth study of the
growth of the British Empire in terms of such topics as the English in
India, the British under the Southern.Crosg,.the British in Africa, and the
British Empire of Today.é‘l9 Pupils also studied'the history of Eng]jsh
political development fn.this grade. Topics examined included the Origin of
English Pér]iament, the Reform of Parliament. and the Growth of Cabinet
Government. Students learned about Responsible Gévernment, the story of
Canadian National Unity, Political Parties in Canada, the War of 1812, and
the v;rious boundary disputes between Canada and the United States.50 THe
study of history in Grade VIII was to be more formal 1n»néture:

The Gréde VIIT course is based upon the prescribed

text. The sections to be studied are c1ear1y

indicated. - A knowledge of the material in the

texts will be regarded as satisfactory, and depart-

menta% examinations will be based on this material

only.
[t would appear that a hére praghatiq type of education was advocated from
Grades I to VII in history in that project work, activity work, and coop-
erative group assignments Werefthe most common méthods of teaching.52 The
social gospe]lappears to have had little impact on the material in the

elementary history texts.

Secondary—History Texts

The concéntration of the Grade X course in histbry was clearly
on Britain and the British Empire. British history was placed in Grade X
~in order to provide the necessary setting for the study of Canad1an

history and civics in Grade XI. R B. Mowat's texty S New H1story of Great

Britain, was the prescribed text as early as 1925 and in 1928 when it was



issued in revised for‘m.53 Rather than using a factue] approach to tie
teathing of history, certain themes were fo be fo]]owed such as Englisn
eXplorat{on, English expansion and naval power under the Tudorss the Protest-
~ant Reformat1on, the Counter Reformation, rel1g1ous toleration, and Eng]and S
fore1gn policy dur]ng these times. Mowat 1nd1cated that Britisn foreign
policy haa Le:n consistently followed from the time of Philip II to World
War I and that England had become the champion and preserver of Eunopean
liberties against threatening despotﬁ'sm.54 Students were expecfed to take
a just pride in their citizenship in the Britisn‘Commonwea]th, a conQiction
.that was not to be founded on mere victories over states or peopie. Rather
it was re]ated to the 'fact' thet in the main, the British people had stood
throughout their long history for freedom and Justice in the world and
that they had made great;~endur1ng contributions to civi1ization.55 Canadd
also gained a new status as a result of these British tendencfes;

The position of the Dominions was further defined

by a Committee of the Imperial Conference .of 1926.

This committee reported that Great Britain and the

- self-governing Dominions are 'autonomous within the

British Empire, equal in status, in no way subordinate

one to the otheriinlagg aspect of their domestic

or external affairs'. :
Students were to understand that the whole question of the relationship
between Imperial Government and the.Dominions was in a state of fTux“and
development, and thet the Dominions, as a resu]t.of the Great War had
obtained a‘status in the Commonwealth of equal partnership with Great
Britain. Such a view contrasted with views obtained in pre-wan text$;57”;
This fact concerning Canada's growth in autonomy was practical for“a ‘

Canadian citizen to know in that it would help the student to take a‘greater

pride in being a Canadian.

=
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_Mowat claimed that if new texts were never Qritteﬁ ir story,
both teaching and learning would soon become stereotyped. It 1. true that
: facts’}emained the same, but current events about them vafied almost from
year to year; For example, in the reign of Queen Vfctoria it was necessary
for é well-educated man to know much concerning foreign affairs and the

Empire.58

But in 1925 the orientation of people's minds was not quite

the same. Constitutiona] affairs were still important, but in addition a
deeper know]edgé of economics and sociai history were considered necessary

for every person who wanted to understand trends in English and Canadian
societies.59 The interest in social history was a relat;vely new approach.
Social and- economic history was seen to be more practical thankmilitary and
conétitutiona] history.' Students were expected to appreciate the study of
social reform measures. This type‘of history could be seen to correspond

- With the social gospel emphasis on creating a new social order and with
pragmatic views. It appears that Grade X history was somewhat pragmatic in
nature since there was less emphasis on facts and more emphasis on concepts,
themes, and ideas. In addition the students were to relate history to current
events and thus were to gain a better appreciatiqn’of tﬁeir country's past.
However, it does not appear that a scientific method of the study of history = -
’took place in Grade X history or in subsequent grades.

