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ABSTRACT

This study provides information about the nature of education

in Alberta--past, present, ideal, and.fﬁture——according to the expériences

¥
r

and perceptions of three siqnifiqgﬁt Alberta educators, Thomas F. Riegér,

Agnes Lynass, and Earl W. Buxton. Included 1s an account of their lives,

beginning with their earlyﬁﬁemories of parents, communities, and schools

’

in the rural Alberta offthe first decades of the twentieth century and

encompassing‘thei::éﬁrrent activities and concerns as the province moves
it : ‘
closer to the péit century. The account is a detailed mixture of
qf- . :
experiencefghd thought which forms an outline of educational practice

‘[)’(j:‘ .
as A}?g%ta society and its schools changed from an era predominantly

aéfﬁrian to one predomiﬁantly technological and industrial. The three

PIN

WY

7

\ -

2ﬁeachers give information about their encounters with outstanding
educatorsjin ;hé past as .well as an assessment of the contributions that
these educators made in their efforts to realize universal education in
the province. Riéger, Lynass, and Buxton offer insight into,currept
educationgl issues and present practice. Their discussions og_the ideal
and their prophecies of the future in Alberta education offer vision and

v
The discourse of the three teachers

the challenge of new directions.
is presented as a written record of their lives and thoughts;-lérgely
in the words they thémselves used. The valuable insights into Albert;
education provided by Riege:, Lynass, and Buxtqn in&icate that further
‘Studies based upon oral history obtaineé from living éducators would be

a worth while contribution to.education in the province.

iv
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CHAPTER I

THREE ALBERTA TEACHERS: LIVES

AND THOUGHTS

AN INTRODUCTION

Backgrdund

Each year since 1971 about four or five hundred teachers retired

from Alberta schools. Most of these teachers had taught for thirty-five

years before their retirement. An article ir the Edmonton Journal,

"School's Out For Twelve Principals,” (June 5, 1976: 25) estimated that

! .
the retirement of twelve principals represented the loss of "nearly half

a millennium of experience.” If a simila{ calculatxon‘rere made on the
basis of the total number of teachererho retire each yeax; the combined
years of experience would be even more impressive. While this kind of
arithmet;c 1s intriguing, it ;eeds to be taken ;oqether with the words of
a.person who speaks of his fetifement in a personal and moving way.

The combination of age sixty and ‘thirty-five years service
seems a satisfactory time to retire from the teaching profession.
Sometimes the prospect seemed a long way off and something of
a dream, but, then, suddenly, the writing of a resignation, and
then the turning over of the keys to the school, the situation
was very real. The university education, the teaching certifi-
cate, the years of experience--the teacher's job requisites--
in one act seemed to have no marketable value. There was no
good will to sell, and there remained many ideas to contribute
to the improvement of education in our schools that now might
remain only ideas . . . . I'll be an interested observer of
education in the years to come. Maybe there will be opportunities
for me to contribute in some way (Green, 1974: -34). ’

The present study arose from the conviction that the lives and

thoughts of teachers who had devoted a lifetime to the classroom would



be worth Adiscovering ard ‘recording, and that failure to do .so would

mean a loss not easy to afford in edu~-tion. The study set out to

'

{ : ) .
investigate the percepi:ions of three Albesta teachers, two of whom had
retired and one of whom was close to~retirement, atxut the nature of .

education in the jrovince. All three have been widely recognized as
. . . t

super1or teachers.

.
These three educators--Thomas P.,Ricg(i, Agr+; Lynass, and Earl

*
W. Buxton--provide an exciting' and virtually inexhaustible source of ~
. : v - - bl v’r“ v
. : . . . s T
information about many aspects of education, since they have learnted and

taught 1n the prairie schools from early times. Their memories of their

families and communities, the schools they attended, their teaching

-

. careers, the influences--early and later--upon them, the ‘significant .-

’

educators they have met and worked with are a fascinating study. And.

\

then there are ‘those changes which have taken place in Alberta from the

<.

time of the homesteaders——tﬁe Depression years, the War yeérs,.thefpros—:
perous yéars of the fifties and sixties--all of these haye‘affectea‘
education; and the three teachers have_l;ved through these years, have ~
taught in the different kinds of schools, and have been invo}ved'in the
ga]or issues. The seventies have witness;d a good deal of“un~c§t in

Alberta education. There seem to be troubieiome problems facing.thé

3
]

schools. Rieger, Lynass,-énd Buxton, with their historical pefspectiye,

their range of expeiience, and their acknowledged status as' excellent

.

teachers, provide insight into some of these vexatious questions and

concerns. Also, the three teachers are provocative in their (spéculatibns.

N
N

what approaches the ideal din education? What are some directiﬁns which

N '

would improve education? Where is education headed in the,eighties?

\

b

)

-



What predictions can be made about the twenty-first centqry? The study
of these éducators, whose caqdour, humour, and compassionate humanity

are among their outstanding characteristics, forms a record of inspira-
tion. Their knowledge and their delight in liQing) in teaching, and in

thoughtful conversation are a source of wisdom.

THREE ALBERTA TEACHERS:
A PREVIEW

Each of the threé.educators is roughly contemporary with the
others: Agnes Lynass was born right after WOr;d War I, Thomas'Rieger
in 1912, and Ear]l Buxton in 1910. Each grew up on the prairies and
attended rural schools in ﬁhé opehing‘decades of the century. All three
attended normal school and began their teaching careers in thé one-room
schools of the Depression yearé; Starting from tﬁese common bases,:

:

their later careeré,show interesting divergence.

Agnes Lynass

Agnes Lynass, who sums up her professional career by saying that

she has "spanned the char;ges ana endured, " began' lifetime commitment
té the classroom in 1936 in the school at Lousané. She spent the war

yéars in The®*Royal Can-4ian Air Forcgg stationed overseas as well as in
Céﬁ;da. Since her ra=turn o civilian life, Lynass haé chos&n to devote

herself to teaching 1ich scrool and to the .exceptional studerts she

regards herself to hav< “~on "fortunate to teach who challenged me to

’

challenge them."” She is convinced that she has learned more from her

students' "insistence upon tolerance, integrity, humour, and a certain
& ' . A

element of love"'ﬁhan her students have from her. All the other aspects



of her professional career\she dismisses\as "incidental." (The quotations
are from a telephone interview with Lynass on January 16, 1977.) In
addition to Peing an exceptionall? talented teacher of English, Lynass
herself has been a lifelong stﬁdent at universities in Canada and

bl

elsewhere.

Thomas Rieger

| Thomas Rieger spent ovgr‘forty<years in educatién, including
seven on the executive staff of The Albérta Teachers' Association which
followed more than thifty years of teaching in small schools, in the
towns arf vi.llages of Alberta. Rieger was President of the Association
from 1963 to 1964. 1In 1973, he was selected Eduéator of the Year by
The University of Alberta chapter of Phi Delta Kappa. This important
hénpur is in recognition of outstandiﬁg service in eduéatidn. vIn an
intéf(iiz (March 16, 1977), Dr. Ken Bride of The Alberga Teache{s'

Association explained that "Rieger was chosen because the selection

committee ﬁgs convinced that he was the most deserving candidate of all

A\,
\

those considéred for that year." Dr. Bride added that "the award was
not given on thewpasis of long service only,xbut‘upon the quality of

his contribution and its impact on improving'education in the province."

Earl Buxton

Earl Buxton began.his remarkable proféssional.caréer b& téaching
-in 1929.at Cloverdale SChOOl: the first of several rural schools in
which he taught., Buxton's rural experience included being principal of
the high schools in Radway and Fort Sa#katchewan. Subsequent to teaching

in Edmonton juniér and senior high schools, he taught in the experiment-:l



. demonstration school which was part of the new Faculty of Education.

In 1948, Buxton became a member of The Faculty of Education at The
University of Caléary. ﬁe joined the staff of the Edmonton Faqulty'of
Education in 1956. ' Buxton is wel’ known for his talent as a cartoonist
as wellias for his signal commitment to education in the province.

Prior to his retireﬁent in 1976, Buxton was a gifted and inspired univer-
sity teacher whose former students honour and cherish the memory of

his warmth, brilliance, and transcendent ability to teach. Sheffield's
stgdy (1974) identifies Buxton as one of the foremost university teachers
iﬁLCanada., In addition to teachiﬁg, Buxton has provided a disgigguished
séries of textbooks for use in junior and senior high school English
_courses. | ) J )

The experiépces4aﬁa contribu?ions of the three educato;s make
them interesting gxemplars of education inlthe province. They were
seleéted for this study partially because.the divergence of ﬁheir later .
careers afforded a diversity\of perspective which includes the public-

school classroom, The Alberta Teachers' Association, and The Faculty of

Education. Predominantly, however, they were chosen because of their

excellence and achievement in education. The ;ives and thoughts of such

"educators should prove a considerable addition to the already existing

record of teaching and teachers in the province.

A REVIEW OF LITERATURE RELATED
- TO THE STUDY. ‘ -

Introduction

The review of ‘the literature related to the present study reveals

a traditiﬁn of historical and biographical work which explores the

L



3

development of education from its beginnings and wﬁich examines the lives
and éhoughts of famous educators. There are countless surveys which
provide informatién about the origins and evolution of‘education frOm the
Athenians and the Spartans:to the present day. Thére are innumerable
anthologies of éreat educators whose liQes still inspire, whose philoso-.
phies still challenge. The review also indicateg a similar tradition

in Canadian and in Albérta literature about education: Canada has its
historical and biogrgphical studies of education and educat&rs;'and
Alberta has beéun its own £ecord of the history of education in the
proﬁinceﬁand of the biégraphies of important educatorF. The follqwing

review of the literature presents a brief éample representative of the

Sf V.

wider pTofessional tradition and a somewhat more extensive reviei
ihe literature'about education in Aiberfa.- Many‘of};he'Aiberfa éfdgiés
have been summarized rather briefly to avoid,repetitibusness since
many éf the issues and educatprs are dealt with more fully. in ldter
chapters.

Four General Studies of
Education and Educators

Graves (1926) is representative of the chron logicél survey of

education from its tribal origins to the progressivists. Cole (1950),
Lantz (1971), and Meyer (1975). are typical of the anthologies which
. ‘ ‘\

Ainclude a group of significant educators, usually from Socrates to Dewey,
o 5 - ,

.and chronicle their lives and thoughts, showing the influences upon

' o .

them as well as their influences upon educational practiéé‘and'thought.

Graves presents an outline of educ;tignal'institutions, practices,

[
P4

movements, and leaders, focusing'chief;y upon the last two centuries and

‘4

§




upon American educaﬁion. .Educational theories,and pure theorists are
omitted in favour'of stressing the relationship betweén educators in the
p?st and American education in'the late 1920's. The vast scope limits
o

."the amoﬁht of information about any singl. period or educator, but makes
for a moéf useful handbook which provides a convenient time frame.
Graves (1962: 218-219) is also particularly valpable in his tracing.of
.contemporary pradtice to its sources, pointing out how the,thougﬁt has
been adapted and modified; for exampie, while he sees the'effect of
Rousseau's philoséphy reflected in the thinking of Pestalozzi, Herbaft,
and Froebel as well as in the development of progressive education,
Graveé indicates that progressivis§§ have since chosen to abandon
Rousseau's idea of educating children in isqlationvfrom society.

The lives, pérsonalities, and thoughts of twenty-three, primarily
European, educators are presented by Cole (1950) in commendable detail
with genefous quotations fromvthe wriﬁing of the educators. The detail
and the quétations‘hélp to realize Cole's‘éiﬁ (1950: 639) 6f providing
teachers with "a treasur® trove of the world:s best- thoughts about
education." Cole (1950: 'x) is also interested in "creating an enthusiasm
for things educétional and of developing a profound respect for fhe
profession of teaching."

© Lantz (1971), wﬁo demohstrates some flair‘in effectiv%.portraiture
of twenty-three famous figures, and Meyer_(l975),.who'cdncentrates upon
the educationél think}ng of a_siﬁilar assortment of acknowledéed prac-
: ) . i . .
titioners and ﬁheorist¥, are both representative anthologies wﬁich, like
Coie, emphasize biography and philosophy. Lantz and Meyer concentrate

upon ‘the relationship between thought and its translation intolpréctice;



they also asséss the influence of great educators in the formation of a
professional heripége. !

Graves; Coie, Lantz, and Meyer have been included as examples
of the historical and biographical studiés which‘form a mAjor part of
thg literature in education. Their work has been reviewed in chrono-
logical order‘as an ipdication of the caétinuing ihterest in this kind
of literaturé. )/

. < )
N

Three Canadian.Studies of ' g -
Education and Educators

[

Pﬁillips (1975) and Patterson, Ckalmers, and Friesen (1974) are
Canadian exemblars of the historical ;nd biographiifl appréach in
literature about educat%on. Sheffield f1974), who includes some bio-
graphical detail, depafts from history and biography in concentrating
upon current educatorsland publishing essays QrittenAby'them.- Phillips
like Graves (1926) employs the organization ‘of the historical survey..
Patterson, Chaimers, and Friesen, like Cole (1950), Lantz (1971), and
Meyer (1975), focus upon biogfaphy with.the profiles of. the selected

>

educators arraﬁéed chronologically.' ,
Phillips'vcomprehénsiGe work covers education in éanada frqm

1604 to 1957. His major importance is the provision of a definitive

historj of Canadian education. PhiLiips (1957: 408) gives "brief

expositions of the thinking of~Epropean ana American educators whose

'influenée was felt in Canada® and{eﬁphasizeé'either "the views of

Canadian_édu;ators or . . . changes in classroomrpractice which reflected

the ideas from abroad or showed-similar originality."

In their introduction, Patterson, Ché}mers, and Friesen. (1974)

P R
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observe that "the rapidly expaﬁding body of ﬁublished litgrature deanling
w;th the history of Canadian education has not yet included a sourcebook
dealing with significant people, their ideas on qnd”their coht?ibutions
W\l’;q educational development" and that, consequently, "faiiure to attempt

to fill this void is no longer justifiable.™ This observation is

followed by the biographies, thoughts, and contributions of twenty-three
Canadian educatdrs, begi

ing with Mother Marguerite Bourgeoys, who
lived from 1620 to 1700,

nd ending with M.E; LaZerte, who was still
alive at the time of writing, and John G. Althouse,-who died in 1956.

Sheffield (1974) addressed himself to the identification of
excellent university teachers by surveying more than a thousand students

who had graduated from‘nineteen Canadian universities in 1958, 1963, and

1968. The top twenty-three professors named byvthe graduates were
contacted by Sheffield and asked to write "a personal expression of what

-~

You{believe about teaching undergraduates; and how you go about it"

12

(1974: xii). .These expressions; along with biographical sketches of
each professor, constitute thg major part of tﬁe work aAd provide valuable
inSight iﬁté the thoughts and practices of Canadian educators. Sheffieid.
by seeking the views of university teachers activeiy‘engagéd in feachiﬁ;
at the time and by publishing those“vieQS as ﬁhey were ;xpressed by the

professors, points to a new focus in gducational investigation.
Eleven Alberta Studies of

by
.Education and i .cators
The litera

study falls generall’

“

-bout education in Alberfa_related to the present

~ the major categories of the historical survey
and the biographical st 7 which focuses uapon an individual. Chalmers



-

(1967, 1968), Opryshko (1967), Fowlie (1969), and Whitney, Repp, and

Creelman (1967?) use a predominantly historical approach. Chalmérs

(1967) prov1des a definitive history of educat;on in the province;

Chalmers' (1968) 1s the offic1a1 higtory of The Alberta Teachers'

Association; Opryshko, Fowlie, and Whitney, Repp, and Creelman are

histories of a particular county or school district; and all devote

. Some attention to anecdote, biography, ahd,reminiscence. Selinger (1960),

Patterson (1961), Marzolf (1961), Walker (1969’), B.C. Oviatt (1971),

\

P.E. Ov1att (1970), and: Myrehaug (1972) alil 1nvestlgate the lives of a kz

8

single 81gn1f1cant figure in Alberta educatlon Selinger (1960: 96) .

recommends that not only the "contrlbutlons of such men as the late

Senator J.A. Calder" but also the "contrlbutlonS‘of classroom .teachers

who have had outstandinq careers" should be studied. 'Selinger (1960:

96) further notes that investigations;should not be "confined only to

those whose careers have been ended by death, but should also be directed

‘The Historical Approach in

Alberta Studies

-to the careers of those who are/still active."

Chalmers (1967) has amassed an exhaustlve amount of 1nformatlon

about .education in Alberta from as early as 1842 up to 1965. Included

are the effects on educatlon of the influx of settlers from eastern

“Canada and of immigrants from other countries; the effects on teachers

’

and-schools of wWorld WarnI; the'Depression, and World War II; vocational

veduoation, education for the handicapped and the Indians; separate

schools, educatlonal financing; inspectors and superintendents;,and the

organizations concerned with education.

-~

This comprehensive investigation

10
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of the major educational developments and issues in Alberta and the
recurrent motif of the relationship of politics and education form a
LY . . . . . :
valuable matrix for understanding the influences upon educational thinking ¢
o

and practice in the province.

Chalmers (1968) is concerned specifically with the founders and
the strugglés of The Alberta Téachers‘ Association from its inception
in 1917 as the Alberta Teachers' Alliance. Most instruc£ive for purposes
of this study are the detailed accounts of luminaries in Alberta educa-
tion: John Walker Barnett, H.C. Newland, H.D. Ainlay,‘M.E. LaZerte, and
Marian Gimby. Chalmeré is particularly successful in capﬁur;ng the
- vitality of these'early educators. \

Oprysﬂko (1967), Fowlie (1969), and Whitney, Repp, and Creelman
(19677?), pro?ide a wealth Of information about pioneers, schools, teachers;
students, school boards, inspectors, and superintendénts.' These threeﬁ
enterprisiné compilatiéns oflthe histories of a county or schoo} diéérict
are éarticularly interesting, not ohly iﬁ ﬁheii accounts of early 
education in Alberta, bét in tefms‘of how the larger pélitical,‘economic,v
" and educational movements affected individual schools and districts.
Also of interest are the commemoration'and the reﬁiniscences of the large

number of classrooﬂwteachers who did not necessarily achieve fame except (

in the eyes of their students and communities.

" The Biographical Approach in
Alberta Studies :

.The accounts of D.J. Goggin by,Selinget (1960) and F.W.G.

Haultain'by Patterson (1961) provide valuable information about the

influence of Goggin and Héﬁltéin'upon the course of education astlberta



(“ !

struggled to gain provincial status. Both studies are explicit about

the eastern Canadian influence which the two men exerted upen western
Canadian education.‘ Goggin's dual role as Superintendent of Education
and Director of the Normal Schools in the Territories afforded him the
distinction of being an educator who was paid more than Premier Haultain.

Selinger explains Goggin's contribution in the development of normal

"schools and refers to his outspoken views on education, especially his

disapproval of external examinations and his dissatisfaction with the

PbPenmanship of normallechool students. Haultain, the man who had appointed

Goggin the chief educational officer of the Territories, and Goggin are
also remembered for the antagonism they aroused in Roman Catholics by

advocating secularized education, a speéﬁ)ﬁcally eastern Canadian : .

v

influence. 3
o Marzolf (1961) provides a definitiﬁe,acéount of Alexander Cameron
/ &
Rutherford's. life, his career, and his educatﬁonal and political views.
™

\ 1.7
Rutherford, the first Premier of Alberta and the first Minister of

Education, emerges from Marzolf's study as a less than polltlcally astute

premler but as a remarkably bengvolent leader in education. Rutherford's

‘chief contributions included the founding of The University of Alberta,

the organization and building of Galician schools, and the distribution .
- .

of free readers for elementary school children.

In his examination of the life and views of John Walker Barnett,

Walker (1969) prov1des detalled information about Barnett's pursuit of

the goal of profe551ona115m for all teachers in Alberta, an aim which

resulted in the creat.~n of The Alberta Teachers Association. Walker

devotes considerable attention to Barnett's experience with the British



movement in teacher unionization and organization. :ii;’r also mentions
Barnett's interest in increased federal financing of education, six-year
university preparation of teachers in a combined arts and education

K

program, and increased teacher control of curriculum.

-7 P.E. Oviatt (1970) provides a biography of Hubert Charles Newland

,'/
whose chief’contributions to Alberta education included leadership in
The Alberta Teachers' Alliance, his creation of The Education Societyvof

Edmonton, and the influence of his progressivism upon Alberta curriculum

in the development of the enterprisé program.

B.C. Oviatt (1971) investigates the influence of William Aberhart
as Minister of Education in Alberta. Aberhart's political control of
the province in his capacity as premier and leader of an overwhelmingly
pépular movement and his own background as aAteacher and principal
cOmbineq to make his era fortuitous for education. His chief contribu-
tions were in the enactment of.legislation which changed the nature of
education in the province. "Aberhart's legislation affected schools,
The Alberta Teachers' Ass;ciation; The Faculty of Education, and the
soci;Iistatus ofvteachers.