Grade XI dealt with Canédian'themes‘which were outlined in W.L.

Grant's A History of Canada (1923). Grant indicated that he wanted to make

history more meaningful and co]burfu]:

The writer of a history of Canada which is to

-be used by teachers and pupits differing widely

in religious, in racial origin, and in party

affiliation, must avoid alike the obtrusion of

Q . his own prejudices, and 8he presentation of story
© colourless and insipid.6

o
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His text gave considerable attention to the study of Royal Government in
North America, the_Seven Years War, the Harrof 1812, and the material and
social progress in Upper and Lower'Caﬁada in the 18305?' The rebellions
of.1837-38 in Uﬁper and Lower Canada were also reviewed since these events
eventually led to the Durham Rebor; and the Act of Union.6] The concept
stressed here was the deve]ophent of responsible government.62 The events
leading to Confederation were also exaﬁined such as the building of the .
C.P.R., the Pac{fic Scandal, and the Manitopa School Questioh. The Great
War of 1914 to 1918 was presented as an epoch-making_event in that Canada
was in the‘process‘of achieJing an autonomous status by such -events as the
Treaty of Versailles of 1919, the Chanak Incident of 1922, and the Halibut
Tréaty of 1923.63 Contemporary issués such as World War I were studied -
not"on1y because it was such a significant event but because it would appeal
to the students in a re]evant and practical way. |
Unlike the traditional factua]~]aden texts of the previous essen-
tialist period, Grant's text contained numerous illustrations such as
"The Arrival of Champlain at Quebec", "General Wolfe", and ”THe Parliament

64 Maps were to be used to show how closely Canadian

Buildings at Ottawa".
history‘had been conditioned by geography. The "Comparative Table of
Events" which precéded the index attempted to link the story of Canada with

65 Thé method of "teaching Grade XI history was

the history of the wor]d.
also tobica] or thematiq in néture unlike the traditional chronological

apﬁroaches whiéh tended to deaden the narrative. In order to improve thé N
overall Canadian perspectd&e,va nuﬁber of passages in Grant's text were re-
written so that the Canadian West would be given its proper due.66 Grant's
text ient itself fairly easily to a pragmatic approach since there was less

emphasis on facts and more -emphasis on concepts, themes, and ideas. . In



P

158

addition, etudents vere to relate Canadian history to contemporary issues
so that the study would be morejmeaningfu1 and relevant to them. One can
detect the possible influence of- the social gospel in the Grade X history
couree but apért from Mowat's text the influence of this movement is not
evident.

Although there was a tendency to 1ecture at the secondary ]eve]
L]

»

it wou]d appear that the factual method of teaching was not as wxde]y used
as it was in the previous essent1a]1st per1od The text indicated that-the

factual approach to the teach1ng of e]ementary C1v1cs was on]y used in

Grade VIII.

Elementary Civics Texts

The teacher's reference text in 1922 for Grade VII Civics was

John D. Hunt's The Dawn of a New Patr1ot15m._\In h1s preface, Hunt states:

While outside assistance and instructors are
~valuable and should be made use of where
available, the best method of advancing the
interest of a community is for its members to )
cooperate and organize for the deve]opment of 3 e
‘Tocal talent. If there is in existence in the
community a suitable organ1zat1on such as a
Canadian Club, a Homemaker's Club, or a Lacal
Union of the Farmers, advantage may be taken
of such organizations to introduce this book
_as the basis_for a series of studies and
_discussions. :

Students were encouraged to read other mater1a] such as magiflpes and

newspapers. General subJects for debate e_were <”ected wf/h a view to having

N - =
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interesting, up-to-date, thought compe]]1ng topics. For example, in the
section on “The Meaning of Democracy" the subject for debate was: "Resolved,
that modern c1v111zat1on is a failure". 68 Arguments for the affirmative
1nc1uded "

1) C1v111zat1on encourages artificiality of

life, hypocrisy, inequality, tyranny, wad
misery.
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2) Civilization has produced the gre.test war
the world has ever known, with atr8c1t1es and
.cruelties of most refined nature.

Arguments for the negative included:,

1) .Civilization has an irresistible tendency
to rati.ne men, beginning with the upper classeq
and spreading to the 1ower

: 2) Pract1ca11y all the great humanitarian
N movements were born in the last century;. .
Organized charity, social settlements, temper-
ance reform, anti-slavery reform, prison reform,
Young Men's Christian Assoc1at1ons, foreign
missions--all of them are part of the nine-
teenth century .

. With such ou?# 1nes the Grdde \”I studemts were expected to engage in
¢ %»ﬁik

11ve1y and 1n§ormed d1scuss1on On- tne;€8wt15n dea11ng w1th "Remedies for -
A

the,Ev11s of Soc1ety“ the subject for deba e wa* "Resolved, that it is part

71

v_of ‘the duty of a church to provide amusemerts” Arguments for the

“affirmative 1nc1uded: e ' \,)

1) The church should guard against the intrusion
of a worldly spirit. Many people have been
hindered in the spiritual advancement by adhesion
to a church w9§ch busied itself in the concerns
of the world,

,é) Churches have erred over and over again in the
vain zttempt to serve both God and the world.
Compromise has always ended in abuse.’3 <

The 1nf1uenceibf the social gospel is evident in some of these practical
questions. In addition to.debates thére were discussion topics on such

e

H,matters ,as "Demoéracy and Freedom”, “Voting and Democracy" and. "Relations

74

of Rulers and- SubJects" It can be seen that the Grade VII course in’

Civics involved such practical teaching procedures as debates’ and
discussions.
Grade VIII Civics mainly dealt with the development of Represent-

ative and R ‘ponsible Government, Par]iamentary Government, and the déve]op--

%
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/ ment of the party system.75 The method of teaching was by means of debates,
discussions, and worksheets. Typical questions on the worksheets -included
the fo]]owing:b

1) What were the chief provisions of the Second ‘E
Reform Bill? .

2) ihen, and by whom, was the Ballot Act passed?

- 3) Distinguish getween Representative and Responsi-
ble Government?’

Grade VIII Civics provided ‘ample qeportunity for discussion work and the
answering of factual questions. I%ﬁwas more formal than Graée,XII>C1vics.
However, this changed ty 1925 with the introduction of James McCaig's

Studies in Citizenship. McCaig‘s text was practical in nature and was in g

keeping with the trend towards a more pragmatic type of education. In this
respect McCaig says in his prefatory note:

The questions at the end of each section or.chapter

~for the most part cannot be answered directly from .
the text and are not necessarily to be taken up in ’
.class. They are included to serve as a means of

enforcing the information given and to encourage the

pupils to gather for themselves further material

relating ;9 the topics dealt with in the various

chapters. ‘

The questioné raised often called for some local research and communi ty
work. Typical questions from the text at the Grade VII Tevel on the topic
of "Finding an Occupation“ were:

2) Have you ever changed your mind in reference -

to the Vocation you ould like to fo]low’ Why dig’ }“J
you change your mind? Have you had any §ryf°“E»r_4ij?
. experience? If so, what was the result? ST 'atf;

5) Do you know any boys and girls who have lef&" :

© your community to take up a vocation e]sewhere,,;r,)

and who have been a success? Do you know why ¢hey

succeeded? Do you know any yBo have made a fag]y(e? -

Do you know why they faited? ’ R
- ' . T L

)
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As one can observe these questions were practical and lent themselves to
active work in the community. Other questions encouraged students.to think
through hypothetical situations and demanded a certain degree uf cérefuI
“thought, planning, and~reasonin§. They were not the rute-liké questions

50 typical of the previous essentialist period.