The biography of Milton Ezra LaZerté,‘by Myrehaug (1972), is a
clearvexplication‘of the conEributions madé by LaZerte in the field_of
teacher training. Included in the study is:a detailed account of

o ' : ~
LaZerte's leadership as The School of Education evolvéd to become The

Faculty of Education.
The review of representative historical and biographical studies
in Alberta education has been included to indicate the nature of the

work which has already been done and establishes the value of and

e,
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interest i1n the history of Alberta education as well as 1n the accounts

of important edycators.

Two New Approaches in Alberta
Studies

Coutts and Walker (1964) and very recently Mc;ntosh and Br?ce
(1977) have depar;ed from th established historical-biographical
approach. Each pair of investigators chose an educator who was still
living, recorded the words of the educator, and concentrated solely
upon information provided By ‘the educator rather than relying upon‘

documentary” evidence. The investigators acted as editors. The two

“X.
r

published accounts render as closely as pdﬁéible the recorded conversa-
tion of the educator. Both studies include biographical and historical

information, They are included. in the review to indicate that a pre-

cedent has been set for research in which the investigator solicits y

v

infqrmation from an educator by means of questions and conversation,

it, and then acts as an editor to organize and present the informa-
a written form which closely adheres to the recorded discourse.
Coutts and Walker (1964: x), "convinced that the life and

'person lity of G. Fred McNally must be’preserved," presént McNally's

it was told by him>in/z‘séfies of taped interviews.

~
-

The account of the man who was Aberhart's Deputy-Minister of Education

autobiogra

relates, frequently with considerable charm and humour, the motivations,
beliefs, and efforts of a teacher who became one of Alberta's lead;ng
"educators. The portrait which emerges is of avhigh-ranking ~ivil servant

who took pride in his position as Deputy-Minister and, later, as

\\\\\Qhancellor.of the University, as well as of a man who had strong religious

. [
~_ R

vViews. \.\ ; . )
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An interesting companion study to the life of McNally 1s provided
by the con?ersations of br. T.C. Byrne whose rise to power 1n the civil
service parallels McNally's. McIntosh and Bryce (1977) recorded Byrne
as he talked about his life and about education in Alberta. The pub-
lished conversations, reported informally and in the form of dialogue,
begin with Byrne's childhood in Waskatenau where his father had a home-
stead. Byrne tells of his work in education as a teacher in rural -and
urban schools, superintendent, high school inspectoy, Chief Supefintendent
6f Schools, Depu;y—Ministet of Education, and President of Athabasca
University. Included, as well, are Byrne's views about issues,‘institu-
tipns, and people in Alberta education. Byrne expresses himself vigour-
ogsly And with a candour which does not exclude himself as a target.

Of interest is the important new information gyrne is able to
provide about Alberta educatofs, especially Hubert C. Newland. Byrne
(&cIntAsh and nyce,,l977: 97} is self-revelatory in his impressions

of Newland. '

Newland, to me, personified intellectualism and freedom of
thought. He was a socialist, a critic of educational tradi-
tionalism, an espoused. progressivist, an avowed democratic
thinker--a man of great intellectual capacity. He was very

-much interested in social justice. All - f these things fitted
the type of man I could admire. '

McIntosh and Bryce have produced a majqr contribution in their stﬁdy of
a ﬁan whose humour and iﬁtegrity are manifest and whose knoﬁ;édge of
education in the province is immense.

The sampling of the literature indicates that there is a sub-
stantial tradition of h;stor;cal and_biographical investigation which

has been established in the study-of teaching and of teachers. The

tradition has its roots in time, providing a contiduity and a context

15
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for contemporafy teachers as well as a paétern for Canadian and Alberta }
educational investigation. The rev;ew has quoted Selinge;'s recommenda- . %
tions about the need for research concerning outstanding teache;s who

are still living. By referring to three other studies, Sheffield (1974),
Coutts and Walker (1964), and MEIntosh and Bryce (1977), the review has
attempted to show that, in addition to the conventional historical and
biographical research, a precedent for new approaches has been set.

The present study was advanced, like the historical surveys and bio-
graphies, to provi@e new information and inspiration; as well, it was
advanced, like the studies of éheffiéld, Coutts and Walker, and McIntosh‘

and Bryce, to provide that information and inspiratioﬂito a large extent

through the words of educators themselves.

-~

PLANS ' AND PROCEDURES FOR THE STUDY
-OF THREE ALBERTA TEACHERS

Collecting the Information

3
Rieger, Lynass, and Buxton were approached by a letter (see

Appendix A) whigh-gequested their co-operation in the study; they .
willingly consented to be involved. The letter éxplained the pature

' . . ' .
of the study and that involvement in it would entail a personal inter-

view at a later time. - : J

A set of interview questions to elicit information from the

-
three educators about their experiences,'perceptions, and spéculations
' was prepared according to _s,ix‘,major headings. After submission to an
outside guthox:ity, Dr. T.0. Maguire of The University of Alberta

‘Educational Research Services, the questions were revised (see Appendix

B) according to his critical appraisal of thdm. o ) o
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The Guestions, along with a covering letter (see Appendix A)
were then sent to Rieger and Buxton prigr to ‘the.interview. Lynass
responded by telephone, and instructions to her were verbal. The letter

explained that the specific questions under each of the main headings

.. were open ended, their’ function being to provide direction and to

stimulate discussion. In view of the number”of specifié questions, it
was made clear that it was unreasonable to expect detailed responses to

each and that the maﬁor headings were to be regarded as most impo;;ant.

\\

As a consequence, no specific indication was given about time required b e

for the interview: it was assumed that the length of pime each»gndividual

was prepared to spend could be left to his discret;on._ The three educa-

tors were given the option of providing material in written form at any

time during the course'oé,tﬁe séudy.; At ﬁﬁis-time, it was indicated

that each would have the opportunity of reading tﬁe rougH draft.
Arrangements were made subsequentl? by tglephone and ﬁy letter to

estabiish times fo; the interyiéws. vRi?ger sent a taped autobiograpﬁy,

dgted Febguayf 22, 1977, in advance of the:first interview. At the same

time, Rieger sent two articles he h&d written. One was a copy éf an address

hejgave in Bar;head, "Barrhead Loca1 Education Week;" (Rieger, 1964); the

other was a copy of his report to the Annual General Meeting of The

Alberta Teacher's Association. This latter document) "President's Report,"

was_later published in The ATA Magazine (Riegér, 1964: 7-10).

’

-~ The interviews with Rieger were taped .at his home at 11704 - 41
Avenue, in Edmonton, on March 2 and 9, 1977. The interviews with Lynass

were taped at her home at 11507 - 80 Avenue, in Edmonton, on the following

» v

days: March 16, 23, and 29; April 4 and 12, 1977. The. interviews with

-
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Buxton were taped at his office’ in The Faculty of Education on The

University of Alberta campus in Edmonton, on April 18, 20, and 21, 1977.

The tapes provide a total of approximately eighteen and one-half

hours of recorded discussion: five hours and fifteen minutes with'

w

Buxton; six and one-half hours with Rieger; and six hours and forty-five

minutes with Lyn;ss.

The subsequent transcription of the taped interviews yielded
two hundred and sixtyr-six pages;'byped and double spaced. Buxton's
botal wae one hundred and seven paées, Lynass' ninetyftno, and Rieger's
sixty-seyen. No conclusions ehould be drawn from these technical
details since no eccount nas been taken of eucn>matters as repetit =,
pauses, or preference of economy in expression. ‘

The tapes (with the exceptlon of Rleger s autoblographlcal tape

which was returned to him) and all of the transcriptions are stored at

9503 - 52 Street, in Edmonton.

organizing the Information

The information obtained by transcribing the taped interviews
with the three educators was edited and organized according to four
major cateéories: information about the past, inoluding biographioal
'.ntormation about the tnree educatore; inﬁorﬁation about important
" Alberta educators; information about current issues in Albe;ta'edncation;
and information about the ideal as well as the future in educatic ..

Prior to the interviews and before all of the 1nformatlon was assembled

the tentative procedure had been to follow the organlzatlon prov1ded by

s

the maln headlngs accordlng to whlch the interview quéStlons had been

"/
grouped and to devote one chapter to each educator, unless a better

s

Tk L
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format evolved from the material itself. The information tended to

fall into these major cateéoriés, but the amount devoted to important
educatorsiseemed to warrant a major section. Also, the biographical
detail was interwoven with the historical events and issues since'there
seemed to be a‘close relationship between the two. The material about

the ideal and the futuré was also combined beéause‘of'the interreiated—
ness of the two. Some of the specifictquestions failed to elicit interest "
or sufficient :esponse to be included. A prelim?pary draft was prepared €;

and given to each of the three educators for revision before preparation

L .
of a final draft.

Since the amount of material which was ~btained from the inter-

views with Rieger, Lynass, and Buxton was extensive and required sévere -

~

editing, the choice of the information to be included in the study was
subjective. As Koestler (1975: 233) states:
But the collectiﬁg\of data is a discrimi%ating«aétivity,
like the picking of flowers, and unlike the action of a
lawn-mower; and the selection of flowers considered worth

picking, as well as their arrangement into a bouquet, are
ultimately matters of personal taste.

~Three techniques, hdwever, were empioyed to mitigate'thg effects
of subjectivity to some degree. fhe firsE wés the_;pportunity ﬁhat éach
of tﬁe three educators had to read the preiimfggryrdraft and to make
chanées.' The second wasvthat, wherevérvpossible, the words . of fhe
educators were-ihanged §5'1i2£le é;kpossible. The third was the‘use of ,-"
extensive quotation to minimize thé possibility of distortion of ideas |
and tq avoid misrepresentatibn. As a result éf these'téchniqueé, the
reéde# has been given some assurance of material which is as faithful

. L]
as possible to its sources and the opportunity to check his impressions

;éy referring to the liberal quotat%gns in the: chapters which follow.



AN OVERVIEW OF THE STUDY

)

Chapter I establishes‘the.background[ nature, and importance of

the study of three Alberta teachers. It introduces each of the three

)

teachers, Lynass, Riegér, and Buxton. A review of literature in education
pertinent to the study 'is included. Chapter i inéludes the plans and
érocedureé and provides an -outline éf Chapters I to VI. ' : 4
Chaptg; II presents an historical outline as a minimal framework
inthin which are set the reminiscences and thoughts of Rieger,kLynassr

and Buxton about significant episodes and influences in their lives as

\M

well as in Alberta education. Biographical details have beeﬁ arranged

chronologically and interwoven with the major historical and. educational
events as these are perceived'by Rieger, Lynass, and Buxton. The chapter
begins in the early nineteeri hundreds with the childhood memdriqé of the

three educators and concludes in the urban, technological society of

the ninéteen sixties.‘ Chaptér II is désigned to provide an account of
the per%onal and professiona;’l%ves of the three educators and a cépsule
hisfory of educaﬁion in the prqvincé{from théif perspecfivevand eﬁperiénces.
The ceﬁtral theme throughout the chapter is oné of changé.’ ,

Chapter III is devoted to thé Alberta educat;rs whése iéeas and
energies have influenced and-contributed to Alberta édﬁcéﬁion between fhe
lyears from 1920 to 1945. fhe emghasis iqlthis chapter is upon the‘

informatioanieger, Lynass, and Buxton are: able to pfovide about those

leaders whom they encountered as impressive colleagues., Included, as

-

well; are the assessments made by Rieger, Lynass, and Buxton of the

-

- . 7 . .
aims and efforts of these men and womén dedicated to the improvement of

education in the province. While the focus is upon the anecdotes and

7
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Alberta, and educators outside the University.  The organizing theme is

perceptions of Rieger, Lynass, and Buxton, an attempt has been made to

group the~quoted material according to the political educators involved

with the \large unit of administration, the educators who worked toward

¢

progressivis nd professionalism, educators within The University of

that of vision and accomplishment.
v

Chapter 1V coucerns itself-with the examination‘of the issues
and problems“which arise from the relationships between Alberta soeiety
aud its schools . in the nineteen seventies. lA minimal'philosdphical .
framework,hes been'advanced to establish a perspective for the analyses
of the current stete of education according to Rieger, Lynass,ﬁadd Buxton.

The predominant theme is one cf‘complexity and concern about society'%nd

its schools. - o ~ . ‘ , ) ’ )

Chapter V devotes a major section to each of the three teachers.

Within that section each teacher offers statements“of his vision of

education, purposes and ideals in education, changes_which would improve

. . -

education, agd proje,tlons of the future. Rieger, Buxton, and Lynass.

’ N . b ) RN
lock to the past for examples and illustrations of the ideal and see

some obstacles in the present which act against improvement. The theme
~ P .

of Chapter V is one of faith in progress and'considered optimism pre-

dicated upon conviction.

’

Chapter VI provides conelusions based upon the memoriés,.

]

experiences, reflectlons, ‘and thoughts of Rleger, Lynass, and Buxton
about educatlon and educatlonal flgures of promlnence in the past,
issues in the present, - the aspiration to perfection, and the potential -

of the future. Included are recommendatlons for further study Wthh

could emanate from the present study.

2



CHAPTER 1I

REFLECTIONS.OF CHANGE IN THE SCHOOLS

OF ALBERTA ' .
INTRODUCTION

s ago, "on a sunny September 11
.

the first white man strode

Two hundred and twenty-three year

in 1754, near the modern village of Chauvin,

into Alberta" (MacGregor,.1972: 25). Anthony Henday's coming marks

‘ N
the official beginning of .a plains civilization our knowledge of which

dates back. eleven thousand years to an unknown hunter who, when most of

Alberta lay_locked beneath the ice, kllled a buffalo near what is now

Taber (MacGregor: 13-14). The hunter's act is singularly appropriate

~ since it is representative of the long centurles when nomadic peoples

'lived upon the land. But Henday's arrival also signals the beginning-of

the history of the white man in Alberta and heralds the development of

his educgtional system.

After Henday came\eXplorers, expeditions, fur traders, posts,

mounted pollce, m1551onar1es, surveyors, and settlers.

Act,'bhe land treatles, survey pegs, -and rallroad tracks opened the west

for. whlte settlement on a large scale. As the settlers came 1n ever—'

lncrea51ng nambers. from old and new worlds, ‘they not’ only brought values

‘with them‘but they also rapldly coalesced into a rural soc1ety, and both

"the values whlch they brought and the kinds of communltles they estab-

llshed helped to determlne the nature of educatlon in Alberta. »

The Domlnlon Lands

Q
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Polieical developments as Alberta moved from the federalist
aegis of térfﬁtorial government{to provincial status had major implica-
tions for eoocation as‘Albertans assumed aoeonomy in school matﬁers.
- The indepeqdence which early Albeftans-disolayed in their espousal of
proviocial statos found equally passionate reflection in the'proliferation-
of onefrOleechools as’ well as ih'the founding of both a normal school
and a university for a population of less than 400,000. Later events in
the‘couree of Albe;ta's.own particular historical development as well as
the impaot of the external worléupf the twentieth century, with its hall;
marks of global struggle, political and economic moveﬁents, increasing
technology, and social change, have influenced edocatiOﬂ in significant
" ways.
' The‘ﬁistorical infihencesAand issuee in Alberta education emerge
in a fresh way as,EarllBuxton, Agnes Lynass, and Thomas Rieger contribute
their recollectione,.experiepces, and musings. Their remiﬁiscences form
a capsule hlstory of education in the prov1nce from the early years of
1900 to the present and show how hlstorlo;l polltlcal ’and economic
events affected and continue to ‘affect communities,'schoole, and

individuals. The rangé of experienge of these three educators is vast.

Bt

As children{;they participated in family and community life and were

students in the schools of Alberta. Theyvlived through the momehtous

years of the Depression, of SOCial‘C;edit, and. of World War Two; they

now take part in a wealthy technological society. All three were students
in normal school and university; each was engaged in a subsequent
' &

struggle for and commltment to further. educatlon, and each taught in the

rural schools of the thirties. At least one, and frequently all three,

o
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have been involved in or directly affected by the following major changes
in education: the centralization movement; the evolution of The Alberta
Teachers" Association; the creation of the faculties of education; and

the long battle for professionalism and for legislation to achieve

‘economic parity for teachers and educational opportunity for all Albertans. .

The story of their lives qq@ times 'really begins with their
p%;ehts who were ameng the influxxpf settlers betyeen 1906 and the
beginning of the First World War. Starting With their parents is impor-
tant not only in revealing the influences upon ﬁhe three educators but
aléo in emphésizing how dramatically Alberta has changed in less_tﬁan a
‘century. As the story progresses, it provides a picture of life in earl;
Albérfa and fréces,thélmajér historical deveiopﬁents-fromvfhé perspective
of their impact upon ‘ducation in the provincelfrom that time to the

present. from their accounts, however, also emerges an-intimate portrait

]

(

.of three human beings who ' fell into education by accident and who then.

chose to become teachers.

THE EARLY YEARS

Parents and Other Early
Influences

vIn i909, Alberta had been a Qrovince for fou; years undEr.ﬁhe
Liberal premiership of'A.C; Rutherford; The Calgafy Normé; School had
been opeﬁ fqr‘thrgg years; The Univérsity of Alberta had been born in
1907 and had opened its 6qors inv1908;'the'pdpulatiOn of Alberta, mostly
rural, was climbing toward 374,000  (MacGregor, 1972: 156); and héme—

. steaders were complying with the regulations of The Dominioh,Lands Act

first'formdlated thirty-seven years previously. 'In that same year,
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Thomas F. Rieger's parents came to Alberta.

In 1909, my mother came from Ehgland and my ‘father from
Germany by way of England. M} father was a tailor and earriéd
on this trade in Calgary for a couple of years. Then, liké so
many people of that time, he went on a great homesteading
adventure. He took out a homestead nearyMichfchi, about: a
hundred miles east of Calgary. By 1914, he had completed the
requiremerits for "preving—up," as they eaid, the homestead so
that he had title te it (Rieger: 22 February, 1977). -"Proving—
up" meant.’ that within a perlod of three years the homesteader
had broken so many acres, put up so much fencing, and bullt :\‘
some kind of habitable building on the hundred and sxxty acres
which constituted the homestead.llThe homesteader also he >
live~on the homestead at least eix months out oflevery yee
which ruled out séeculation. The one hunared and sixty acr
cost nothing ekcept for a registration fee of ten dollars. 1.e
zrhomesteader could get another hungfed and sxxty acres, called
L*;ﬁ a. pre-emption, usually adjacent or close by. This cost a
‘little blt, but the same conditions held so that most home-
steaders ended up with a half-section (Rieger:‘vZ'Merch, 1977) .
While my father Qas "pfoving—up," he had also been working during
the winters in Calgary. In 1914 the famlly moved to Delia, a
town a little farther east of Mlchlchl, where he set up a
tailoring bu51ness which he earrled on there for the next

s

fbrty—one_years (Riéger: 22 February, 1977).
Earl Buxton's parents, both born in Ontario, came west also to
participate ih . the great homesteading adVentufei After a'bad year in

-Saskatcheyan, they moved to Alberta, first to Edmonton in 1913 and then

to‘Lougheed‘in 1919 when Buxton, who had been born in Toronto, was nine
years old. Like so many of the early Albertans, his'parents showed

ihterest in the intellectual betterment of their .children. - Buxton con-

siders their influence in his personal and professional life to be

R

significant.



During my boyhood, we were far from wealthy. My mother and
~ Dad had five youngsters, but rhey made every effort to see thot
all of.us got the best education that we could possibly get. Dad -
had trained as a machinist, but he was running a garage‘and
. implement business in Lougheed. Although we were neveerery
wealthy, they did empha51ze that/we needed to get as much educa-
tion as possible.  Dad and I uged to work on cars and come home
greasy and use Snap to take t z grease off. He'd say, "Son, you
want to be sure that you don/t get into this kind of business.
Get into something where you can use your headland not get grease
on your hands." ‘
I remember when I was about twelve; Dad.boughf The Books of
Knowledge. They Jjust opened new doors to me. He didn'r have
too much money, but he bought them. They were rather tremendous.

I used to sit and read The Book of Fumous Deeds, The Book of

Poetry, and Things to Make and Things'to Do. I read those twenty

Books of Knowledge from cover to cover,\yhlch opened a new world

to me (Buxton- 18 April, 1977). ) -
Agnes Lynéss-also acknowledges the influence of her parengs who
had_come to Alberté from Scotland. She'remeﬁbers both humour and educated

conversation. .

My parents were solidly Scoétish, my father from the Highlands
and my mother Lowland Spottish,‘my father strictly highly educated,
.moneyed class and m& mother a good Scotch Presbyterian- who believed.
that work was.the_salv;tion of humanity.\ My father read widely.