4

Grade VII Civics dealt with the political 1ife of .the community.
The government of Canada was studied in depth including such topics as

"Responsible Government in Canada"”, "The Parliament of Canada", and "Relations

80

with-Great Britain”. The questions were practical and related to the

students' needs. Equally important the questions tended to be thdught-
Provoking as is indicated in thé following questions from McCaig's unit on
the "Parliament of Canada”:

3) Would it be a good plan to have the Senators
e]ected by the provincial legislatures? Should
an appointed body like the Senate have the power
to defeat the will of the House of Commons, the
direct representatives of the:people? ShouId

the Senate be abnl shed or reformed? 'What is its
value at presen.. ' :

6) Find out all you can about how the census is. -
taken. hsn was the last census taken 1n your
provmce7 ,
‘\J

A factual approach to the teach1ng of Civics was not advocated in Grades VII

and VIII The questvons called for active research in the-communityd the

gather1ng of information and the organ1zat1on of the same. 83 .The € zts and
_4

concepts of citizer_1ip were to be gained through class discussion on issues

which would affect the students in the near future
Q«
Secondaﬁy C1v1cs Texts

g ‘R.S. Jenk1ns text, Canadian Civics (1920), was used in the Grade xI-

course in C1v1cs Its chief aim was to explain the federal system of
J . .

government‘and‘its relation .to the provincial system. Part I of the text

s
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dealt with international and national affairs including the British Empire,
the Dominions, provinces, parliamentary government, taxation and expendi-
tur‘e.84 Part II dealt with provihcialvgovernment. municipal government,

i I I

courts of law, education, and the duties and rights-of cjtizehship.85
. - "

J.G. Bourinot's text, How Canada is Governed (1895—193§l, was also

used in the Grade XI Civics course! According to the curriculum guide it
would appear that more attention was paid to this text than to Jenkins'

work since the order of treatment of topics suggested in- the guide is very
similar to the genera] structure of Bouhinot's text The first part dealt
with the growth of the const1tut10n 1nc1ud1ng the political growth of Canada
and the federal union.~ In addition, the executive, legislative and Jud1c1a1
powers of the Imperial governmentwwere Studied in de’pth.86 The course was
to be made as practical as possible even though the study was more formal

in nature. The significance of whatever part of ectua] government that came
within the range of the student's personal experience was to be clearly
explained and emphasized. To make it more meaningful the teaching of
secondary Civics was to be supplemented by the dai]y'reading of current

events.87

That the course was not only factual in nature is evidenced in the

following:

An effort should beiﬁk%e not simply to teach

the bare facts‘DF quernment but also to observe

in a concrete'ﬁg§ fhe work1ng out of the system &
as app11ed to everyday 1ife in ghe Tocal community,

province, Dominion, or Emp1re

It was to be borne 1in m1nd that the study ofnc¢w1cs was not only to provide .
Ms_.J,

*the student’ w1th a knowledge of facts but q@%ﬁcthe student with a clear

. comprehension of the app11cat1on of government <§ﬁ»hat he would be



encouraged-and .imulated to take anuactjve part in civic affairs. Students
- also examined Sections 9] and 92 of the British North American Act in order
to attain a clearer understand1ng of the powers and Jur1sd1ct1on of the
federal and provincial governments
. Thus students in Grade XI were to be equipped with the knowledge and
pract1ca] information in oraer to be, effectlve citizens. Grade XI Civics
was the Tast year that the students would have the opportunity to study this
;dbject. Hence, it was important that they gained a thoroUgh knowledge of
the duties and rights of Canadian citizenship. 1In this sense the course was
practical. Howéver: there was also a’ tendency to concentrate on factual
knowledge as well. Thus, Grade XI Civics could be cons1dered moderately
pragmat1c-—]ess pract1ca1 than in ‘the Civics program in Grades VII and VIII.
In th1s chapter it has been shown that the e]ementary History and
Civics gu1des and texts were of a practical nature. This is especially true
of e]emehtary Civics where group activitfes, project work, and debates were
the common'practice. The secondary History and Civics guides and texfs were
moderately practical in nature The emphas1s was upon the students atta1n1ng
an understahd1ng of the basic themes, topics, and concepts in History and
-Civics. The factual approach to the‘learning of History and Civics was less
~emphasized than in the previous essentia]ist.period. It is poss%b]e that
the cooperative influences of thé U.F.A. and the social gospel movement
affected the elementary 6ivics curriculum in that cooperative activities,
grogg‘wdrk, and project work were,fhe principal teaqhﬁhg strategies. At the
sécondary Tevel the inf]uence‘of,theﬁU;F.A. énd the social gospel movement
is much less evident.. Af thevsgc0ndary level an attempt was made‘to make
the Social Studie; currichl@m;préétfca]-ahd;at fﬁe.game time ensure that

. .
PONIPEIT

-
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students attained é dégree of factual and‘conceptual know]edge of History
and Cfvics. The trend at both the elementary and secondary levels in Social
Studies was towards a more pragmatic type of education.

[t is apparent that there was a gradual movement within the Social
Studies curriculum tode-emphasize the rote approach to ]earn1ng and to .
encourage act1v1t1es which permitted greater student reflection and involve-
ment. When the Department of Education issued its 1934 proposals that
later became known as the Enterprise Programme, one cou]d~séy thét it was

not a radicé] recommendation but, rather, another step in the long process

towards implementing a progressive Social Studies curriculum.

PN
B
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Chapter VI

CONCLUSIONS AN3 Fit“OMMENDATIONS

The purpose of this thesis was to coﬁpare the.prevai1ing philoso-

phical orientations of the leaders of two po]ifica]ﬁregimeé duFing tﬁe.
period from 1896 to 1935, and the impact that these orientatiods  ~ upon

, .' ‘ 'ihe'Hjstbry, Geography and Civics curricula and selected texts in . hese
areas. it was“argﬁéd that_ethical idealism was the general political temper- .
ament of the initial.period, 1896 to']9212 and that po]ifjca] leaders of the
Northwest Territories such as F.W.G. Haultain and A.C; ﬁutherford gubscribed
to the tenets of idealism during this time. The Ministers of Education also

were concerned with the values, virtues and standards associated with British

titutions. The stuﬁy attembted to identify the extent to which fhese

Frets were foundoin the Social Studiesvcurriculuﬁ and texts. Dufing this

o _%—fl;/:/”( pefiod, the teaching methodology vas stréng]y Herbartian and, for the most
part, emphasized dri]l; rote ]earning and memo;izétion.

In-terms of the Social Studies:.curriculum it was shown that the

elementary Geography texts, esbecia]]y F.W. Parker's How to Study Geography,

reflected an idealist perspective or weltanschauungg\,The History and Civics

texts also showed a pervasive concern with respect to moral development and .
the development of patriotic citizens. Important ?igures in British ahd v
Caqadian Histories were studied in order that the students would make moral
judgments on their actions and hence derive principles of conducf. Civics
texts attempted to develop a dual loyalty in the students to Canada.and to
the British Empire from 1896 to 1921. |

In Grades XI.gnd XII (espe ‘ally Grade XII) all periods of History were

studied from comparative and imperial'perspectives‘ It poiﬁted out

o

.o
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.
the superiority of the-Br}tish Empire over any gther empire-in-the‘past.
The emphasis with‘reépect to methodology in the teaehing of History was
clearly that students were to learn a basic body of knowledge in general
history. In keeping with the idealist's tradition, this know}edge and the -
transmission of the same was considered as fundamenta] in that students were
to know the past so that they would be able to mak: ~tter decisions in

w@h
the present and future. As Bourinot remarks in his preface to how Canada is

Governed, there was also a- heavy emphasis upon the Br1t1sh Empire.

[ have borne in m1nd the fact that a citizen of

Canada is not merely a citizen of Canada, and as

such has. duties and obligations to discharge

within the Domijnion‘and Province, but that he is

also a citizen of the greatest and noblest ‘empire
.+ that the world has ever seen.