He was schooled in Greek and -Latin. Mr. Simpson, avneighboor,

had been.a teacher at the university in Pocetello, Idaho. Mr.
Bathgate, whose brother had been principal of The Glasgow
Unlver51ty, was another)nelghbour. Those three men 51tt1ng

around talking together was an education for anyone who wished

to listen. My mother, with her ability to sing and to laugh in
the face of disaster('Be happy at any‘time, was in direct contrast.
In her an way she was a wonderful woman. = My sister, one of my
brothers, end I were very close. I felt secure and well liked

within.that unit (Lynass: 16 March, 1977)



'the communlty in which he grew up.

N i

Communities, Schools, and
Activities

These three accounts give some idea of the different kinds of

people-who came to Alberta; for the’province drew its settlers from all

classes and from many partsvof the world, mainly/from England, Scotland,
the United States, Central Europe, and Scandinavia, as'well as from
othervbarts of Canada. These were the people who constituted the small
communities in whichﬁtneir children grew up and went to school, and many
of their children ;ater became teachers. TheAInoians, a century and a
half after Henday, were invisible, largely forgotten except for mission

and re51dent1ak’schools (Chalmers, 1967 261-265). Rieger comments on

Tolerance of other people seems to ‘be quite a problem in
Alberta now, which is somethlng I can't remember as a boy.
In the . v111age where I grew up, everyone had come from some
/other country\or at least from some other proﬁib&e. There were
no blacks. There were some Orientals who operated a Chlnese
restaurant and laundry, but they had no women or. chlldren. I
never saw any Indians until I was about thlrty-flve. I knew'

there were some in Alberta, ‘but. they weren't a cause of

concern (Rleger- 9 March, 1977).

+ . Lynass remembers her community, which included a German, a

Negro, and a Jew, as being civilized and largely free of prejudice.

v I thlnk that that whole area west of Red Deer is civilized

'and has been from the very beglnnlng. During the War,<hy

brother was killed; and the first person over to talk to my

motheY was a German; a Mr. Ruskowski. He came to weep with

my mother. My brother had been such a nulsance to that man /

that he finally came to love him as his own son. He had a i
" beautiful big barn. The first thing my brother did when‘he
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went to visit Mr. \uskowskl was to climb to tﬁé top of it. Mr.
Ruskowsk i almost had heart failure because it was high off

the ground, and Jim couldn't have been more than about our and

a half feet tall at the time. Mr. Ruskowski stood there,

swearing at him in German to come down. When he got down, he
QI;sped him in hie arms and called him a brave boy.

We knew neither prejudice nor insult in our coﬁmunity.
Mr. Martin was a Negro blacksmith. I called him Mr. Martin,
but my father called him by his first name. He used to come
out to our farm and work there a whole day, repairing things“
because it was easier for-him to come and repair them than
for everything to be hauled into town I sat on hlS knee as
I did on Mr. Richman's knee because I was a cute little girl
and they picked me up. No one ever p01nted out to me that
Negroes wete different; T didn't realize that the Jews were

a nation until Hitler and Warsaw. I didn't realize that you‘

were supposed to discriminate against Jews.
Interestingly enough, the single instance of discrimination which Lynass

recalls occurred at school when her teacher took exception to a boy ——

o

whose .colloquially colourful speech and Personal cleanliness did not
match pedagogical expectations. She is careful to point out that the
teacher's actions were not met with approval in her home.

There was a boy in town I went to school with whose father
was a. w1dower. 'This boy wasn! lways clean when he came to
.school. -The teacher didn't sdem to like him as well as she did ;
the_rest of the class. One da he asked him what milk was.

He said, '"Processed grass." She gave him the strap. 1In
physiology and hygiene 1esson, the .teacher asked what we were
made up of. He said,; Tubes and guts." Again he ‘got the strap.
‘When we all told it at home, my father insisted that that was
bthe best answer a chlld,could give. Tpat s the only boy I can
think of who was discriminated aéainst (Lynass: 23 March,'l977).
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Rieger, who grew up in Delia, a Southern Alberta community of
three hundred people, remembers beginning school, watching his father

and thé blacksmith at work, 4nd engaging in the typical activities for

children at the time. He found school pleasant if uninspiring.

My first clear recollection is starting school in 1918.

T can remember watching mw father at work. Across the road

from where we lived in the v1llage was a blacksmith. | I was
fascinated by the work he did; and I have always had a bit -
of envy for people who could take cloth, leather, or iron and

make something useful or decorative out of it. »

At the skating-rYik, where we spent every possible minute

th we could, I learned to skate and to play hockey. In
g;;;:r, the main activity was baseball. There was no regular
movie ﬁheatre, but there was an occasional showt vThere was a
swimming hole, about a mile out of town. I recall that both
arents were great readers. There were always books and
raading material in'the>house; and, especially in the |
winter, the whole family would be reading or doing their home-
work.
There were two cl3 srooms in the school in 1918 and six
when I’ finished in 1928. I can't remember any very unpleasant.
incidents at‘school; nelther can 1 remember any 1nsp1ratlon -
that I had during my school years to become a teacher. I h
7 probably remember most of thé téachers; and while I am not
-wildly enthusiastic about them, I can remember three of them
who gave diréction to my life. In those times, there were
depértmentéi examinations fro@ grade eight up; and I have a
document called a PublicJSchool Leaving Diploma, grahfed”by('
The Department of Education for pa351ng the grade eight exam- ,
1nat10ns in 1925. Grade nine, then, was the beglnnxng of hlgh
sqhool. We. only had three grades in high school in Delia,

that is, up tolgrade eleven (Rieger: 22 February, 1977).
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Buxton grew up in Lougheed, a community of two hundréd and fifty
people. He was impressed by a druggist and a high-school teacher, both
4 . ‘

of whom he regards as having been influential in his career. He also

4
remembers enjoying and memorizing poetry in high school. ,

Walter Bamforth took over the drugstore in Lougheed and
opened a lending library at the back. He would charge a dolla?
to join and five cents for each book you took out. At that
time, backvin the twenties, books weren't that plentiful in
the schools, in the society, or in the homes. Well, here was

~ this great library of books. I went through James Oliver
Curwood, Zaﬁe Gray, and Edgar Rice Burroughs and all the Tarzan
books--not the most intellectual reading--kut at least I read
and read. I think that this had an influence on my later life.

I remember, as well, that I used to enjoy poetry in high
school. "The Rime of the Ancient Marinex," "The Italian in

" England,"” and "The Ballad of East'and wWest," for example, I
found quite enjoyable. I had a large piece of Whittier's
"Snow Bound" memorized. ‘

D.S.A. Kylé was my principai at Lougheed, and later he

., was principal of The Lethbridge Collegiate. A big man, rather
pleasant, he was a good disciplinarian. He taught me grade

' eight, nine, ten, and eleven. He had the four drédes with
about half a dozen students in each, which wasn't a heavy
load; but he had £o cover all the subjects for all of those

grades, He left me largely on hy owﬁ. I think he had to. We

Qere_doing Mowat's History of England and Canada, a great thick

book; He would say, "WOu1d>you read énd find out wh;t you can

about_Walpole for next day." Then he'd always say, "Well, .~

write down what you've learned, with the book closed." So

I wfotg and I wrote. I think that kind of experience was good.
There had been no chemistry lab when I went to the schoel,

but K?le made certain that he got-équipment‘so that we could

bhave a lab in Chemistry l. He, too, set up a lendiy@ library ’

N



in his office which, like the one that Walter Bamforth had

lfn the drugstore, was valuable to me: I liked to read. Kyle
also provided a gymnasium in the baseméht of the school where
I became acquainted with tumbling, appara;us'work, and boxing.
I have respeé£ for ﬁyle, who had quite a complex job and who
did it well. He was alway; good—natured, and we got along

fine (Buxton: 18 April, v/ 7).
Born'in Calgary right after the First Qorld War, Agnes Lydéss -
went to school'in Delbgfne.' She remembers léarning howhto work co—Qpéré—
tively with other students and independently of the teacher. .

Those teachers taudht us something that is missing from

the school today: how to work on our own; how to'ask questiqns;
and how to attack a problem at least a dozen ways because, God
Aknows, we never knewtzhé rightAway when we starfed. I also
learned from my high-'school teacher, Mr. Kelly, absolute
tolerance for’those- who are trying hard. He would let the

four of us qork on the blackboard toéethef and argue. He would
never interfere but would go right on teachiﬁg kis other classus.
Of course, we werg only in school on sufferance because there
was no ﬁrovisioni§0r grade twelve in‘oﬁr,éqhool. Grade eleven
was the limit,iandwthe four of us were in g de\Fwelve on our
own. When school was ové?, if we had any e§iidns, he would
wofk right along with us. If we learned nothing else from him,
we learnéd the tremendous human resource, there is within each
one of ué and that an idea isrvéiuéless'unless we share it

#. (Lynass: 16 Mérch, 1977). - "

‘ . I - . ,
Lynass also gives.a detailed and eloquent ar965;24of communi ty

R

life ihffhe thirties as she was growing up. She gells of parochial

accomplishment and naivetéf
‘People today have no concept of whét'we/ ere like.in the
. thirties. I can speak only ‘for the small wns and the rural

communities. We knew our school texts eftremely well. We
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had to sort out the associations we made with‘our fellow
students in the community and the values we were taught at
home. We were parachial. Remember that Edmonton itself

. had about BOiadéfpeople. Our school had: at a maximum,’a

. hundred and twenty-five; and we were considered a very good
school. We were a .strict full of well-educated people;

:,and yet we were so naive, so inexperienced in some facets,
despite which we still sent athletes to The British Empire
Games--and one of the Chief Justices of Alberta'went through
our schools. There are guite a number of very successful
people who went through these same littlevrural schools.. I'd
‘hate to leave the idea when I say we were naive that we were
country rubes. In our community, there were people who read,
Latin and Greek and people who had music training. But.on

a whole, we were parochial; and the Depression added to that.,
Our wants were few and fortunately so. lf we'd wanted much,

we'd have been out of luck (Lynass: 23 March, 1977).
Lynass remembers the'chautauquas (originally an odd ekperimental

project in adult education through dramatic'pedagogy developed in

9

Chautauqua, New York, in the late eighteen hundreds and imported: to,
Alberta, perhaps by a group such as The Women's Institute).

The chautaudua was a travelling variety show. It had all
aspects of culture, some of which ‘wasn t .as good as the culture
in the communlty, but when I heard a group of Negro singers
at.a chautauqua, I, flnally understood the reference in '
Colerldge s poem td "Around around flew each sweet sound."”
It was those Negro spirltuallsts harmonlzlng. Therelwere
health talks and there were travelogues and there were magicians
to do tricks and there were people from far-away places (at
'least, the advertisement said so) and then there was local
talent from‘Calgary or Edmonton; It/was'all a way of intro-
ducing variety into an otherwise restricted cultural situa-

tion (Lynass: g.npril, 1977). -
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Pride-in co-operative endeavour and communi
(gnt of school faig

twin themes in Lynass' acc

The prov1nc1al government were acti

~to improve the involvement of young peopl

every spring they'd come out ‘and give.the \\P
to plant. In the fall, there'd be a school

judges from The Agriculture School at Olds,

involvement form

olved in trying

- farms, so-

children seeds

There'd be

* a garden, and others would pdar Kigs apfd train

horses in order to exhibjt them at the fair.

there were sewing, kni

dr the girls,

ing, fancy work, and quilting. For

the boys, there wereg/all types of Qrains. dsually,nthe boys

took care of the
)
same class, one

education. Thg parents took an active part.

dnimals; but.the girls were admitted in the

place where there seemed to be no sexism in

Some time in late September or early October, there would

§¥e a community picnic which would start early in

the morning;

and people would bring their.lunches; There would be handmade

.quilts, crocheted doilies, embroidered table covers, hem-

stitching, and clothes that had.been designed and made by the

student, all-products of young people working closely with

their parents or someone else in the community.

The student

who got the highest number of points got ‘a scholarship to The

Agriculture School at 0Olds where they could take

part in some

elementary, scientific agrlculture. It was a hlgh light of

the school year not only for its communlty assoc1at10n but

for the pride in being the best ‘in somethlng that you had worked

on by yourself. A student could earn as much as

which, in those days, was a vast sum (Lynass: 4

twenty dollars,
April, 1977).

Sports days, like thg school'fairs( were important events which

.

gave members of the teams a chance to travel énd to represent their

community by competing in other centres inthe area.

to- the way in which parents and adults weré ;nvolved;

Again, Lynass refers

33
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It's hard to dg justice to the sports day. There was a
sports day at Stettler that took in pretty well the area of “
central Afberta from north 6f Calgary to just south of Edmonton
‘Ponoka took bart, as did 0lds, Didsbury, and Drumheller. ‘
There was another sports day at Red Deer, one at Drumheller, ’ NA\)
and one at Trochu. We entered all»fbu;. Our - basketball team
one time beat the Gradettes at Stettler, and not oﬁe of us

-~ will ever forget it. We came to The Edmonton Exhibition to
play in the ?rovincial contest for basketball after’ our own
sports‘day. |

It would all start on the summer evenings after the crops
were in. We'd gather in thecschool yard at least once a week
and much more frequently once the farm work”lessened. Every;
body played baseball till it began to get dark; then the four
basketball courts wduld be occupied. The young men and women
who were out of school would play right along with those who
were in school. The parents Qho didn't play would be on the
benches keeping score,‘chéering, or just having_&hatvthey
called .a "chin wag." (I don't know where the word came from,
but it was Certainly used in our community: fﬁey'dAsay, "fk{;
had a good old chin Qag.") It all went into a community
understanding, a community appreciation, and forgiveness'of_»

all of us. I never felt hesitant about playing on any of

those teams (Lynass:. 4 April, 1977).
Christmas concerts, like the, school fairs and the sports days,
offered not only p}easant'diversion for the rural community but also,

more importantly according to Lynass; gave an opportunity for. a rehearsal
: TSN ‘ -

of talent in an atmosphere of warmth and solidarity.

The Christmas concert was part of evéry rural school.
People came from miles arouna, as fér as twenty, using a sleigh
and horses, to spend two hours listening to the‘gtudents.sing, ' e
produce plays, recite, and do gyﬁnastic danping. There were

some‘rathe; skilled people:‘ a pianist who @ent‘aﬁﬂib make her

<




living as a pianist and one or two singers-who joined church
choirs %in Edmonton, Cq&gigyf—ﬂdhtrqal; when theylleﬁt Delburne.
I agree with Gray in his "Elegy in a Country Church-Yard," )
where he says, "Full many a flower is born to blush unseen"; ;
but the talentéd-didn't waste their fragrance in our'commuhity,
They were appreciat and we were all better for having had
them as ours. I hlways look bagk to”those scbpél fairs, sports
&L _ ,
days, and the Christmas concerts as making room for the average
to just a little above average Qithma sense'bf appreéiatioh
thatvwe were, all p&it of a friendiy atmosphere (Lynass: 4 April,

1977).

. Lynass copcludes her account of Delburne and its activities by
;eferring to tﬁe.impéct of'fadio upon the imagination. The radio, like.
the other events, prbvided‘entertainﬁent as well as a focus of partiq%f
pation for schoél and éommunity, fp; young and old.

Then, of coursé, thére was the listening to the radio. We
knew what was in Fibber McGee aﬁd Molly's cﬁpboard hecause we
had one at home. We liked Cecil B. De Mille's plays. To this B}
day,‘I have never seeh an actor on the screen who approachéd - o

the actors in my imagination when I was about eleven or twelve.

Douglas Fairbanks, Junior, was not nearly as good in reality
as he was on the radio. It made room for us to create the
: charactér. We he&rd the voice, and wevpﬁt the sinews on that
vgice. We co-operated in Ehose radio plays. - These agtiQities,
thé,chautauquas,-schébl fairs, the spotﬁs days, the Christmas By
concerts, and listenihg to the‘radio, were é part of rural 7
iiving, rural learning, and rgral'teaching, limited in one
réspect but'in otﬁérg thoroughly fascinating (Lynass: 4
‘April, 1977). ‘ D | |
In the communities of Delia, Lougheed, and Delburne, éimila; to

. many such communities-at the time, Rieger, Buxton, and Lynass dgrew up

- and went to school in the twenties and early thirties. These were
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communities with blacksmitns and swimming'holes, communities in which-
books and educational opportunities were vaiued but limiteo,'communities
in which chautauquas,  school fairs, sports days,(Christmas’concerts, and
‘radio were important cultural events, communities in which occupational
opportunities‘were iimited or unattractive for those few who graduated

from high school.

‘Leaving the Community

' Formal education for many Albertans in'the twenties and thirties

a

‘ended with the grade elght departmental examination. Rieger says, "In

,1925, whlle the Public- School Leav1ng Diploma was the object of most
people, a great’ many of them didn't get one for various reasons" (Rieger:
9 March, 1977). Lynass, in the same vein, comments that "most-students

" didn't go beyond grade nine" (Lynass: 23 March, 1977) 'In 1925,

according to Chalmers'(1967: 75), the number of students in grades nine

to twelve comprised 9.96 percent of the total school population. He
outlines some of the possible reasons: the population was a generally

youthful one; many parents and'children, While valuing education to a R

certain point, did not carry'academic aspirations to extremes; there
were relatively few high schools, and most of them were in the cities
and towns; private schodls were virtually non-existent as well as

unpopular;_and the high schools that were accessible emphaSized teacher

N
S

tralnlng, unlver51ty preparation, and academic studies punctuated by

’ rlgld and frequent departmental examlnatlons (Chalmers, 1967. 1185-190).

Lynass corroborates Chalmers' observatlons.

’

We had been educated according to the Alberta curriculum, .
We had been led on a particular path, along a route that led

s il 3.+ e ks
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Y
to matriculation. Whether we were intelligent or just average,

we were eggpated the same; and that education was a form: of

force-feeding (Lynass: 23 March, 1977).

For‘those Qhom'thé high‘écgools did accommodate, the formal
program frequently endeé with grade elevén; consequently, furthek studies
had to be pursued on one's own ana outside the community; ﬁL\

For éeople such as'Rieger, Buxton, and_Lynass,,who were a part
of that small gfoup»graduating from‘high sChools,ithe first decisién was
tolleaveathe sma11 community. Each of the “three eventually went to normal
schqol} For each of the three, the aecisién to go tﬁ"ﬁormal school was,
intérestingiy enough) noﬁ.so much a matter. of choicevas of circumstanées
which combined’té make the normal schoolllook inViting; |

Even Beyona the boundaries of the small villages and.towﬁs,
career opportunities‘outéiae‘of educatiog, especially forvﬁomeh, were .
limitéd; Thé influx of sétglers in the early years of the province,

,however,'"together Qith~the'natural incregsé, led t6 an extremely rapid
_rise in.tﬁe‘number of'scﬁool pupils ana t§ a corresponding increaséAin
school di/svtl’ticAt§, schools -and clas‘srooms'f (Chalmers, 1967: 413). The
need for ﬁeachers grew.cor;espondingly: by'1912, there wefe-two ndrmal'
,,schégls, oné‘in Calgary and one in Caqrose; Thé,First World War‘addgd~'
' :tb the difficulties in staffing'classrooms. "By No#embe# of.1919'it'was

Apparent that a teachér shortage was imminent" (Chalmers, 1967: ' 415).
_”_‘,,?ﬁl = . ' ' ’ . : ) ' . .
. Trying to find more teachers, The Department of Education fin.l920 ...

embarked on a loan polic;’for prospective_teaéhers" (Chalmers, 1967:“415),
which helpéd to make the normal schools attractive. - L.

In 1929, the Great Depression occurred,.iﬁs effects later

éxacerbated on the prairies\by drought, grassheppers, wind storms, and

-

-



hail. 'The Depaftment of Education, however, was slow to change its loan

policy. In 1930, it was still possiblevto borrow money from the Depart-

ment. Ironically, perhaps the greatest impact of the Depression as it

affected education generally (leaving aside fhe matter of poverty) was

-

the resultant teacher surplus. |

When Buxton and Rieger left their communities in 1928 and 1929,
the Depression was still to come. For Lynass, a few years later, the

Depreséion was'only one obstacle among others which hampered her choice

of a career.

For Earl Buxton, in 1928, The Department of Education ioan

offered a solution.