Although part1san po11t1cs characterized the estab]wshment of
e
Alberta's f1rst provincial government the new L1bera1 adm1n1strat1on ]
ph11osoph1ca] orientation remained s1m11ar to the pos1t1on he]d by Hau]ta1n

From 1905 to 1921, the Liberals were in power in Alberta and, as 3.E. Walker

noted in his dissertation, they were considered a conservative force in

educatfon: Rote 1earning, drill, and classical logic were the key strategies

of teaching. As ear]y as 1918, G.P. Smith, Minister of Educat1on, attempted

to make a thorough- go1ng review of the schoo] curriculum. This’' act1on was

- taken in response to the ag1tat1on,of the members of the U.F.W.A. Leaders

of this association such as I. Parlby,'R. Gunn, and A. Rogers advocated

" a more- pragmatic type'of education.v‘They be]ieved in a system of progressive

education that would ‘encourage children to choo%e farming as their vocation

and that would also involve them in creat1ve and pract1ca] activities wh11e
in school. H. Newland Stperv1sor of Schools, agreed w1th this but went

gven fur-her and war*ed tne schools to help in building a new social order.

"
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Newland's views were the most radical of the progressives in Alberta. For”
him the new social order meant a rejection of the capitalist system and a

putting aside of much of the transcendentalism of traditional Christianity.»
/

In this regard, he was strongly 1nf1uenced by George S. Counts, a prom1nent
American progressive educator.

Curr1cu1um reform measures commenced under the L1bera1 reg?ne in

»

1918 and were continued under tHe U.F.A. administration. By the m1d twenties,
provincial educators such as Gorman, Hay, New]and, and D1ck1e were advocating
progress1ve education. Desp1te this 1eadersh1p progressive education

' deve]oped gradually in Alberta until 1935. Consequent]y; curriculum reform
measures followed an 1dent1ca1 pattern for the period under discussion.
Eventually, the reforms initiated by the U.F.A. government were enaeted in

1934 and, by 1935, were 1mp1emented by the Soc1a] Credit party |

/x

What are some conc]usro%:;that can be reached from th1s research7

First, 1t seems ev1dent<Ehat such dom1nant persona]1t1es as Gogg1n or

)

Haultain had an effect on schoo] curr1cu]a Certainly, these men wanted an
‘educat1ona1 system that was free, compu]sory, uniform and secu]ar whlcﬂ

entailed moral or eth1ca1 overtones. At the same time, these Ieaders A
T

emphasized pro-British ideals, Protestant Anglo-Saxon Christianity, and »

\,

Ya

high moral staniai ‘s. It appears that they considered ideals and €thics
synonymous wizh "-crestant British values. The Social Studies curriculum

guides wr’ en by provincial personnel and the texts selected support this

4

conclus1on

' The content of the H1story texts during the time 1921 to 1935 were

a

'not rad1ca1]y changed except there was less emphas1s on the:British Empire

and an 1ncreas1ng awareness of Canada's evo1v1ng autonomy By this time

-
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v

theJmethod of teaching was different at the e]ementary level. The rote 11ke

approach to 1earn1ng was almost complete]y removed In h1storyﬁ«Geography

take a greater 1nterest 1n‘¢hevsub3ect Instead of 1earn1ng by rotérédd

LA W u3= :
recitation students were encouraged to do act1v1ty work, community research
Ty

work, and project work + Accord1ng to McK11]qp, 1deaﬂ1sm was on- the wane and

sa]vat1on. The concern; at“b s t1me was for the p]1ght~9f manklnd in soc1ety
‘c.! ‘.r.. . /Ss

Soc1a1 gospe11ers such as Irvine and Bland even denled that persona] salvatlon

J e

was possible w1thout soc1a] sa]vat1on Hence the shwft from:trad1t1ona1

Chr1st1an1ty to a concern for the everyday needs of the peop]eww fy"

.(

e

Similarly, teachers were concentratnng on? group prOJects, aéstgnmﬁﬁts

~and commun1ty research work It % reasonable to conc]ude that the ph11oso-

" phical shift in Western Canadalto an emphas1s on the co]lect1v1ty was ?es-‘

. ."-_}“

pons1b1e, at 1east 1n part,,fo the gradual change in the A]berta~Soc1a1

x

Stud1es curr1cu]um o
- /’