I was living in Lougheed when I‘graduatedlfrom grade eleven
which was as far as the school went there in 1927. I was still
only sixteen, too young to go to nofmai; so I worked in a
grocery store for a year aﬁ ten dollars per week. I énjoyéd
meeting the customers but didn't find the job too remunera-'v
tive. I'd worked on stooking and bundle crews on the farms,

.and I didn't think that was too entrancing. ¥here were no
other opportunities avaiiable, so I deci&ed to try teaching.
At that ;ime, the provincial government was giving alloaﬂ_nwvwmmli
of four hundred doi}ars at eight percent interest. You could

borrow so much a month from the government to finance your

-

stay at normal, so this looked like a fair answer to-ﬁy
probleh. "I borrowed the four hundred QOIIars,.qgnt to Camrose
Normal, and took a couple.of_yéars‘to pay it back after I )
goﬁ teachihg‘at eight hundrgd dollars a'year-(Buxtoh: 18

[IRY

April, 1977). - :
In 1935, for Agnes Lynass, as for'Buxton,~horma1 school seemed

3

reasonable.- o

»
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I grew up always wanting to be a doctor; but our community,

although we never suffered during the Depression} also never

saw much money. Teaching was one of the three jobs open to

women that was readiiy accessible. I didn't want to be a

nurse or a etenographer, I was a reasonably good student,

I thought I could be a teacher without it

I enjoyed. learning, and I very much enjoYed my fellow students:

befing a fata,l'

experience. I didii't expect that I was going to-be a great

teacher. I wasn't even sure I'd be a ‘good teacher; but I

,felt that I could live w1th it, and people could 11ve with

me (Lyness~ 23 March, 1¥977). A i

‘After Rieger finished grade eleven, he worked for a year in The

‘Canadian Bank of Commérce in Delia. In the fall of 1929, Rieger left

"~ to study chemistry at The University of Alberta. His impressions of the

University, the laboratories, and his profeésors are interesting in the

contrast between the University and’ the village school.

I certainly didn't know what 1t»was like (Rleger. 2 March,

1977). During my last year in high SSEESI§ I becéme especially

interested in_chemistry (Rieger: 22 February, ;977); There

were only five or six in our chemistry class.” We had a tiny

. lab. When I went ‘+to university, the chemlstry class seemed

huge. Do you know the old Med1ca1 bulldlng? It has two'

amphitheatres. Our class was in one of those. - Now, to a

fellow who came "from a rural place to see’

that many students, .=~

it seemed huge (Rieger: 2 March, 1977); and, cf course, the

labs were a real eye-opener to me (Rieger:

22 February,

1977). I can almost visualize it yet (Rieger: 2 March;'1977){

- ‘There was an' excellent lecturer in chemistty (Rieger:

22,February,'1977). Stoner was his name.
Enfessor of mathematics, also impressed .me.
person. He wesn't'a teacher; tnat'is,'he

educatlon. -He had a knack of telling you

. Sheldon, a pro-
He was.an interesting -
had no teacher

Just enough to keep
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you going. but made you work it out yourself. Another pro- )
fessor I had who was very well known was a French professor,
== - : .
Eduard Sonet. A real character, he maintained his atrocious //

accent as long as he lived énd was certainly an energetic .
teacher who used all kinds of incidental information about - v -
his experiences (Rieger: ' 2 March, 1977).

-
0

Rieger "would undoubtedly have cont}pdéd in chemistry" (Rieger: 22
Fébruary,,l977) had he been able to continue at university;‘but Rieger's

plan was lost in the Depression.

THE DEPRESSION YEARS

, -

R

» Background to the Depression

Although R.B. Bennett, an Albertan, headed the Conservative -

gpvérnment of Canada, the prbvince continued in its peculiarly western
way- " Shortly after,géining control of its natural resources and electiﬂg
\. nine United Farmersqof Alberta mgmberé‘federally (MacGreéor, 1972: ‘261-.
262), Albéréa turned ‘from the'Fariefs:td fpiloﬁ Aberhart. Viewing Bennett

with suspiciibn, Alberténs derisively named their horse-drawn automobiles
. .
. A 7
Bennett-Buggies and the%r children's underwear, made of flour or sugar
N } R ’

- sacks, Bennétt—pnderweaé‘
Rieger commentsfon‘the impact of the Depression upon society apd'
'-education in general temms.
The Depression happened to so many people, almost everybody
where I lived. We did feel quite bitter about it. The really
bad- thing about the Depression was the unemployment. There
was neither”bnemploymeht insurance nor were there penéions,'
except for a few private companies, like the railways. There

were no old-age pensions (Rieger: 2 Mdrch, ‘1977).

L S S U



'In the thirties, if, women teacher got married, she had
to quit her job rightf there. This was strictly for economic

reasons. It was a g neral feeling of the public that w1th

 so many unemployed 1t wasn't fair to have a man and his wife

both earnlng money (Rleger- 9 March, 1977).

Commentlng on Bennett s insensitivity and his Buggies, Rieger

is trenchant in his observations about Bennett and the helpless anger of

people caught in the poverty of the Depression.

R.B. Bennett, the head of a Conservative government from
1930 to 1935, Qas the victim of the Depression. He and his
government didn't cause it- but they'could do nothing about
it, no more than could any other government anywhere. in the

western world. But naturally, one would blame the government,

and, perhaps, they did deserve some blame, too, because they

showed a complete insensitivity to people who ‘were out of
work. I can remember one remark Bennett made to the effect

that anybody who was willing to work in Canada could get along

well. To people who knew the realities, who were w1111ng to

- how

work and had trled for years to find work, such a remark seemed
ignorant and- callous. ' ‘ S ‘

Bennett-Buggles were old automobiles. People took the
engines out of them, put onvshafts, and put horses to pﬁll
them. They were very common because there were quite a few
old cars about, but people couldn't run them. You couldn’ t
get them repaired,‘you'COuidn't buy a license, you couldn't
buy gasoline; but the farmers still had horses (Rieger: 9

)

March, 1977).

—

Rieger explains what the Depression meant to him, personally, and

it changed his plans.

Whereas in 1928, when I flnlshed high school 1n the llttle
v111age Della, I had been offered three - dlfferent jobs without
seeking them, . two years later, after my flrst year at univer31ty,

it was almost impossible to find a job of any kind I did get
. |
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a summer job at’avsawmill'in Spurfield, near Lesser Slave Lake.
I think I was paid a‘dollaf and a half a day. Anyway, at

the end of the summer, I only had about seventy dollars. The
consequence was that I had no money for university. Since my
parents were just as ﬁuch victims of ﬁhis economic debaclé as
anybody else, I couldn't get help'from them. However, it was
still possible, in those days, to borrow mone; from The Depart-

]

at the normal

ment of Education in order to take a cour:
1 in the fall
22

school. I enrolled in The Calgary Normal Sc
of 1930 and graduated in the spring of 1931 (Rieg
February, 1977). N
. In this way, then, Rieger, as Buxton before him and Linass later,
u,énteres the normal school. Buxton, later, was to graduate into the
competitive market of the Depre§§ion. He would apply in' writing to ,

sixty-seven boards and interview mahy more before finding a position. \

Rieger, upon graduation, would not be so fortunate and would “spend ‘a

’

year in which his total earnings were six dollars'and-fifty cents. Lynass,.

¢ «

whose community had not been,affécted to the,same.degree by the Depression,

- was to béfmdre fortunate in graduating later wher the worst effects of
the Depression were almost finished. Ac¢9rding to MacGregor (1972: 271),

“the fall of 1937 marked the end of the disaster years." - However, all
of‘thié was stili‘in the future for the three who, by various roﬁ;es;
became students in the normal schbols of the provihcg‘in 1928, 1931, and

- . - B 4

1935.

Teacher Training: Background and o .
Context for the Normal Schools  »

The history of teacher training and certification in the province

is complex, involving normal schools,'the‘evolution of the faculties of

education, the roles of such people as Goggin, Aberhart,kLaZerté, Barnett,
- : ’ sl - .
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- Newland, and The Department of Education. (Later, there was involvement

of the junior colleges and of The Alberta School Trustees' Association.)
. 2

»

Selinger (1960), Patterson (1961), Chalmers (1967), Chalmers((1968), Mann

(1961), Myrehaug (1972), and Chalmers book on LaZerte (Gladly Would He

- Teach: A Blograpny of Milton Ezra LaZerte), not yet published, all provide

comprehen51ve, scholarly treatment of teacher training and certlflcatlon
Normal schools, one of Goggin's contributions to the western

» educational system, were responsible for all‘teacher training in the

province from 1906 to 1930 when the first class‘of seven teachers §radué§ed

from LaZerte's School of Education. The School accepted baccalaureates;f’

its graduates, after successfully completing an academic year at the

School, were certified to teach grades seven to twelve. Meanwhile,

M

the first-clas iea%, obtainable by graduation from the normal

schools; alloﬁed their jyraduates to teach all graoes frOm one to twelve;
and the noiaer of the ebond-claSs,certificateﬂeouié‘teach grades one to
eleven,‘

However, ce ification was and is a ministerial preroqativeé:
hence, The Department_of Education exerts some controlloﬁer teacher
training.l'The Det-artment, e3peeia11y during the teachervshortaées
resultlng from both wars, has 1ssued provxslonal certlfxcates, permxts,
'and letters of authorlty. U51ng Alexandrian eff1c1ency 1n 1ts approach

' to teacner trazning, 1t has shortened or waived teacher-tralnlng programs
As well, the Departmentlhas!1ndependent1y (£rom ae early as 1913) and
jointly with the University (frcm 1919 to 1944) offereo‘summer—school
eourses“for teachere. Although a paramount purpose of The Department of

wk‘-

Education Summer School was the conversion of second-class to first-class



certificates, it also offered courses in agriculture, physical educatic-

and enterprlse (Chalmers, 1967: 423, 428).

<In 1939, The School of Education became a College . LaZerte
\

its Principal. -Ultimately, in 1945, in an historic efflorescence of

institutional co-operation and leadership, the normal schools un@erwent

a transmogrification into The Faculty of Education. ‘LaZerte, now Dean,

/ _—
~———
—

moved from his College headquarters in a corner of St. Joseph's College ™~
+ (now Newman Centre) into the new Edmonton Normal School (no qubett\hall) ;"/-
which had beencummdeted in 1930 (Mann, 1961:J 27-29). LaZerte brought'/§~w
hto thegfacultthis commitment to observation and practice teaching which
| had been a hallmark of ‘the §chool. , - : , .
| With the foundlng of the Faculty, teacher tralnlng became the
respon51b111ty of the Unlver51ty. Henceforth, undergraduate programs and
degrees in education became avallable. (The College had been given the
'right to grant the B.Ed. Degree, but it was a degree granted only after
another degree ) an lmportant group involved in the Qreparatlons for
university teacher tralnlng was The Board of Teacher qpucatlon and
Certification. Established in 1944 as'avministerial advisory body,

the Board originally comprlséd representatlves of The Alberta Teachers
Assoc1at10n, The Un1versxty of Alberta, The Department of Educatlon,vand,. -

P

subsequently the unlver51t1es, junior colleges, and The Alberta Schooh
&

Trustees' Association. Wlth the absorption of the normal-school 1nstruc-

tors into the Faculty, normal schools ceased to exist.



Preparing to Teach: The Normal

Schools of the Thirties

Normal schools have been viewed in a variety of ways from the
times when early trustee5~feft‘that "there was a strange 'something' in
the meaning of the word 'normal' that caused peoble to associate it
immediately with a mental inétitution" (Charyk, 1971: 226%. ”Lynass,

IS

Rleger, and Buxton are probably falrly representatlve of this variety,

expressing moderately enthu51ast1c champlonshlp, phllosophlcal detach-

ment, and an active uncertainty.

Lynass is graphic- as she‘recohstructs what it was like when she

Ieft her small community to face the'strange and difficult new world of

o

The Calgary Normal School. v i

In normal school, the staff had to do a great deal more -
teaching than people'generally accept; for example, they
held dances for us. |Most'of oS’had grown up in a small
community where we knew everyohe. ‘We_were never without
a date because in our communlty they just said, "We're’

. going to the dance tonlght Anybody hasn't a ride?" And
you were part of the group. At normal school, you were
an individual; and the flrst dance you hardly knew anyone.
It was the flrst time I recognlzed how shy I really was.
.I was so shy I couldn't talk to a strange boy'because I'd
fever met a.strange.boy (Lynass: 23 Mhrch, 1977).

In her re—creatlon of the programme which was an important aspect

of the normal school currlculum, Lyngis explalns the kind of courage that

wasArequired in order to perfo;m before a large assembly of straqgers.

They asked us to do some things that were terrlfylng.
Every week there was a play or recitation, a programme, it
was called. Each.class had about forty mlnutes to entertain s

all the others--you know, two hundred'people! I remember

A}
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1
being given a pcem to recite. I don't recall the name of it,

but it starts out

They were coming across the prairie s o .
They were galloping hard and fast : ' o
And the eyes of the restless cowboy :

Had sighted the game at last.

I got started off all right, but I panicked and raced through
the last ten lines so that even I didn't know what I was
saying. Miss Fisher just said, "My dear, my dear, you must
not get nervous," as I ran off the stage. These programmes
_were a traumatic experience, although we didn't know the
. word. We had been perfectly at home acting before the forty
or the twenty-four students we knew in high school, b.t in
front of two hundred that was an epic performance' And what's
more, the audience at home you knew were as. stupld as you. L
You dldn t know anything about those people at normal school
who were watching you,. exceptlng that some of them had real
talent. Some of them were tap-dahcers, some were 51ngers,'

and some souynded very, very,clever when you llstened to them R g g

arch, 1977). : &

(Lynass; 23
In reflectikg upon the purpose of these programmes which called

for such her01sm, Lynass is forced to conclude that whatever her 1nstruc—
tors believed, shE*later found the experience of hav1ng part1c1pated in

the programmes invaluable when she had to organlze Chrlstmas concerts.

K

ii -.I think the programmes were solely to prepare us for

putting on the Christmas concerts and for working with the
parent groups. I don't know what was the instructors"’ aim.'
In those days, I would never have asked that question of an
adult. But whatever they were for, they prepared me well to
put on. Chrlstmas concerts that were con51dered exceptionally
good. They prepared me to co-ordinate a programme so that th

" audience dldn t spend more tlme waiting for the 1tems to come
on than for the items on stage.< They prepared me to have

ir :Ze-one children take part comfortably with grade-four and

&5 B . ) B . ) .
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five children. I understood the shynéss of going on stage and
the pride when you had got through it. "It had been an exper-
ience (Lynass: 23 March, 1977). ‘

Impressed by the instructors at the normal school,'Lynass gives
a colourful account of them and of the leadership they provided. She
concludes with her experience in obsefvarion and student teaching as she
found herself moving from admiration to commitment.

- When I moved from high school to the normal school, it was
my -first taste of highly educated people beyond the home} and
when I metvMiss Fisher, Dr. Coffin, Madame Ellice-Brown, Mr.
Loucks, and Mr..McEalla,.I knew»thatvI wanted to be in their
group. They were most amazing beople at The Calgary Normal
School. Dr. Ernest W. Coffin, who hagd. eome ffom Prince Edward
Island, was a wonderful principal (Lynass: - 16 March, 1977). I
‘can‘remember Dr. Coffin-saying to us that we'd be very brave
people to. go into a rural school and insist that everybody
.say, "It is I." We'd be wise}to'teach'that. but the students
weren't 901ng to say it. They might write it. And I - o
remember one of the normal school teachers talklng about
school lunches and .suggesting that perhaps the students should
have tuna-flsh sanw1ches. I hadn't tasted tuna fish at that
tlme myself, and some very husky and able young men had got
through our school on bread and jam. (Lynass: 29 March, 1977).
' Mr. Hutton was the art teacher, and he was the.only teacher I
-have ever met who could be serlous and comic in:the same breath.
MlSS Eisher was, perhaps, the most amazlng English teacher I've —
ever met (Lynass: 16 March, 1977). Miss Fisher would have "%
‘ these’ great lumbering farm boys acting out the animals for’ '
some silly little grade-one, two, or three play; and they'd
. 'be having a good timee-farm'boys who hadn't learned to walk
" really upright, joining righc in with something as silly as-
Hi diddle dinkety poppety pip

The merchants of London
They wore scarlet.




They'd be beating it out and narching round the room. I saw
human drama right before me. I wouldn't have known what to do
in a rural school if l hadn't met Miss Fisher and watched her
at work.. All of the staff had the same v1ta11ty, knowledge,,
_humour, and creat1v1ty. : ‘ ’ "
We wandered around all the clty schools, watched a few of

the city teachers, went to work, and accepted their criticisms.
I don,t sSee anythlng wrong with direction when you re travelling
in a wilderness. And then I went into a classroom .1 came’
away from the normal school with honours in.teaching. I.had

~ been hooked as nd alcoholic was ever hooked I was hooked on

teachlng because the children responded to me (Lynass.' 23
. March, 1977).

Rieger, who had attended the same normalvschool.earlier, looks
at hls experlence with moreiphilosophical'detachment than enthusiasm.
Perhaps, normal schoolj, with its practicaltcurriculum, was disappdinting
forvhinvdirectly after his year at the University. Despite that year,
upon entry into The éalgary Normal‘School, Rieger anomalously found
himself.ineligible‘for-the first;class program; Achrevxng grade—twelve

standlng and attending The Department of Educatlon Sunmer School -later

’

qualified Rleger for the flrsteclass'certlficate.

The program in normai school consisted malnly of a rev1ew
of the materlal in the public school from grades one to. elght
- The teachers assumed, rightly in most cases,,that we ddidn' t
know the history, geography, mathematlcs, llterature, and the
other subjects that constituted the publlc schov.: pceogram. In
addltlon, there were some hlnts about how to zeach these thlngs,
‘and we. did some practice: teachlng. We planned and taught
_ 1nd1v1dual lessons, however, there was no -instruction in
educatlon, no history of educatlon, or philosophy. We did get
.a few lectures, about one per week in the last half of the
- year, on psychology. It was’ strlctly a pract1ca1 educatlon

(Rieger: '22 February, 1977). S ' L

R - L S 1
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Students who had grade twelve and who went to normal school
were ellglble for the first-~class certificate, and students who
had only grade_eleven for rhe second-class certificate. - I had
been to university for a year after grade eleven, but fhe normal
school didn't deem that equivalent to grade twelve. I had to
take grade twelve subsequently; which I did on my own._ Because
I had'taken mathematics, physics, chemistry, French, and English

at the university, it wasnit much of a problem for me to get -

up enohgh. to make it., I had The Program of studies, and .I had

some of the text books. I didn't get very good marks in some
of the subjects, but I got enough to get credlt for grade ‘
twelve. I took a five-week Department of Educatlon Summer
‘School which qualified me for the flrst-class certificate

(Rleger: 9 March, 1977).

Buxton expresses MLsglv1ngs about the degree to which. The Camrose
Normal School in 1928 -1929 was successful 1n preparlng hlm for rural"
teachlng; He feels that although the 1nstructors did thelr'best, the
currlculum was not very helpful. He remembers that_the 1nstruct10n
relied heavily upon lectures ~and the wrltlng of'notes on the blackboard
It is hls opinion that more direction could.have been-focused upoen suit-
able'books'for soﬁool libraries and for personai; professional ligraries.‘
While Buxton is ready to admit that you?Eful preoocupation with extra—‘
' curricular interests may hare partially obscuredathe merits of the normal
" school, he is uadonviaced about the value of the training he reoeived.4

My experiencerseems to be different from those who went to
‘Calgary Norﬁal about which I've heard good reports. from those

who went there. The teachers at The Camrose Normal were. all

very close to gods to us because they had B.A. Degrees. I
didn't find the program very inspiring in most areas. They did .
thexr best, but I didn't get too much inspiration or. too ‘much .

that was of practical value to me when I Went into the rural



school. I don't,know why that was. Perhaps it was partly our
own fault. We were youngsters: from the farms, from small
commnities, from towns of the type that Lougheed was, two
hundred and f;fty people. Most of us came in with grade.
eleveﬁ,and,not grade twelve. This was our first time away
from home, we were young, the boys liked the girls, and the
'gifle liked the boys. We were involved in all sorts of
:activities outside the classroom: danc'ng,_whereuer dances
took place, meeting uptown, or hav1ng a p of coffee together;
"I have .the 1dea that we didn't take the whele 51tuat10n too
seriously. ' .
- There seemed to be qulte a little bit of theory, a great
’xfdeal of lecturlng, and much writing notes on the blackboard.

B . :The lady who taught us prlmary work and music made an effort

to show us how to teach students to read, but when I went out,
s

<t

I had to devise most of my own methods.V* Gerald Manning, a
'hlstory scholar, ‘aid attempt t%{glve us a picture of British
hlstory, which he did’ S" filling glackboards full of notes '
which we copled. When I look back over the notes, he did have
— a prétty fair sufvey of British history whlch we were taking
at that time in grade six and seven. ﬁlmOSt all of our 1nstruc-{
tors, the men- partlcularly, had been superlntendents of rural
schools. We weére goihg into these schools, . and I ve had the
feeling.elnce that they could have ‘given us a better picture
of how you manageL We did set up lesson plans for a full
°oe school, grades one to elght, Wthh was valuable. I thlnk they
might have given us more. They mlght have said, "Here are -
some of the books you should have in your own iibrary and in.