The same progress1ve sp1r1;/bf educat1on was c]ear1y espoused in the

o'

contents of/the proposa]s of ‘the. Comm1ttee of Educat1ona1 Reform “The work

M

of this comm1ttee, a]ong w1thA

reforms 1mp1emented by the Soc1a1 Lredit government

Recommendat1ons o FAR
o 4 -

4'

- el . . 3he
e L7

Fhe recommendatlo:% for further research 1nc1ude the fol]ow1ng

?Lu 'The work doge ay thc Edmonton Educat Soc1ety and the . 2

’ @ary Progress C]ubs A study of. these groups ngh’t l:e}ad to a better

N B CoL F
. 5i% ¢ N
. R : [ S iy A )
e : . sl . AP,
, . A J

o s
her factors, cu1m1nated in _the 1935 educat1ona1

4
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understand1ng of when the tide began to change from traditional to progres-
Sive educat1on 1n the province. Th1s recommendat1on could build upon the
work comp]eted by P.C. Oviat and this researcher

:_ZXI An in- depth study of the American influence on Canadian education.

el :
This could be looked'at to determine ways in which the influence spread or

;to ascertadn the nature and the extent of the influence. Why, for examp]e,

' forms may be 1nva1uable For example, there were: ;he soc1a] reconstruct1on1st9

5

did progressive educat1on on]y 1ast about ten years in Alberta? e
a b w'. ‘ -\x

'3) A study w1th respect to progress1ve educat1on 1n its.va ibus

et

- <y

such”as4Bode and Counts. But there was a]so the more skept1ca1 pragmatists

such as W. -Kilpatrick and H. Rugg;who be11eved that having a doctrinaire

programme violated the spirit of*pragmat1sm and gmp1r1c1sm Th1s wou]d be
@

an 1nterestﬁng f1e]d of>study and would make an exce]]ent d1ssertat1on

4) A study: in p011t1ca] soc1a11zatron in the per1od frgm 1921 tos 4

,uJ f?\

1935 wou]d ‘be an exce]]ent topic for research Jn aﬂd1t1on ta. eva@uat1ng

"the curr1cu]um 1n Social Studies. or&some other area other than Soci~T 2
s 4
“Studies,  the researcher could possibly 1nteru1ew those who were st 5 at

“the time of trans1t1on from 1dea11sm to progress1v1sm

S) A~study of the effect that progress1ve educat1on had on

. ﬁ% .
'Drov1nces other thah Alberta and Saskatchewaﬁ o - . PN

‘Summary

6) A rev1ew of D J. D1ck§@ s work, 1n Alberta educat1on wou]d a]so b

be-a worthy f1e]d of study e i o T e

Fl ’ S ROV
~ : (L

. l-. N B . .
ST R . . . : I\

NSl
i

In summary, the educat1ona1 system in Alberta as it_is today is

_d1ff1cu1t to understand unless one rea11zes that it or1g1nated and deve]oped “

)

“in the 1ate n1neteenth century Th1s study has reviewed the system s

17
K1

RY N c ”

14
x
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L !

" Tigeneral origins and its gradual evolution to theé mid-1930s "y examining

the relationship between the views of political Teaders and the Social

»

Studies curriculum and texts. It has demonstrated that conservative trends

énd.'it also indicated

S

predominated throughout the period. On the other h

.that dnother. approach, known as progressivism, was espoused 'by some educators.,

and it reviewed the steps taken to jmp]emeﬁt some of the practices of this

In doing this, the study has provided

1
LN

new pedagogy in the Province'sk§choo1s.

much needed “information and i

Alberta. ° oo I . ; '/

/

nterpretation on the history of.schooling in
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FOOTNOTE

\

1J.G. Bour{not, How Canada is Governed (Toronto: The'Copp—C1ark
Company, 1918) pp. v-vi: ‘ ,
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