-

vyour school libraries" (Buxton: . 21 April, 1977)««

In contrast to his dlssatlsfactlon w1th content and methods of
instruction, Buxton” believes that bhis practical experlencenln the

-classroom was worth while.

/ “ - ’ . . ‘, - . e




Practice teaching we did take seriously, and I remember
my practice-teaehing.lessohs._ We taught twelve) as 1 recali;'
and I rather enjoyed those and the stiﬁulation of trying to
get new ideas- that I could take into classrooms. This was
buttressed ‘by a week in a rural school Precedlng Easter,
‘the normal school closed a week early. and each of us spent
‘a week in a school near our own home working with a teacher.
>; got considerable experlence.wlth Ted Johnson, the teacher »
with whom I worked during that week. ‘I don't intend to be
critical. YI shguldn't be.‘ They were attempting to do a good
job. Perhaps'it was partly'that’we (I was seventeen) were
young_ahd'partly that my experience at normal must have been
_eclipsedaby the actual situation that I faeed'(Buxton: 21 )
April, 1977). ” '
o | S o o ' N -
Although Buxton is hesitant about the training-at normal school,
he is‘appreciative'of having met his wifey Dorothy,'there.
At Camrose Normal, I met Dorotﬁy Cox, whom I later persuaded
‘to become Dorothy Buston--after I paid off my Normal loan;
acquired a first-class certificate; and got a job as principal
of a two-room school at Gibbons. She has been a marvellous
wife, has helped me immeasurably with my career; and has been
an.ercellent-mother to our three children (Buxton: 21 April,

1977)

While he was at Camrose, Buxton aiso met Sergeant-Major Barker

. -
o

who became a ‘close frlend and whose 1nterest in box1ng 1nfluenced Buxton -

into a championship.
, At Camrose I also began a iifelong friendship with'Sergeant-
Majqr Bill Barker, who was our physical education’instructor. '
When a few of us expressed an interest in boxing, with thth
he had had some experience in the army, he organized a bokingA
club in thch we trained two or three_evehings'a-week. "In
| November, Barker registered three of us in the provincial boxing

- -
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championships to be held later at the Memorial Hall in
Edmonton. 'ﬁe approached the competitions with some trepi-
dation, but were surprised when each of us managed to defeat
two opponents and win a title.m We continued our participa-
tion in tournaments during the next three years whlle we were

teachlng near Edmonton (Buxton: 21 Apr11 1977).
. Buxton found that his boxlng tltle was unexpectedly useful in
hls career. The box1ng sessions "he organlzed, later,: became communrty
. events as important as dances and the Chrlstmas concert.

‘hStrangely enough, my participation in boxing influenced-
my teaching career. In my‘app%ication-for a teaching job at
Cloverdale School (whlch I shall mention later), I had enclosed
a letter from Barker stating that I held the welterwelght
_champlonshlp for Alberta. After a personal 1nterv1ew, the
.board decided to hlre me because I would be able "to keep ' .
those tough kids in ‘line." Actually, after I began teachlng
in the school, I found the "kids" frlendly, 1ndustr10us, and
co-operatlve, and I did not need any puglllstlc ab111ty to
"keep them in llneqﬁ Neither did I ever find any need for‘
the blg rubber strap that my predecessor had left in’ the top
desk drawer. ’ o : , v e

.For- the next three winters, I tralned two or three nlghts ’

‘a week in the school, sparrxng w1th young farmers or the
“husky sons of older farmers in the area. I think that we -
had at least fifty or sixty men--sparrlng partners and -
observers—-out to each session. ’ We pushed all the double
desks to the 51des of the room, used two gas. lamps suspended
from the celllng for lllumlnatlon, and a member of the board *
acted as time-keeper for the three-minute rounds. .Soour -
boxlng 'sessions, along with. the occasional dance and the
’Chrlstmas concert, became a part of the social life of the
community.”

_Oddly enough, several_years later‘when I applied for thet



principalship at Fort Saskatchewan, I found the male members
of the board 1nterested in hiring a teacher who was also a
boxer, because he might help the hlgh-school boys to "look
after themselves."” So we formed a school boxing clup at

Fort Saskatchewan (Buxton: 21 April,'1977).

Learning to Teach: . Summer
Schools and University

Graduating from aormal schooi in the Depression years meant
finding a ﬁqb and then trYing to keep it. The young and‘inexperienced
graduateS'who were able to find work often faced hostile or indifferent
Boardsf The schools in which they tried to teach all subjects to as
many as‘f9rty children had few bocks'and little equipment. Many.teacheis,
however, found not only enjoyment but challenge in their'teaching and '
assumed anvextraordinafy professionaiism whichbled them tc»register}in
‘, summer schools'and to attend university, |

Sucsequent to_their,gradgation from normal school and coincident
with their teachinq, ﬁuﬁton and Rieger.attended summer school after |
summer school to achleve degrees in’ arts and in their chosen- profe551ons.
Lynass also atteaded unlverSLty and summer school, but an a dlfferent
-way. Although ail three ha; become teachers by chance, experlence in thex
claSSrQom and meetin dedlcated people led into commltment, along with

which came-the desixe for knowledge and advancement.

: Like ger, Buxton also began by working, mostly on his own,
tc achxé;e/;;f::-twelve standlng. At thls tlme, he met Fred Young,.a
mathematlcs teacher, who so 1mpressed Buxton that he spec1a11zed in -

"mathematlcs.‘

T
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I had been teaching in one-room schools for six years.
The only way you could get to any better school ﬁas to have
a first-class certificate which meant grade twelve and a |
Department of Education summer session devoted to extra
education courses. Fred Young, a man with tremendous know-
ledge and enthusiasm, ﬁas,teaching mathematics at The Southern
Alberta Institute of Technology when I was taking my grade
,twelve. Each year, I'd take two or three grade-twelve subjects
and write the exanﬁ History, llterature, the survey of the
history of literature, Composition 4, which was a text ‘in
itself, these could be managed extra-muraily. Mathemetics,
however, .I had a llttle more difflculty with. because the -
explanatlons in the books,at that time, were not too rounded.v
At summer sessions in Edmonton, Fred Young taught me trigono-
metry, analytical geometry, and algebra. I still remember -
him rather fondly as a person with- all sorts of vitality'who'
made me so enthusiastic about mathematics that later, for a .
while, I became a math specialist. Mathematics was my subject,
not English, when I was teaching in the smaller schools (éuxton;
18 April, 1977). - |

Rleger s dreams of becomlng a chemist were interrupted tw1ce,
once by the Depressxon and then, permanently, by LaZerte who prcmpted a

‘ llfelong dedxcatlon to educatxon. Rieger outllnes the years from 1929

,»to 1954 that he spent teachlng and go;ng to unlverszty as he slowly

' acqulred his B. A., B. Ed., and M.E4.- Degrees. Of. the twenty-flve years,

-only two were spent in full-txme'attendance, his first yeer in 1929 and ~

'the significent year in 1938 . Although he thinks-that there was an’

‘ advantage in’ being a peremual student, he does not recomend it as the

L,

best way of obtalnlng an educatlon. : -

<Beglnn1ng in 1933( each summer .I attended the summer session

thﬂhe University and continued ‘working on my Arts,Degree (Rieger:'
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22 February, 1977). I didn‘t major. I have a dog's'breakfast-—
courses in French and English, economics;rhistery{\sociology,
physics, and more math than anything else. I didn't pursue
ehemistry, and the reason I didn't was strictly practicai.

You had to take labs which were very difficult to ﬁanage in
summer sessions. You could only take one course'which would -
have meant-twelﬁe'years of summer school instead of six (Rieger:
2 March, 1977). Having the B.A. enabled me to get a high-
school position which pa1d slightly better than elementary
school. The allf,f">'”3uha degree was usually a hyndred

e dollars,:whieh wa it 1ncent1ve, but I must have
thought it wqﬁldyg: h and, © fscourse, I didn’'t mind

learnlhg IQ;: ) ﬁf;'qgas a g;rden, and the summer '
schools were a-qrea kngeé afterﬁkeing’out in the country
‘forwa year. You dldn1€$!un 1nto the city for week—ends in

those days (Rieger: 9 March, 1977).

Rleger ‘explains the events which led him toﬂgive up the idea of

o

beeohing a chemist in'favéﬁr of staying in education.

In 1938, after'fbur years at my second school, I took a
year off, completed my B.A. courses, and} in addition, took
‘some courses in what was then The School of Education at the
suggestion of a friend. This is a turhing—poiht beéSuse it

was through‘the School that I became interested in'educatioh.
Up to that tlme, I had -been concentratlng on the cour ses for
myVArts Degree (Rieger: 22 February, 1977). When my friend -
offered to take me into his home, board me, so I could finish
that year, I had only three courses 1eft~to do, so I could" _

. take something else. Before he suggested The Sehool_of ‘
Education, I may have heard of it; but I wasn't interested

v/because I still had in my mind the 1dea of pursulng chemlstry,
.whlch is what.I would have done if thlngs had turned - out
drfferently. I would have spent my llfe in a lab some place
(Rieger: 2 March, 1977). ' I was in The School of Educatlon .

.when I first realized the p0551b11it1es of educatlon.
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The School was in St. Joseph's College: in the east end,

there were two classrooms, a couple of small offices, one of :
which was a library. Dr. LaZerte and Dr. Smith were there,
as well as Kenneth Argue, a grad student who did some
lecturing. The enrolment was about twenty—five. These
were ‘students who had a Bachelor of Arts or Science and .
were preparing to teach high school. . After I had been in the
School, I knew I would centinue-in education. I don't know
*L_ " exactly when I realized this, but;thete is no question that
Dr. LaZerte was instrumental in my decision. I have never -
Fegretted it (Rieger: 2 March, 1977). -
I continued in the next few summer sessions and recelved
_ a Bachelor of Educatlon in 1945 which required about six
/)// ‘courses. - Aé\tt:t time, it was a degree after a B.A. or a-b '
/ . B.Sc. There was no undergraduate B.Ed. I received the Master
of Eduéation in 195 also by way of summer sessions (Rieger:
22 February, 1977). | o '
. My university education eontinued over the period from -
1929 to 1954, when I first started to when I finished my
v , Master s. That s twenty—flve years. I was continually a
' student, all in summer sessions,- except for the first year-
in 1929 and the year in 1938. That had_some.advantages, but‘
I don't :ecommend'it as a way of getting’a’university educa-
— tion (Rieger:“ 2 March, ;977).
) Buxton, whose experience in acéuiting his universdtybedUCatien
parallels Rieger's, draws much the'same concluéion: that it was avslew
and frustrating endeavour. Although BuktOn's B:Am was general and he
was- still teaehing mathematics, he was also coming under the. influence ef
1mpre531ve teachers, Salter, Broadus, and McCourt, and beglnnlng to lean ,?

more toward English, espec1ally poetry -

‘After I'd been teaching for a while and had completed my
:érade twelve,\deec1ded‘that what I wpuld need if I were 901ng

R



to get anywhere in teaching was a university degree. I had

some money saved; I spent a year in uniyersity; got married,
~and from then on, summer after: summer, ‘I took my university -
degrees, the B.A. and the B.Ed. at Alberta and the M.A. at
washington. I would teach throegh the year at a salary of

nine hundred or a thousand or eleven hundred dollars. My wife,
‘Dorothy, was alweys'there, always cheerful,"belpful,'encourading,
and frugal. She weuld manage'to save enough so.we could'Qet

a room somewhere in Edmonton so that I could.go to summer

school, taking two subjects a year until I got my B.A-‘Degree.

. We had a basement room the summer I was studying Shakeéspeare -
with Dr. Salter.‘, Dot would be feeding our daughter,, Bonnie, .
fwho had been born that June; and,'at the same time, she'd have
the Shakespeare book. open, asking me quotations from Vatlous
plays so I could spot the quotatlons.‘ Bonnie became qulte
literary. She has spent‘her 11fe in writing, and there was

every good reason for that: she was learning Shakespeare

before she was weaned' o .)-.‘ -

My B.A. was as much in history as in Engllsh, and I dldn't
really‘start to specalize until I went 1nto the B.Ed. program._
My Master's at’ Washington and my Ph.D. were loaded largely '
with English because, by then, I found this field was most
interesting. I think my background-unconsc1ouely had been
in BEnglish. I enjoyed poetry. I think the influence was . - _
Broadus and Salter, .also Ed McCourt from The University of
Saskatchewan who taught us Romantic prose and poetry durlng a
' summer session. Taking most of.my B.A. at summer school,_ I
think five sumher-sessions eftef my one year in; my choice
was pretty well limited. I took economics;vtwovor'three history
courses, Romantic and Victorian literature; and I took Math.

40 because I was teaehihg math at the time. I think the range
was greater, and there was less of this matter of a mﬂjor and -
a minor: that came a llttle bit" late:, My degree was wide
open (Buxton: 18 April, 1977).
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Outlining his academic aspirations and motivations, Buxton goes

on to observe that while he has been happy in his work, Spending nineteen

years to obtain his degrees entailed consxderab&e sacrxflce for him and

his fam;ly. . ~ L .

Why the summer after 'summer? 'Well, I wanted to:- finish
that degree. When they organized The Faculty of Education '
here, I was on ‘the demonstration staff. I thought I'd better
find out what it was all about, so I took a Bachelor of Edu—
cation durlng evenlng and summer S&SSlOn. Then I'went to
Calgary on the staff of The Faculty of Edqutlon. B.A., B.E4.,
and a professor in a unlver51ty? Not good enough. So I went
to The Unlver51ty of washlngton three summers, wrote a the51s,

‘and got my Master’'s Degree. But Master's Degree? Unxvers;ty
~professor? Not good enough. You're not going to get‘to full _
professor with a Master [ Degree.»so when I had the opportunlty “
tb go to Stanford on a fellowshlp, I took it. There~1t is.

7]

It was a matter of what s the next step ahead if .1 m going . é/ —-y

to get anywhere. nﬁg,, o _
I ve been generally happy 1 y'work. I}ye enjoyed _ ;,ﬂ ~s‘
oL relatlonshlps w1th students throughout rural schools and
- villages, Edmonton junior and senlor)hlgh“schools, and on
. the Faculty, the undergraduates and grads; . so I don't know )
.that I would make any changes. I would say, ow1ng what I o -~
know now, af I could have I would have borrowed the money ' v h“, .
‘to’ take my un1versxty degrees rather than taklng almost all '
of them at summer school. I spéﬁt nlneteen summers taklng
various. degrees, which 51mply meant that time was taken away ~
from recreation and family. I think that we would. have ’lad o
a more complete and rounded life if I'd been able to get the
ﬂdegrees more quickly- Perhaps that s & dream because, a’»
that time, ‘money was very, veryﬂdlfflcult .to borrow. we-
simply had to lxve on what we dould save o t of my salhrxes
in the schools. " The slow rate at whloh*} bt my unlversity
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education was a frustration. Worki .; summer after summer and
winter after winter doesn't leave ycu much chance for holidays
and doesn't do that much for theﬂfamiiy (Buxton: 18 April,

1977} .
3

-

Unlike Buxton and Rieger, Agnes Lynass had graduated with a first~
class certificate; conseqqentl}f she did not have to achieveAgrade—
. ¢ i

twelve standing while teaching. »Although she joined the-Air Force, she
does not consider either her learning or her teaching to have been inter-
. _ B ' g o /
rupted; on the cornitrary, she believes her service to have been adv%ntabeous
. ’ 4 ' . v | .
professionally. . . T .
’ _ Upon' her return to.Alberta, the Veterans' Program enabled her to
. {

»

L : B : '
obtain her B.Ed. in full-time’ attendance in The Faculty of Education,

‘ﬁhere she found herselﬁ‘ihspired and challenged. Like Bukton, Lynass had
. ‘ : Lo o o -
been originally interested in mathematics. By a curious coincidencegy it

' "was Dr. Buxton who influenced her to change 1> English{ Although LynaSs-
L G - ~ ’
did. not have to acquire degrees in plecemeal fashlon, she, too, became ' s

a lifelong student, registering in evening agé summer coursiﬁ at The

N NS :

University of Albertay and especidlly, in summer courses &t other univer- .-

! sities, which gave her the opportﬁnity to 'travel and study. Over thqy P ' .

€ P
p2 ° <

years, Lynass has studled not only in Alberta but elsewhere in Canada,‘

S [ ) (RN

the Unlted States, Scotland Wales, and Bngland.

COmingjhack after the War, T thirk c1rcumstances and
* people met;* It was a good time to be 1n_educatlon. I entered
The Faculty of'Education in 1946 on the Veterans’ Program
R LaZerte was»Dean when I took my B.Ed. -Dr. Gillies yas one of
my. educatron professors, and Dr. Coutts was anothet.f They

were both in methods courses. I could say nothlng about . ‘ ;' .

i
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4Teaching; The Schools of the

* . ,
One time when T was at The University of Alberta, I taugh:

a lesson for Dr. Buxton. His class 'was exciting and wonderful.
When Dr. Buxton asked me what mark I expected to get, I'saié

I didn't care. I'd had such a good time that if he failed me,
it would still be the best lesson I'd ever taught. Dr. Buxton

-~ was the person who decided me that I was going to teach

English. 1In order to teach my lesson in hrs class, I spent
seventy-two hours in preparation for it. I worked with Dr.
Kreisel and approached at least four of my English pro.s at -
the other end of the pampus. When I went into Dr. Buxton's'
class to. teach Ehat lessone I was prepared It was a lesson
on what hernalled pdhzle poems, a real chal denge. I never
Looked back afteﬂ’that (Lynass: 16 March, 1977) . |

I veﬁy early learnea the joy of learnlng somethlng, and

‘.I haﬁe made it a.point never to quit going to un1verS1ty.

Once I- had a degree, it gave me the right to the JOb and
llberaégo me so that I was free to take somethlng else
(iynass. 23 March 1977) I have studled in the States,'
in Glasgow, in Edlnburgh, at’ Barrle, and at Eastbourne. I

spent a summer at MoGiltl. I went down to Stratford in connec-

tion with the unlver51ty at Hamllton, where I met John Braown w»

A

from Sussex and Barbara Mendonca from Bra21l two inter-
natlonal Shakespeare scholars. *I've worked with The Natlonal

Fllm Board, gone O\erseas to The Brltlsh Pilm Institute, and .

' -another tlme to The ..ociety of Educational Television and
£ .

Films. I took my B.A. in'hiStoryihere in 1962 after I had

‘completed'an M.A, in,English and: found myself wanting

YLynass: 16 March, '1977).

st
~
v

‘Thirties . ©

Whlle they learned- bog.E h disciplines and methodology'ﬁn normal schools, in

,the Air Force, in summer se551ons, or in full txme attendance at unlver51t1es

s
.
/

LN
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For all threexpducators, learnlng and teachlng were 1ntegral.
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here and else&geieﬁ they werexalso learning to teach by teaching. Each
of“the three began by teaching in the rural schools of Alberta in the
thirties; for each, the experiences were various and significant. Their
reminiscences provide not only a colourful picture of early‘and later

rural schools but also asse:. tl.» virtues and weaknesses of the systemJy'J
e py'.’«

In 1931, Rieger, hvweve*‘ was neither teaching nor learnlng‘&wzii
an academlc sense, although ... .as still learnlng about the Deprqaqgggj
and its penchant for interrupting his plans. It was 1932 before he found

}employment. Subsequently, the experiehce for Thomas Rieger, who spent
thirty-four years as teacher and as principal in small town and village

schools, was larded with frustration arising from the poverty he observed,

from poorly equipped schools, from uninspired inspectiOn, and from

professional isolation. On the other hand, he was also afforded a great
’ : S .

anount of satisfa@lion and accomplishment as he successfully countered

'the obstacles in his way. . - . " ,

| . In May, June, July, and August.of 1931, I went looking for.
a job. I couldn't find one. There %ere‘several hundred other
. teachers in the’ same situation. By, that'time, the total number
craduatlng from the three normal schools l}s about one thousand.
The number of schools across the prov1nce had not 1ncreased-
and people who had JObS were holding on to them, unliké rg the
twentles, when many teachers would teach a yeihbpr two and . take
- up somethlng else. because there were tremendous opportunities
in those years. I was unemployed for a whole year, except for
one week's work stacklng wheat bundles for which I earned six
dollars and flfty cents (Rleger.i 2 March, 1977).
- However, 1n 1932,'1 got a Job at a school a few mlles south
of Della called the Enterprlse Valley thool Dlstrlct. This
‘g school had about twenty ‘pupils from grades one to ten. I,lived - .

in a teacherage ‘there, although it was so close to Delia that I



came home every week-end. I taught in that school for two
years, at the end of which time the school board thought it
. was tine for a change; so I was fired (Rieger: '22 February,
1977);.v1 was disenchanted. I don't think I did a very good
job there, which isn;t surprising whenvI consider what I knew ,
’ then. Perhaps it was just as well that I had to move. My
later expériences were much better (Rieger£ 22 February,

1977).
Rieger presents a compelling and uncompromlslng sketch of the
by
teache d the school of the thirties with its lack of. equlpment and

books. From his remarks upon inspectors and working c0nditions arises

f isolation.

It is hard tot imagine now what‘a'one—room school Qasylike. e
Just picture the teacher, a boy or’'a girl, elghteen yeans o&d,‘ .
who has flnlshed grade eleven, usually in some small town%bt
v111age. At that time, about half the teacher'candldates JT%
came from‘small places. 'This person had a year.ln the nofmal
school and went out to a one-room school whlch would have ten
to forty or more students (these were extreme--the average

was about twenty) from grade one+to grade nine o ten. This
school had,a little blackboard and some desks. §Em

you could adjust the de;Eg with a wrench, There ﬂl!ino prov1510n

for artificial lighting. The heating was generally a b1g stove

metimes,

oalled'a Waterbury. It burned coal in the places whére I :
taught, wood in some'?laCes. There was a jacket around this
stove so the heat tended;to circulate. The jacket would
brotect you so you oould'get close to the stove._ The'sohool
rooms varied but.Qere usualiy about twenty feet by thirty-five,
" a. fair size, which—the stove heated fairlyiwell although the ‘
' floor was cold. The air was very dry. There was provrsion
for putting water in a tank on the stove, but szzwas 1nadequate.
| There was»no equipment--one box of chalk, me paper, maybe
a map or two, sometlmes a globe, a gardstlck, and a handbell.

. L~
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Most SChools.had what was called a library. That was a couple
of shelves that held some books. 'In one school, there were
books which had been donated before I got there; including .
.some good classics. I read everytning I could lay hands on,

naturally, because there wasn't much to do. I can remember

Henry Fielding's Adventures of Tom Jones. . i had never heard
of Fielding. A I found it most. lnterestlng' I don't recall
that the kids ever readyltl .For physical educatlon‘all we
had was a ball and a bat. e t
You were entirely on your own although there were school
inspectors who came around once in a while. For example, I.
was in one school two years, and an inspector came once; I
was four years in another,. aﬁ@?%hedinspector came twice.’ They
"would 1ook at the condltlon of the premlses, inclyding out-
bulldlngs, and if there was somethlng,wrong, tney d get after
the school board about it. They would look at the pupils'
work. They would listen and watch you teach and make an
b assessment There were no continuous contracts. There was
" no provision'for any Board of Reference. In facta'teachers

had no rights at all. (Rieger: 2 March, 1977)
Rieger looks back to his experlences at his second school . with
a feelingﬁbf achievement. His account is appreciative of community interest
in teaching but tempered by reallzatlon of the kind of poverty whl%P

neceSSltates a partlcularly grxm 1nvent1veness. Rleger also dlsplays a

sense of frustratlon ar151ng from the knowledge that schdols 1agged so

far behind the rest of 5001ety. SR o 2~ /’;7

" AP * ) ) v —
After!belng fired from Enterprlse Valley, I.found another

-

T
L

school, alsq not far from Della, called Sprlngwater. It was "4
BN %

- a chh better school bulldlng. It was .made of stone; as a matter
gédfact, the bumldlng still stands in 1977. Also, it was} in
some ways, th€ter communlty. ' There was a community splrlt

. theré an xntere t.1n~the1r school and in other act1v1t1es. /
J:‘q"'l 9 - ’.‘ -" ~‘~ . ) -
. 7 ;
- 1 amy, W
AT Al

y



-

I can remember improyising all kindsﬂiy'

: there was a natural pprlng. There we made the rlnk. The kids R

'farmer—-thls is hard to belxeve in retrospect but it's a fact--

I stayed there four years, and look back on that time as oné
of the more 1nterest1ng and worthwhile ﬁerlods of my teaching
(Rleger 22 February, 1977). . I was happy there because I
felt same sense of accomplishment Qith the twenty—eight kids
I was responsible for (Rieger° 2 March, 1977)

The school in Sprlngwater was a bit unusual in that the

desks were movable., The people who built the school——the

area wasn't settled until about 1920 and then'mostly by veterans
of the First War--were reiatively young and wanted to use the

school for dancing; so they'made the desks movable. It was a

‘good, hardwood floor, which was a rare thing 1n schools.

Phys. Ed was a particular interest of mine at that tlme, S0 4

a couple of times a week, we moved‘the desks a51de and used

" the floor -for gymnastics, tumbling, and pyramid building.

Eventually, We did some apparatus work ’vuth a’vaulting horse
and parallel bars that we improvised (Rleger 9 March }977) ' ;
Although Lcan't think of anything that was very traumatic,

there were frustratlons. One was the lack of equlpment in

schools whlch wasn't shocking to me because I started w1th

nothlng, SO my expectatlons ‘weren t very high; but I was
for improvement.

always aware that there was a. lot _of_-,"
! 'qulpment for physical

“
S,
-, "

. % .
educatlon. At Sprlngwater, ‘the farmer, in whose house I V-

boarded, and I built a skatlng rink. In a corner of his and, SR '_ i

—nThas

got some skates one way or another. There was only oné who ..

had been. on the ice before and had seen hockey. He had spent

-.a year in Drumheller. All the other kids ‘had never even seen

anybody on skates. Anyway, I was going to teach them to play
hockey; but they had no hockey sticks. This resourceful ' e 'ﬁi

weht into a little grove where he cut a bunch of w1llows,

selectlng ones w1th a- sultable crook and made hockey stlcks.

That's an extneme lmprovlsation, but there were many others.

I made vaulting horses, parallel bars, showed the kxds how to
‘fﬂ " & ’ A - o
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whittle out Indian clubs. We made our own mats out of sacks
and straw. 1In such things as duplicating equipment, we were
still using Hectographs in the schools long after any business
( place had Gestetners. It always hothered’me that everybody
had these things except the schools. I think T had been v
teachlng about ten years before I saw a radio in the school,
1n spite of the fact that radio had been fairly popuaar s;nce #
the mid-twenties. I always felt that we were behlng Eimes

(Bleger: 2 March, '1977).

In l§29, Buxton graduated from normal school and began looking
for a school. In an essay'Buxton wrote for inclusion‘in Sheffield's
study (1974: 61) Buxton explalns that "after I emerged from the Camrose
Normal School A & wrote 51nty—seven appllcatlons for a p051t10n,
agg'interviewed'school boards all over Northern Alberta,’before.I found.

a sanctuary from the rigours of the Depression in a rural school north

D45
s -

-of Edmonton." The condxtlons}ofvhls sanctuary were sugh, however, that

-classroom management in the‘one-room school w;th thlrty—elght students

in grades one to e1ght, ‘a rlgld and extensive currlculum, and a lack of

_.‘

books made for "a task that seemed to be about as frustratlng and unpro-.

'ductlJe as the labour of Slsyphus" (Sheffleld, 1974 “61). The 1nspector,

o

w1th a rather austere phllosophy of inspection, seems to have- conflrmed

'

Buxton s own views of his management. In thlS context, it is not surpr151ng

that Buxton, in retrospect, would say that he was "at the beglnnlng not
;too entranced with tSEChing (Buxton- 18 April, 1977) "When he learned,
however,; that not only could children work lndependently*put ‘that they

could help each other, as well, Buxton. found that he had become a "manager

L

’ At
(Sheffleld, 19745 61-62). Along w1th this transformatloh his teachlng
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techniques and his classroom came satisfaction: "I found thatri_enjoyed
teaching. I enjoyed the relationships with students, and this seems to
have" per51sted ever. 51nce (Buxton:. 18 Aprilf 1977).
Buxton beglns his account of rural teachlng by explaining in
detailithe difficulties of dailyﬂlife quite apart from the classroom for
K teacher in the thirties. |
4}

in rural areas whare I began teachlng. The first four years 1

. Although notftoo serious, an early frustration was conditions

< , batched in a school called Cloverdale in a very pr1m1t1ve area;
for example, durlng the winter the roads drlfted 1n. I had
a Model T Ford which I couldn't possibly dget started in cold
weather, an& if I had I couldn't have drlven over tﬁe>roads.

" What I would. do is go to the neighbours who were on a road
that was open, go to~G1bbons or Fort Saskatchewan to buy myo
groceries, bring them back to their house, and then pack them

'in to the teacherage on my back. I’may'sound as if things
were very unsatlsfactory. They weren't. I was young, and I

rather enjoyed it; but the living in rural areas, at ‘that tlmev
was, to a degree, przﬁutlve (Buxton: 18 Aprll, 1977).

Books were scarce at the -time when Buxton began teachlng, he

: soon found lt necessary to exercxse the klnd of resourcefuihess demanded, -

of teachers in areas where materlals and supplles were nonvexlstent or

inadequate. _ .
e v
. I remember going to The Institute of Applied Arts and gettlng
little manuals that summarlzed the history that we were supposed
v ‘ to teach 1n grades five to elght. These manuals were very

. valudble to me at ‘that time because The Program of Studies sald:

"Grade Five: Canadian Explorers. La Verendrye, Samuel Hearne,
'Alexander Mackenzle, David Thompson. Indian Life on the: Plaxns.
The Canadian Pacific Railway. ' The Royal Canadian Mouﬁted Police."

The Program of Studles gave ‘me . a basls from whlch to work, but

Rl . c o
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I needed other books which I had to find myself and gradually
build my own 1ibrary. I took out my Books of Knowledge to

provide,éome background to the hlStOIY courses. I think most
" of the students enjoyed them as mﬁch as Iﬂhad'durlng'my
boyhooa. When I brought them home after five years_in'rural
'schools, Mother was concerned about their battered condition.
But Dad grinned and said,_“Perhaps that shows they have been
.well used." o '
~We had a few textbooks. ' The Public’School Geography,

which. looked at the'tarious‘continents-and countries, was
a useful book because students could read and draw their own
~ maps on‘the hlackboard- They could do their ownclearning.}
, Mathematlcs books,. as I recall, were very limited. At first,
I used. to have to write problems on the blackboard for each ' o

grade (Buxton: 21 April, 1977).

¢ : . [ -

For Buxton, the intricacies of the ungraded classroom initially

presented a problem of baffling dimensions, in the face of wh. a his .

first'inspector displayed an.evident aptitude for diagnostic clarity.

A great part of my learnlng to teach 1n rural schools had

to be achieved in the schools themselves. When you have ' -

eight grades, each'grade is going to get only one-eighth of -

your time, which means that seven-eighths of the time of each
stﬁdent~§s*$pent in the schooi workihg at something indepen- o
dentlfﬁ;;it has to be that way. All_right,_What do you do? ‘
What do you have the»etudehts do during that seven—eighths‘G ‘ .
of the time that‘is productive? How can yoa poseibly'manage

to: have grade ones being occupied- for seven—elghths of the day

out31de of your- presence? (Buxton: 21 Aprll 1977)

I went through a .long period of teaching in whlch I had
‘school lnspectors, startlng with J. J. Le Blanc in my -first
' year, comlng 1nto my room from time to time to inspect

We call them superxntendents now oxr superv1sors. In those
days they were inspectors of schools, hlgh-school inspectors
. o public-school 1nspectors. There was nothing wrong with
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the term at that time. Although there weren't very many times

when I didn't learn something from those evaluations, the first

were very traumatic experiences.: Le Blanc, the
flrst inspe Y, was very dlssatlsfled, suggesting that there
must be somethmng else I could do to handle those elght grades
at-Cloverdale. I was forced to find a solution. He didn't
. give me a solution: he Just said, "These students need to
be working more if they're going to learn."” I learned from e
that (Buxton: 20 April, 1977). My solutlon was to have one |
teaching the.other all the time. I think a lot of the learnlng
took place whether the/teacher organized it or not. Brothers
“helped sisters in school, and I think learning went on at home.
at that time. It was the recreatlon for the evening after the
cows hadN en milked and the chlckens had been fed. In a way,
it had 1ts advantages, dldn t it? It was co-operatlve learning.

It had to be arco-operative learnlng sxtuat1on, a self-lnvolve—

ment in educatlon (Buxton: 21 Aprll, 1977)
a

- Lynass taught in rural schoois in the years lmmediately precedlng

World'War,Two.. Although living conditgqbs.in the rural -areas werc< .

prlmltlve by today s standards or when compared to the c1t1es at the

.tlme, Lynass feels - that her early background, her 1ove of ch;ldren, her

. good fortune in comlng’lnto contact with two extraordlnary superxntendents,
her famlly, her ease and fam;llarlty with life in small communltles, and -

the supportiveness of.the communltles in whlch she worked all combined to

permlt her to enjoy teachlng de- ite the hard work. Consequently, she

is able to look back with affectlonate nostalgla. In her account of rural

i

teaching, Lynass 1s able to view the hardshlps 1n the llght of a good—

humoured acceptance of herself a?g'her enthu51ast1c 1nexper1ence.

The rural-school srtuatlon was really quxte dlfferent from
today and from city life at the tlme. The really good hlgh

schools were all located in the cities. The normal—school

- 4 .
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graduates who were urh:\xtes may have received a traunatlc

shock when they dlscovered the out-door privies whereas peqple
such as I had never gone to a school with anythlng else but.

We accepted the idea of school not starting on time if the

vans couldn't get there. We accepted the idea of blaying

basketball with our overshoes and gloves on because we were
used to that life (Lypass. 29 March, 1977).

My first- sohool was in “a Nazarene community with very
definite ideas'of sin. Their ideas and mine were quite, quibe‘
different; but those Nazarene people were not 1n any way

narrow-minded. When theyvdlscovered that I loved those

- children, they,wopld move any obstacle they could to make

‘1ife'more agreeable and pleasant for ﬁe. When I'wanted dances

in the school, they would not come to them. They didn't feel

that a house of*education:should be used for dances, but they

would not do anything to stop them as long as there was J
drlnklnik I agreed w1th them about the drinking because
was as narrow-mlnded on that peint as. they were. If they'd
had a part;qularly delicious Sunday dinner, they always saved ;f
some of it; and I got it on Monday . And it wasn 't leftovers.
It5§as selected. = If I were going to bé in the communlty on
Sunday, I was always 1nv1ted somewhere for ‘dinner.

.

The teacherage- was. one rocm, maybe twelve by twenty, not

too well built. When there was a snowstorm from the west,

~the snow used to ccme in- through the w1ndows or the door,

right onto my bed. It was' cold, but when,he heard that the

snow came in, one of the trustees came down on his own.ahd,

put felt material around the windows. You-eould no longer open:h-tg.
the window, hut the shoﬁ didn't come in.- ‘The trustees we;e '

very toncerned that I had enouqh wood and coal. I don't thlnk

my food bill ran more. than flfteen dollars a month.l They always

saw that I shared with the famlly. All in all, they tried to

make it as ccmfortable as 90551bie (Lynass. 16 ‘March, 1977). .
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Close fam;ly ties, the sheer quantlty of work requlred of a

rural ‘teacher, Lynass' own partlcular sense of reallZlng the strengths

experience memorable. : - .

g

-

of the community, and ‘her ablllty to capltallze on those strengths by

' allowlhg community 1nvolvement in the school helped to make her rural -

;
f
e "

I was six miles'from a small town;.three hundred yards from
a very frlendly ‘farm house, a half-mile from one of the best
frlends I've ever known, and maybe fifteen miles from home.
One brother came out to see me every Wednesday night and took
me danqu? if he'could’ find a spot to dance. . On Friday \
nights I always went out with,the crowd from the commu: Y.
It was just like being at home. I didn't ha\e any of those
experlences where there was loneliness. M ‘rst Yyear I

worked day and nlght My mother always expected me home for.

~Sunday dinner. A. second brother would sometlmes .pick me up

at four o' c10ck and dellver me back at seven because there
was such a tremendous amount of work to do. A teacher had

to put work on the board to keep the students busy. A teacher

“ had to,have hat later became worksheets. I don't thlnk there
'was any time\ to - lonely. 'As well the other rural teachers

were the. frlendlnest people in the world. If they were 901ng
by your door, they stopped ‘in and invited- you along. If
you couldn't go along, they stopped .in on thelr way back
to have a cup of tea. e o ' '

- I enjoyed that community. I felt llked and respected
1 felt every child in that communlty was ‘as near genius as
1t was humanly p0531b1e. ~You can see, obv1ously, I hadn t
met too many genluses. But they were easy to teach. ' Every-
body in the. comnunlty would help. Mr. George SpJ.res, who

had" travelled very, very w1dely and had been a British

soldler, -didn't mind comlng over to teach a British hlstory

:lesson to my_students. Mr. Blakey, ‘a Scotsman, would stop

at the school, sit down, and tell the students what it was

- Y
’ £
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like in Scotland. Mrs. Lowry, who played the guitar) wouh& ' 6w
come in and have the childreh sing. I think that was where_

/my common sense came out. I never refused help from anyone.
. As I look back on it, I think it was what had‘been taught me

at home: that you must never say "No, thank you"” to anyone

who was tryihg to help you (Lynass: 16 March, 1977).
Like Rieger'and Buxtoh, Lynass dlsplayed undaunted 1nvent1veness
in countering the lack of supplles in the one- room SChOUl. Just as she
was capable of usxng.members and materials available in the community as

resources so too she was able to turn the superintendents' visits to her

advantage.
v . : A
I enjoyed teaching those students. ﬁﬁe didn't have any
readers for grade one, so the chlldren made the1r own from :
the Eaton's and Simpson's catalogues and the pictures they
‘brought from home. 1In these readers, they used the vocabulary
: they had. Every grade one in my class—-the whole three of ‘
them——could write "threshlng-machlne because they wanted to
know how to wrlte it. They could write cattalls “because S-
' they brought catta1ls to school and put labels on them.  They
had a vocabulary at the end of grade one of about three
hundred words that they could write, using sentences.. One
student, by the end of grade one; had read forty three llttle

s

booklets, either from those that we had made or hose we had

borrowed from Other schools.
~ The two superlntendents I had in- my early days were so

helpful. They brought me materlal to try out, they made
»suggestlons, and they Created enthus1asm in me (Lynass. 23
March, 1977). Mr. McLean was aware that the personalzty of
"the. teachier was more 1mportant than any other single facet in
a rural school. When he came to the school, he not only
4nsp1red the teacher but he 1nsp1red all the students. He
would encourage us not only to worﬁwtogethertln the- &lassroom
byt to play together outside._ If we were out shat;ng down on

-
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" the ice, he would give us the afternoon to contihue; and he-
would cone ‘back some other time to inspeqt the school. He

' was followed by Mr. W.E. Hay, who had a concept of 11fe that,
again, 1nsp1red peoplc to do better than they thought théy
could (Lynass: 16 March, 1977). These two superintendents
were great teachers-and wonderful men.

Lynass, like Buxton, concludesathat a major strength of the rural

a

Sghooluwas the spirit of co-operative learning.. i _ ’
My expeliehce in rural Alberta was good (Lynass:v 29 March,

lé??) _ I learned there that I didn't have to teach‘those '
_students anythlng that another student could teach them,‘so

while I was teaching grades eight or nine, grades one and

two were botherlng the .fours and fives about correct spélllng,

howato use a dlctlonary, and where to put a comma. The grade

fives very often wouldn t know,'so they would look it ap. .{
| I learned that the only true teachlng is sharing. Those h

students learned even though they didn't learn from mq. They

of Barnett and LaZerte, radically changed the natlre of educatlon. The

learned from.each other (Lynass: 23 March, 1977). :
Soc1al Cred;t and Its Fffects .( | : ‘.ﬁ;'
Upon EduCatlon ‘ ) : - -

° As the three rural teachers were contendlng wlth thelr communltles

© A,
and their classrooms, the world was full of event ahose;51gn1f1cance.

‘for edqcatlon proved enormous. Although the - sChools 'in whlch the three

T

were teachlng were not mich dlfferent from tie ones they had attended,

o i

w1th1n a very short tlme those schools dlsappeared., lhathart s government,
s - I
. =N ;x .

with 1ts curlous empha51s on social actiOn, bolstered by the huge efforts

o

Soc1a1 Credlt goveryment in Alberta was strongly flagguredﬁby fundamentallst

rellglon and dlsplayed conservatzve attxtudes in morallty. hence, thelr

veducatronal leglslatlon with 1ts empha81s on social change is a llttle,“

hd q
“y g
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.unusual.

Credit administration, wonders why it.was possible for him "to' occup
L] . - é y

T.C. Byrpe, iconoclaitic Deputy—MinisterTEn the later Social

positions of influence when I‘was4anything but typical of the kind of

person you d expect a Soc1a1 Credlt government to app01nt“ (McIntosh and

Bryce,

l977u

41).

o

The Second World War and Alberta s prosperlty follow1ng ‘

#

it also added dramatlc changes. while it 1s“tempt1ng to see in the yegrs.

-~

G

\.‘- '

between the secondvhalf of~the thlrtles and the sixties a klnd of educagy

]

-tionaI’renaissance\in Alberta,

it must be remembered that a renalssance

also carrles w1th it its awn problems and excesses., qg?talnly, however,_

contaln little that is startllng-w'
”3n
our schools should
that the New Social Or
_Further attempts should be madevto brlng the varicus
,Provinclal Educatiﬁhal Systens into gr%ater harmony
(Irv1ng, 1959-

,

r

v

350)

who had governed,Alberta~frdm\l%os.

o

v

those years were exc1t1ng for ‘teachers.

¢

Ih 1921, The United Farmers of Alberta had defeated the L1berals,

In 1935, the Social Credit'sloganv

s -

ge prOV151ons 1t would be dlffzcult to predlct the immense changes

uy.thewSocral Credit governmenu.
g . .

-Qny teachers'had‘watched’Aberhart's~mo¢ementfwith optimistic

L®

«

| Whether the eyes of-thelworldfwere bn Alberta or

- undoubtedly heard the educatlonal plank of the Soc,

!&

“

©

" boasted |that "The Eyes~of the_World.are,on'Alberta" (irving,:1§59;
ek, mu:tgAlbertans'had

3redlt‘platform.

g4 . Y .
Carefully polemlcal and pelitlcally vague, asseverating
: »» v
‘Centdi& System can never handle a. Twentleth Century Probl
e e o .

) <

s

llnte st SJK two reasons- Aberhart was an educator, and the U.F A.'

'government had aroused.more animas than amltg from teachers.

.3)"‘

.
»

-«

lgs prov151on

S s @

:nce be made to! supply the trainlng

r

<3

'"An Eighteenth j

o
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,3; Teachers' Association had ufrequently beén splenetic upon the subject of
o B . o . . . - i

I‘De_r_\ren Baker, the U.F.A. Minister of Education. In the years following - o
‘- ' ‘ P . : . .

p 1935, Albertans were to discover some of the implications of the "New

Social Order,'f'not.only &s they affected (or, as in the case .of the ’ .

T Y cWerioei dividends, ‘did not affect) dadly life, but also as they
lr\\b‘ . -

4 -pét’tained Spe ,"fiq‘;llg to edu&cation. S 1 A s -

" . cRie : Buxton recall Aberhart and the Social Credit movement.

ok | - o .
. o %Rleéer comments S’n ltS rise, as, supported by the casche of hard- won _ ' .
,. ] | Dep'rq,?s ‘h enickels and dimes, Aberhart and hlS follg‘;ers spoke their way : .
teo- : £.X . . - R
" to power by eans of 'spea_king tours, .stu‘dx m,eetlngs, and +«radio broadcasts_.' '
C o _ \
Durlng ‘the Deppe551on, ;&frlous r rm movements sprang up. o ! ’

~

The ‘most notab'{e and effectlve one wa”s ug,}\lberta-—the So?;l@l . -

{&

Credlt q?vement whlch was supported all a@oss themprovdnce " o B

o

M by nickels and dmes?‘ The big - bus:.ness :Lntergstrs &?dn!t-smhke o L

1 any contrlbutlons to, that mﬁvement& During fheJ Thaié

N a R collect:\.on was taken up whlch ‘pai

for the radrqn o

glon in partlcular.-
< I Went to a number of - f”';',

v N\ meetlngs. It s 1nterest1ng that qu:.té a number of achers, N ,
. h & £ were dlrectly involved and several were elected to” the I?gls:)‘
. > 'la\ture (Rleger. 2,March, 1977) IR ‘- T z

- L Not only does Buxton remeﬁber"llstenlng to Aberhaﬂ:’a.nd ‘the
; . s ’ 'rancour he stlrred in «the- press, but Buxton 'also anecdotally e;piains the ' P {‘ )
) _. R p‘er'sopa(l unpact of Aberhart s economic .p011c1e[s.~- IR L 3 S, - 
. : . I dldn t know Aberhart well peionally, but I was r;therf . ., :' \ é‘ "
o L 'gghrllled, it would be about 1935, when I went tgh;he EXhlbltion e L
o7 e . R . : ) )
, . i ) . |
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. was prodlglous, no less SO was the educatlonal leglslatlon énacted by -

Q

&

" *other ways:. of getting’ our own ho

PRI B v, 2L E0 e L o

-Grounds.thre he spoke to a large number of people‘pn;Social

’ Credrt and the advantages of Soc1a1 Credlt. He had two visions:

one was SOClbi Credit; the other was The Bible Instltute at
Calgary-%rom whlch He™ emerged as a speaker. My memory of

him is of a forcefpl speaker in terms of the visions ‘that he
had of something that might make the lives of people better.

I remember e Calgaxy Herald, which was always vigourously

opposed to Aberharc, had a cartoonist, named Stew/Cameron, who
devoted almost full tlme to drawing cartoons of Aberhart and’
the strange, welrd, and wOnderful thlngs that he was attemptlng
to do. Although Aberharu’dldn t 3ch1eve the Douglas type of
Social Credlt,“hq dld shake th;ngb up in terms of the economics

of Alberta. He pyt a moratorlumygn'all farm debts, maklpg it
:'-‘&cgpse because of debts

impossible for! mortgage compan

» R
1ncd%red earller by farmers wit v.of the’ Depre551on, now.

3

faced.a dlfferent glnd of . 51tuatlon., Ituwas absolutely 1359551blg?.

v

for. theg- § Imers éb Jpay those debts.» butter soiﬁaat tén cgnts a-
;5‘ A

ELa pound#'eggs at flve cents aﬁgozeq, and cattle-sh;pplng charges
‘6§}e greater than the prICe received.: {ﬁf a ritult of @fhart s'

) *action, however, mortgage companles and other lendlng insfltutlons

stopped all cred%é in Alberta so that for man}hy%ars it was
imp0551b1e to géé'a loan: for example, when Mrs. Buxton and I
came 1nto Edmontbn%and attempted to buy a house, gettlng any

sort of loan or ‘mortgage was almost 1q§oss¢ble.‘ We had to find

N

@ RS
e part g%’the picture that m talking about (Buxton

%liApr:L-j»,'l977) e .

If the 1mpact of Aberhart s presence and hls edbnomlc reforms

Tl

the new: government. As a- result of thls leglslatlon, teachers were

,.~« R '

brought 1nto “fhe soclal order, the large units came 1nto belng, and

1
teacher educatlon was revblutlonlzed.

) : AR,

]

-~

Jeffect’upon education.

These are personal thlngs,‘

N

."' \ - “ - 4._, . ‘ N o . s
" with its predecesso; in his outline of Social Credit legislation and its

§75.
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Rleger Juxtaposes ‘the’ new governmeht:
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The historical events that had the greatest impact on

w7

N : ,’education duriné the years occurred between 1936 and 1948 ée
: . - o . Cewk i
o because of a new gowernment. There had been a United Farmers

- : of Alberta government from':1921 to 1935. I can't recall anything

.that was done by the U.F.A.-government tp iqprove education. . R

N v I know from the history of the A.T.A -at there was. absolutely

(]
t’

_unlon. that WaSA, 3, S .
.~ YA lot ofhthe'ﬁembersl

no sympa vy with. any idea of ar ted

_anathema ' o people 1n that. governm

PIURR

+ of -the .egisldture were, naturally, membersépf local . school
R . .

I
C
ot

boards who wanted to preserve the?r autocratic rights and
privileges. - ’ P ‘ .;5:A ‘ - L , '
s x Larée units for rural school admlnlstratlon had been ‘pro- '
- e ) posed by the.U.F}A; government, but no legislation was: passed SR ¥
The new government, elected }n '35--and, of COurse,,lt wasn't until e
1936 that"the,first legislature met—;but;at that’time, the govern-
ment enacted the legislation to create the large gchool units, thel hf‘ "t§§§f
school d1v151ons These, in the beglﬁhing .comprlsed about a hun=
) dred toua hundred and fifty zural dQstr&cts.. Orlglnally, they :
dldn t lnclude town and v1llage dlstr;cts, although, subsequentlﬁgpw { y.‘ ("
"5 - within the next flfteen years,_most of them came- 1n.m Ehe scheol |

T lelslons were a tremendous’ advance W1thin about ten or twelve"'

i & oy mn

i

e years, ‘moxe thlh half of the one-room‘hchools dlsappeared, and the

b} ,
kﬁﬁs went to centrallzed schools, a really: revolutlonary step, © R |
because in the rural schools, con51der1ngx§he Qﬁﬁllflcatloﬂhépf the

-"teacher‘and the_lack of‘equlpment, kids just didn't have any c%:nce,

'_,' .. I won't say that often there~wefenjt resourceful,‘enthusiastic, and

.
e e
" .

- _ kind.teachers in those ‘schools who, by the sheer force of their
/e ’ Aot o : - Cw . )
0 . ingenuity and/personalify, werg useful, an8 inspiring to those pupils;

~
'

. :
. o
11'-',.“.!..‘1_\\".‘*‘ i e .t meagli

~
.
r s

. ) ? . e . i
but the odds were against ‘it (Rieger: 9 March, 1977).
fb{ : } P Teachervtrifning in Alberta fr%p I966 had'adhered to the system :

A

P vvie, PT P ENONINIE (VS RO

[ ‘ of’hlgh school-{plloned by normal school. Since i924' The'Alberta Teachers1 . ~

Assoclatlon, LaZerte, and Newland had all been urging unlver51ty Eeacher
A , : . ) . ‘.'" '_,' . . .Ov."'

& . . Sed
.

¥ [ - o . e
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\training~a :_rousing antagonism by doing so. 1In view of this background,

the Social Credit mo&e_;;;‘a decisive one: ‘normal schools disappeared

almost‘immediately.

. In 1944, thexgovernment turned over teacher educatlon to
the unlver51t1es. That whsn' t_1mmed1ately ‘of any earth—shakmng
significance., It didn't revolutionire things over a period of‘ s
‘two or three years as, the school‘divisions did; but'looking

e ‘ . back on it now, it was a great step forward because .it has-
resulted in all teachers having a unlver51ty degree. "If we |

B hqﬁ malntalned our normal schools, we‘would probably have had
! kinds of teachers: elementary-echool teachers who had
i%sg;nal-school and high—sch@oi.teachers who "had normai,school y , ,_"
plusfa degree. There would Have been no incentive for ° B

elementary teachers to get degrees (Rieger- 9 March, 1977)
Not only dld Social Credlt leglslatlon make for vast educatlonal s
change but it also concerned itgg&f spec1féfally with the fortunes of . '

&

.Gégteachers.' Rieger's explncatidﬂ makes clear the strengthened positlon of -
PRl M - &

" Q. Q) .
. teachers, bcth profeségbnalry and‘SOC1a11y, as a“ result of 50c1a1 Qf
' ‘ M . . ) -‘“ & ‘ - e e -
o actiV1t¥ ‘) V& ‘G“? LT ) - o . .\.)- R
LE At =T 'There was other 1egislation of far—reachiﬁg effect that -

had to do” moreudlrectly with teachers. 'On€& wis. The Teachlng
Profession Act,'orlglnally prepared by the Farmers government‘
‘Jin-193$, creafing The Albertaiaeachers Association. The ~ ‘
) @ﬁ&ﬁ,’ ‘essential clause, however,'that all members of the teachlng
- force shall be members of The Alberta Teachers Assocxataon,
_ ,'-was omltted from the Act by the Farmers; hence the Act merely
. dchanged the name from Eillance to A550c1at10n. In 1936, the
-.'essantial clause wasﬁggged. 1t, alqng with the'by—laws of - .

the Assoc1at1on relating tQ dlsc1pline ;QF une@hical conduct,

B

o Y.
TU , 'has had obv1ous szgnificance.»
e - Securityfof tenure for teachers was prov1ded when a Board

SR -\ .“Y" o )
U ﬂf \of Reference came into being 1ngthe late thxrties.. In 1941, .

.4
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“ . o

N
teachers were allowed to use the provisions of The Industrial
Conc111atlon and Arbltratlon Act for gtrlkes and concmllatlon.

K4 Agaln, the s:.gruflcance of that. has been obvious over the years.
Another very unportant piece of leglslatlon was The ’ S
,'l'eacher s Retirement Fund Act :Ln 1939. The Farmers had been -

0

‘absolutely adamant that there was no. more reason to provide

.a pens:Lon plan fox t_‘&chers than for farmers. Alberta wa /'

about the la'st part of the c1v1lized world to adopt some soz% , R

of pen51on plan for teachers. The 1nit1al prov:Ls;Lons were.
very, very small twenty—flve dollars a month. Teachers: con- q @ Ty

. g - |
’ '».trlbuted threé percent of salary and school board \l"\,uke amount. @

'I‘hat period, from 1936 to 1948 was a most extraordinary time ’ ' o 4
for educatloﬂal leglslatlon Noth:l.ng llke that has happened ; @’g

N S o>

since and certalnly not before: in. ‘Alberta (Rieger-‘ 9 Mar:g'h, - e

1977). 'L LT e " Yoty oL m S
}(, Dl .. ”a ,.,, - - ”.* ! M : “ . .

with:m Alberta, then,*educatlon seemed to be 11v1ng up “to the . o

"r

Soc:.al Credlt slogan and mov:.ng J.nto the twentleth century.

s
.

On September 3 1939, Brltaln and %’rance went to war. A week of

ﬁ
]

,neutrallty later, after Parl:.amentary- debate, Canada J.ssued 1ts Procfama- . ' r

tion: "NOW 'IT-IEREFORE WE do hereby Declare and Proclalm that a'State of

- -

War w1th the German Relch exJ.sts and has ex:Lsted in Our Dom:.nlon of Canada B Wy
t . Lo

as and from the tenth day of September, 1939"((Stacey, 1972: 602) As

S result, many teachers in Alberta enllsted, and many others le,f teaclung : »

to "enter essent1a1 war lndustry" (Chalmers, 1967: 108) before the

-

federal governmemt encouraged by provmc:.al anxJ.ety froze the rema:mder"

Q

1n the:.r» classrooms (Chalmers, 1967- /109) . » Despa.te such measu.rgs, the . 7

lo © 4

teacher shortage approached crisis, and A‘]Jerta was forced to adopt as

)L B Y

T

. ? S
many measures as. 1ngehu1ty .and’ €CORY, my Mc\?buld dev:.se- housew.tves who had

¢



previously been teachers were asked to return, teacher-training programs .
went into emergency ’pfodui":tion, and sitters were engaged for children

registered with The Correspondence School Branch.

iy

' Learning and Téaching in

A ~* . the Air Force, '3
‘ . .‘ . ,. . T .I . )
b ‘ S " 'Lynass, like many of her colleagues who. enlisted ‘in the Armed

4 PR oo , i o
Services,. became ’a"fn -instructor. shey explains how her-experiences in the -

4

’ Aléf‘orce changed her cor(y:.ctions and ouﬁ"look- o'?ip llfe

j’ _ ' . I enlisted in the Air Force, and that experxence changed
s Wy wholg outlobk (LyRass: 16 Mafeh, 1977)- B&thnmy pprents .
"'were Scottlsh, and dt. was expected bf «usi JE could honestly: | E "
':? ' . ' say that when i enhsted, T was patrldtlc. “ V;“” . e .' . ' ' f
. ;« . I started 1n Toi‘opto at. Old Havergal College.. That was . ‘

L&ltla,l traln,.u;g whereewé learhed to"'march and to det up on |
time, to v#merallyifoilol what is- called Air Force rules o

We. had a Prill sergeagt whb dJ.dn t"have too" i'nuch faith dn _
us, and ther buglér BoY wa‘a‘ go’ shy that we capture&‘ him one |

'jamornlng".'WOIB wasﬂthe flrst tJ.me in my 11fe I ever had bacon —
and tomatoes for bréakfast rﬂynass-‘ 23~ March, - 1977) I saw o
so many other ways of l:.ving and met so many people who had SR AN
been but names to me (Iaynass.‘. »16 March, 1977)4e~for exampleij ‘ )

.

"'PrJ.ncess Allce, who was ‘the wife of theiEarl of Athlone,' 7:

'c:,,. R " Governor-Gener*al of Canada at that time, - v1s1ted ‘the local
' statlon asf part of her dutless}; We were 11ttle western nonen-— A .
. tlties who knew prlnces.ses only through fa.u:y storJ.es. You o \
’ don't know how naive we were at that tlme. _She had. flesh and . | =
" blood! (Lynass. 23 March, 1977). '_r- -' 45-“"_ : ,fi.;;;>
]

"~ The War and her :anoLvement in the Armed Serv:.ces had a profound
_— “ o effect upon Lynass beliefs about people and behav:.our she _found that
: -4 o :

vprev_lou.s s.tanaards of-‘ Judgment were not broadvenoughjto accommodate her

War exp_eriénce's. - . S - BRI
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L

" o . ‘,fy\'l
| . e
Y . ‘. ; -, . . ) o ~ . e . .
N 3 . d i ' o
" %14;: o1 d1earned that my parochﬁal Eaikground needed brgea ening
DR 'my tolerance towards and for other people needed to be . Qﬁﬁ

stretched-and stre;ched and stretched again, and I saw -
courage® and generqi}ty and compa851on and. humour (Lynass:
23 March, 1977).° I discovered that my Scotch Presbyterian
standards weré not necessarily right, that~tolerance and’
humour were much better assets than John x, and that Bupns
was a much more 1nterest1ng person than gégy of the rigid “
disciplinarians‘I had met in Alberta. I started to realize
that my father had been a much betteér teacher than my
SChOOllng and that, at best, I. was only part of struggling
humanity (Lynass: 16 Mar%h 1977) And I thlnk I came out

2 the Air Force much'SEtter prepared to be a member of soc1ety
-than I was when I went in. I went in know1ng the rules of '

behav1our. I came out doubting. all of them. I was patriotic

when I enlisted: when I left the Armed Serv1ce, after the o

bombing -of Hiroshima, ﬁon t know if I have ever- been really
‘went An, the use of the right fork i

patriotlc since.

vwas important. When rout, it was’ how you used your N

fellow man. I don t regret those years (Lynass. 23 March,

M ST d

transport and was 1ater stationed at Claresholm, Prince Edward Island, »
ey

and Jarvis, Ontario, where ‘she was asked to teach a group of ground—crew

s

personnel., Following her two years a%ngarv1s, Lynass "hopped all over

v'-eveﬂywhere, d01ng specxal work M, In 19§§, she was: overseas, doing oddf

g e
and ends.“J,The following year, Lynass was back 1n Canada at MountainView

in the Guidance Department helping veterans in their return to civilihn o
) E N . " .- . : o : . '
Not only did Lynass come out of the Armed Serv;ces with different 1
oo . T
conV1ctlons, she also’ gained 1nSight into }earning and teaching.
: : - w .j., .o . /'
Y : L/

& ) : N ) Lo e D B -

.A1977) : "
RO - After baslc training, Lynass took 51x Weeks of tralning lh motor g

-

[
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I discovered how much I could learn, how fast, andAwhat : L
an asset it was. Up till that time, I had 1earned only whah
the books told me. I learned that teaching was not necessarlly
working out questions on the blackboard.” I also learned that '
there is such a thing as a flexible schedule.ﬁt?lexibility

was much more evident ;n the Air Forcé than I hive ever, fouﬁd

it in the public-school system (Lynass 16 Marqh, 1977) .

S

Teaching in the war-Year Schools

W
e

!
. \ : .
_ The Warmyea%s found Rieger,teaching in rural high schools in

-Alberfa. Startlngm;n 1939 ,Rleger spent two years teachlng in Béﬁgﬁ?,
. . . i 1 ! ’
in the Peace ‘River, country, followed by a year at Taber aftgr which he .

went to Mirror as the principal of the Mirror Consolidated School where -

-.7

"he stayed'six years. In the post-war years, Rleger taught in the Iron
'Springs School in the Lethbzldge School Dlv1s10n, and. from 1949 to 1966
in'Picthre-Butte. ‘Hé describes the effécts Of the War in terms.of both

lts 1mmediate lmpact and its long-term effects.

The War was a hlstorlcal event that certginly had effects
on every aspect of llfe, 1nc1ud1ng teachlng. It. was the
1mmed1ate cause of the teacher shortage whlch lasted thirty
years, from 1941 to 1971. it wasn 't altogether that teachers
were in the Armed Forces, but thaﬁ'many had left teachlng
earller to go into more 1ucrativs thlngs.. Durlng the har,

we were frozen. We couldn t move. ‘Not only that, our _slaries b

were frozen, too. Teachers across Canada’felt very blttL . K e
‘about thls 51nce people An the factorles, for eXample, ‘were
d01ng relatlvely well. After the War, salarles were very . . . "i"

depressed, and many teachers _Wwent 1nto bu91ness and 1ndustry

where thlngs were much better. Another effect was that 1t N L

.brought.back into teachlng woden Who ‘had left tjachrng, usuallyiA N
-* because of marrlage,'many of ‘whom had never lntended in- the | -

flrst place to make a career of teachlng.f However, many of

- . - . B » - N S -7 . ° : ‘.



the women ‘who ﬁmem Etayed w1th it %proved their
"i&: ,quallflcatlons ‘sand are now retlrlng o
R 3. . X

.ﬁ?' 9 March, 1977)
For years, many schools employed’ unqualifled people as

‘wv,supervisors of correspondence courses: "sitters" they were
;_ : called (Rleger- 2 March 1977) ThevCorre5pondence Branch
of The Department of Educatlon, while it wasn t a direct -
result of the War and theAteacher shortage, was certarnly
given a great impetus. . B . "'v. , : ' .
@ ‘ And, of course, the War meant that nothlng was done about- ' k
. school buildings till about 1947 or '8. Since the bulldlngs » S f:h
hadn't been any too 9°°d to begln with, you can Lmaglne L o
v their state during and just after the War. ‘Tkremember at
Plcture Butte that before the new high school was ready in .

11950, we used (and had been using for several years) one-

('

»room schools that had been hauled in from varlous places in v '
- .the school division. ThdXe were five;
"barely habltable. Ther : .

gix-of them, just .

te, then, of school

bulldlng, beglnnlng aro Cog

” “to 195 ‘mlch ha& kept up

1me. In fact, some -of the .

Twt

schools that were bullt around 1950 weren't very good, eLtheﬁ,
and are now being replaced (Rieger: 9 March,;1977), ' '
"’ Buxton spent the years between 1939 and 1948 in rural high schools
at Gibbons, Radway,\and Fort Saskatchewan,-in‘EdmontOn junior and'senior e

. ?

high schools, and as a demonstratlon teackar Lndgghnmdel school whlch *;‘

<

was part of LaZertg s tralnlng program for prospectlve teachers regrstg:ed

N L
in ThelFaculty,or'Eduoatlon. Buxton S comments about the teacher shor; ge
. N .

’ ". . .\' : ) . )
}reflect‘the set-back_in-teacher training; for no sooner had the new_

S F. Faculty béenv£brme 'than'it had-to cope with the‘Shortage of teachers._
Contlnuous‘?kessure from LaZerte{ Newland and others had L
resulted Ain the formatlon of The Faculty of Educatlon in 1945.4 ’
L i . L
LA What“LaZerte wanted to do, and what Jhe succeeded in doxng e
' . N '
S : . R L . i .
. ,«‘ E . ‘ : LR b - N - R .



r G .
Raally althOugh it’.took some tjii?é,‘~ was to bring all _,v

-

£ ._“hers into tralm.ng in the E‘aculty. H'okver, the Faculty

(Wd to make adjustments: because of tke great shortage of = . . ‘
! ‘} C teachers durlng ‘and followxng the War, they had to continue ’
‘almost with the kind of program that the normal schools had
had, the one—¥ear training which they' were able eventually
to mod:.fy (Buxton. 21 April,.1977).

,
/
ya
v

o k The War years, then, had affected teachers. personally and profe‘s—

e smnally and had resulted 1n problems in educatlon whlch had to be/d/alt

) . ¢ B e

'w1th in the fifties and sixties. The cond:.tlon of schools requz_red L2
"', . . an ambitious school-building progr'ani'.. A continuing ’shortag of »teachers,

v - -

. issue.

N v ‘ . ' : " - . Ly <¢; —

" v 1‘&1 - - .‘ - @7 | ey i % " .. ' ‘ . N )
. . N . . - v,:_»/\. ot . K N ‘ ) . b
2 Background to the Post-War Years - ., ;rfg,‘u.._,_ _ o _

8 o The “‘°t‘if of. eéalitariani —expres‘.sed. ;t ‘ases such as .

' /
. ~ ! St % . .
X . equallzatlon of .access’ to. eduCat-on, the rlght to educatlon, the ;qurove-

LT - % .

A

i _ment of educatlon for all Alb rtans-—runs through the ~war educaﬁlonal o

4 ' . s e e
. B
- developments It is not a ,'ew theme ‘in, Alberta- th; m1551onar1es of the

eigﬂteen hundreds educayed: Indlans as well as wh:.tes, and the settlers ‘
vﬁ\.ch educated glrlsias Well as boys. In the years 4

: . / | &
after‘ the War, t }é ba'ckground for~ the them a dark ‘one: muitlplylng

- ’

Q} - o vnumbers of chl/ldren, deterxoratlng and overcrowded schools, a grave

¢
shortage of teachers, and a\pauclty of programs. However, durlng the

b~

o - ._ o 'h

r-.), N

TN - }f:Lftles and’ the sixties there‘ was progress made toward real:.zat:.on of a
. ’ N / ’ N B . " . -" .
educatlonal equal:.ty. Between 1947 and 1.957 the Alberta school popula- :

B

A . N . - . . . - d
* ’ : T o ‘. 7‘. ’ Y .. A‘ - :_: . .l“ . - - e

. - R . . . . ’ H !

e \ta,gn 1ncr_eased by more: ‘than flfty percent, ftom 155 537 to 234 397 ., - oﬁ
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(Chalmers, 1967: 129). Industrialization resulting from the Ledhc oil

‘ B
J. n

discovery helped to increase ‘the numbers: "the rapid immigratioh which

resulted in the quick population growth e broughtfa proportionate

1ncrease 1n the number of children in schools" (Chalmers, 1967 129)
In the years between 1941 and 1961 » the natlve populatlon, largely as
a result of 1mproved medlcal services, also climbed. School boards, . . fae

~hav1ng ant1c1pated a depressu:m after the War, did not take actlon until *
.

v

-
v

: overcrowded understaffed schools in all parts of the province became

an embarrassment.’ Of the_lncreased provincial wealth from the_oil

e N

discovery,‘three million dollars were made available as loans to school
R T ,

,boards for school coﬁstructlon, however, the percentage system whlch

«
formed the loan ba51s-—f1fty percent from ﬂpe,prov1nce, flﬁty to be

-

raised by the board--dlscrlmlnated qgalnst poor boards (Chalmers, 1967¢ -

]
o -

351) In 1961, the School Foundatlon Pro&ram Plan, which- replaced most

N ¢ ?

of the former grants and schemes, prov1ded some allev1atlon' One maJor
" - - e

advantage was the flnanc1al support recelved by rural areai} espe01al%y
. 3

It

N "

Northland-School DlVlSlon, another was 1ts support of the 1nternshyp\

: e 'f t . .
_ program. " The Foundation Program was a 51gn1f1cait step towards reallza- \‘
“ E . . ) . ; . ‘o »
tion of the egalltarlan dream. - R LA

2

After Aberhart and prlor to the brllllant graduate of\The Edmonton ;{

> Al ‘.
’ ¥ v, .

i)
':Normal School Knders c. ﬂalborg, the incumbents of the mlnlstry of ”% -

educatlon appea ed to. be :a lacklustre group, "educatlonally undlstlngulshed
- r o

. ! .
and more conc 'ned with polqtical than pegagogicah success“ (Chalmers, SR

'.c- —

1968. 224). Aalborg, Minister of Education from {952 to 1962, is an-

. x

\1mportant représentatlve of the movement toward equallty in educatlon 1n
1] ) 4 .
the-post—war years: -”he persuaded his cablnet colleaques to accept ag”" .

'.-e;‘j_;‘

e .

[ S
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N

goverb ent,policy‘that every child for whom the'province of Alberta is-
resporysible should have the right tG'attend a puhlic school of good »
minimum standard, and this reéardless of the:tax resources of the area
laffected" (Chalmers,‘1967: }71)3

The idea of the composite school had origrnated in 1935 withr'

.

Western Canada-Composite High School in Calgary. "The concept of a single

high school for all studentsv. . . seemed particularly appropriate:to the

. v

egalitarian ethes.of the Foothills Province"“(chalmers; 1967: v213).

qrather thgﬁrgp reality,- caterlng wore successfully to academlc and 50me ",
.9, b— ’ . - Sy

Pu51ness students than to technlcal vdbatlonal students. The Technlcal
" , )

‘%@.&nd Nocatlonal Tra;nlng asﬁlstahce Act and 1ts concomltant ‘building grants

e

. Desmerais\ (Chalmers, 1967: -213- 217).

.- - i ’
brought into belng the large comp051te schools and thé.varled technlcal
Qo .

v “

.vocaw’-nal programs. \?he federal a1d bolstered Northland SChooY D1v151on

- o

”‘:.7 ' Conggderable effort alse ‘went into. the attemps to prov1de more

teachers and to 1mprove the quallty of teachers, The lnternshlpgprgg:ag

e and the political activity of The.Better.Educatlon Assoc1at10n,1n Edmonton

s ™~

were two such attempts to offer a better educatlon for all chlldren.

e
LN

3
The educatlongl developments of the years follow1qg the War were
generally conducted in an atmosPhere of optlmlsm and progress and cul—
mlnated in the sixtles durrhg Wthh the publlc support of educatlon wass-

enthusaastic.and generous. f o S G .

L&

However, ‘the composite schoo'l'trom 1935 to. 1960 were composite in name o

'_85
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Working to Improve Educatlon vl

Following the War, Rieqer was teachiné-in Picture.Butte. ‘At this
time, he became dlrectly 1nvolveﬂ in The Alberta Teachers Association. )
He had joxned the Association 1n his first year of teachlng and- had later
. part1c1pated in its act1v1t1es in Berwyn. ?rom 1959 to 1962, Rieger heLd
w.a number of p051t10ns at the local level. In71é63,‘he was.elected ‘I
' Pre51dent of the Associatlon,'servrng as PaSt\siesidentathe'f61£9wing
year.. From 1966 unt11 h@s retirement 1n 1973 Rleger worked for the o \

Association in the area of teacher education and certlflcatlon.' Durlng \

Yo ' thosg years, he was 1nvolved in research studles to lmprove the~ quallty 3
' + of instruc ion i schoo s, e studies inves lga suc pro ems * : S,
A £ instruction iy tﬂ’ h 1s, Th di t #d  such bl

I;ﬁ.ads, class slze» and edﬁcatlonal finance, 1hclud1ng ‘f'_'. ’4
% |

q‘v; R 3 Y » R e . -~ .
the effect of tha Eoundatlon PrOgram on 1mprov1ng.school programs, - . ' ' o
v ’g .

Rieger' s efforts were, also, espeCLally dlrected tnqﬁgd 1mprov1ng the T3 3 e

quallflg:ations of teachers. He- advocated the idea o? 1nternsh1p as-a
: oﬂ : _ O S -
- @ ; Wt
regular part of teacher tralnlng, and, as a result he supported t%e two—' Af §‘~;v

N month 1nternship program developed in. tie sxxtlesr, , -tf’ . 'Q(‘. g
Iy . ¥, . n 'o

Fy R . g .
Eag N J . : . . B .o .

Rieger's comments on the.Northlahd=SChool Division are‘particularly'

-
A

<

1nterest1ng in. v;ew of what he belleves has happened to the egalatarlan :
! "‘ . - ° ’.\ v :"v !

. theme subsequent to Aalborg s t1me ] e ;.} o 'df.', rghyg» .

B}

S

Anders Aaiborg, Mlnfster of;Educatlon in thq_Soc1al Credlt . ;:
, ) government, was responszble for the devdlopmengyof.the Noﬁthland B ;"
S '_School D1v151on whlch‘was aﬁ attempt ta brrhg some order 1nto ';'dk.__ | -
< . the chads and- vacuum there. This, I believe, was the flrst o -f f:; .
' ‘b serlous, large-scale attempt to improve the educatxon of natlve ;“‘ ” o
. , people. It was an 1mportagt step on the road t9 equallty of -
- ,?f%w“ educational opportunztybfor all Albertans. Thls pr1n01ple geems -
////if - '..‘ to be neglected ln the seventles (Rreger- 2 March, l977)”‘ .

!

: : - —. L. S .‘\ L e S St : - .
. . 3 : Lo S . . LR - .
. . . o AT P - - .t



In Rieger's remarks upon the Foundation Program, it is illuminating

‘

to note that the program nd@ appears to suffer from the same disadvan-
tages existent in the grant systems which it replaced.

The Foundation Program, developed about fifteen years ago
did go a long way towards overcominq'edﬁcational inegqualities
in the poorer parts of the province. Foundation Program money
now; however, covers only about seventy percent of the total
cost of education while the other thirty percent has to be
made up locally; 50 the remot« and less wealthy places are

at a disadvantage again (Rieger: 2 March, 1977).
Rieger focuses upon the importance ©f the internship program as

a way of combating the teacher shortage of the post-war years as well as

upon its attempt to improve the quality of instrwction.
; x ‘

Of some significance in the sixties was’ the idea of
internsﬂip. A teacher who had finished university and had
« certificate could in May and June ser;e an‘internship in
a co-operating school. 1I'm not sure how it got started:
I know at least four or five different superintendents who
invented it. They saw it és an excellent recruitment device:
"We'll give you a job in September, but not only that, we'll
’-give,you a job right now." I think the standard .emolument
was about five dollars a day. The significant thing was not
so much the recruitment aspect but that many principals,
feachers, and superintendents recognized it és a means of’
improving the competence of beginning teachers. The govern-
ment put some money into internship. The A.T.A. also encouréged
the internship program by means of seminars to prepare the
- co-operating teachers and the interns. The program 1 ted
till the seventies when, with the abundance of teachers that
occurred, we had more teachers than jobs. However, the
program gave impet:~ to the idea of an internship as part

of the regular requ ement for certification (Rieger: 9 March,

1977).
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After her return to civilian life, Lynass has dedicated hersel f
to learrgnq and to teaching. she attended The University of Alberta from
1946 to 1948, after which she was involved with University High School.

In 1949 and 1950, she attended The University of Buffalo, travelling, as

-—

well, to Scot! nd for further research. 1In 1952, after a year of teaching

in Manitoba, Isnass returned to Alberta and taught for five years in;

Calgary. From 1957 to 1972, Lynass taught in University High School' and

in Ronnhﬁ[knn, Strathcona, Harfy Ainlay, .ad McNa, v Composite High
Schools. 1In 1972, she transferred td he . wéél, Queen Elizabeth
Composite High School. Lynass attended T. - - ity of Alberta in

1962; in the years since 1964, she has taken innumerable summer courses
in Alberta and elsewhere.

Lynass provides a vivid.account of a situation she encountered
;n Alberta following the War when she taught in a school in which theré
had not.been a qualified teacher for several years. She also comments on
the effect of the War on the schools of the fifties.

Ther - were areas in this province in 1948 where students
who would be as far along as grade six had nev%F had a really
quali. '~d teacher. The Second World War had taken so many of
the teachers out of the classroom and into other jobs that
Alberta had instituted a babysitting system in which a capable
student or a parent would have students complete assignments

- from the Correspondence Branch. Thére were also teachers who
had been certificated after six weeks of traihing,

I taught in one of those séhools; near Barrhead,Aduring the
months of May, June, July and Augﬁét in 1948. The parents
were delighted to have a teacher. It must have been §"very
difficult time for everyone. I don't know how badlyvthose

students suffered. I can speak only of the school I was in.



One little girl had a very bad speech impediment, the worst .
stuttering I have ever heard. 1 placed her in a poetry

grgup where we all recited together, and she was dping just

fine at the end of two months. I was given such credit;

but I think it was, like every reaction, pértly over—fatéd
because I was the first teacher who had been in that school

for vears.

Many of those students became teachers in the sixties,
and that's maybe one of the problems we're facing in teac:hing
vight now. Then came the fifties where we had the "birth
fagll-out." The primary grades were so overcrowded, the

.. teacher shortage so great thgi we were comparable to the
\barpenter——if you could hold a hammer, they'd hire you--
only with the teachers, it was a grade-twelve certificate.
The War had tremendous effects on everything that has
happened since; science benefitted, but‘hﬁmanity suffered;

and we're reaping many of the problems now (Lynass: 29

March, 1977).
Buxton, in the fifti;s and sixties, was not only teaching at
The University of Alberta, but he was also involved in making a contribu-
tion to improve education By producing a series of impressiye textbooks
still used in high school English classes across the province: Creative

Living Book Five, Guidebook for Teachers of English, Guide to Modern

:?English,yPoints of View, and Prose for Discussion. Since then, in

collaboration with Dr. James Bell (from The University of Alberta), Buxton
has produced'yet another series consisting of three anthologies -designed .

for use in jﬁhior high school along with a teacher's guidebook for each

text: Experiences (grade seven), Explorations (grade eiéht), and
Reflections (grade nine). 1In the sixties, Buxton also served on The
Edmonton Public School Board. He held offi?e froﬁ 1963 to 1966, and was

Chairman from 1967 to 1968. From his experience with the Board, Buxton
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is able to give ins ight into the activities of the Board as well as into
public attitudes toward education duting the sixties. He begins his
observations by commenting on the readtion of school boards to the
federal qoverﬁment involvement in vocational education.

Following the War, we werenéhort of all kinds of tradesmén;
and it.was accepted then that we'd better build composite
schools to provide all kinds of vocational education. sDuring
the late fifties, the federal government put five hundred
million dollars into the building of vocational schools.
School boards reacted by reaching for . e money just as people
would run up to the bar when somebody says the drinks are on
the house. The féeling'was that this was free money, and we
built the vocational schools.

I spent five,years on The Edmonton Public School Board
during the sixties, from '63 to '68 and ran for election as
a member of The Better Education Association slate of can-
didatés} The B.E.A. started out as a movement opposed to a
board that had been rather concerned with reducing taxes and
budgets. We of The Better Education Association went out and
said to the public, "We want betfer schpols, we want better-
qualified teachers, and we want better libraries and eéuip—
ment. We think you're prepared to pay for them." This was
our platform. .

Our contribution there as a group was to continually
kemphaSLZe the need for better-qualified teachers, second
year, third year, and degrees, if possible. We did quite
a bit toward developing better libraries in the schools.
'Each time the administration brought in a budget, we doubled
the library grant. I still recall the superintendent and -
the assistant-superintendent the first year that they brought
in the budget. We said, "Well, there isn't enough here.

You need more for equipment.’ ‘
When we went out for coffee after our discussiéns, they’

said, "This is the.first time we were ever aware that a

90



board would increase a budget rather than decrease it!"

We were in good times for education. There was a belief
~at that time that education was good business and that money
spent in education was well worth spending. At that time,

we had no problem with the public. They seemed to be

prepared to support us (Buxton: 18 April, 1977).
. SUMMARY AND CONCLUSION

The province in 1969 was very different from the Alberta of 1909

to which Rieger(gtfather and mother had come. The changes which occurred
~in thgse sixty years can be seen even more clearly if the perspective is
shifted farther back; For centuries prior to 1754, Alberta's inhabitants,
as far as it is known, had pursued a nomadic life as changing and as
changeless as the seasons. The history of'Alberta's first peoples has '
lain submerged until very recently in the shrouds of time; their
presence, especially in education, since 1754 has been overshadowed
by the eventg acéompaﬁyiné the settlement df‘the west. Although the
first centur& and a half after Henday's arrival is a story of manifest
change, the record from the early 1300's to the present is enough to
eclipse the earlier period. The developments since 1935 have been
particularly dramati;. & ’ e

Education in early Alberta wasnreflective of and conductéd within
the framework of the small community which, poor, primitive, and parochial
by current standards, valued family life, community participation, and
hard work. Itskfour-by—four unit of educational adminisﬁration, within

which it exercised intimate local involvement in education, was overseen

by the central authutity, The Department of Education. Chartered by

.
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the provinc{él autonomy in education granted by the terms of Thé British
North America Act, the central authority had far-reaching power to set

a uniform curriculhm and to enforce it not only by its examinations but
élso through its inspectoral staff. To some degree, of course, its
authority was offset by rural conditions such as poor roads which made
inspection difficult‘or erratic. Universal education was still a dre?m.
A gfade-eight educationlwas considered a signific;nt accomplisﬁment. The
few who graduated from high school had been academically educated.

As societal changes occurred, the -educational system changed to
accommodate. Small farms became large farms. The population shifted
from rural to urban. Poverty and isolation'qave way to affluence and
taechnology. Corre7pondin§1y, the small schools became larée composite
schools Qhose population mighébbe fou; times that of the rural community,
seventy times that of the one-room school: munificently endowed by
'federal monies, they brist{ed with an arsenal of sophisticated gaagetry
and offered é plethora of technical, vocational, academic, and non-
academic programs. Shanks' mare, Bennett—Buggiesf ponies, and bicycles
gave Wayjto flotillas of yellow bqses.énd student-owned automobiles. Not
only in the scﬁéols themselves but elsewhere the changes found exprgssion
in the physical size, number, and equipment of buildings devoted to educa-
tion;l en%grprise: the univérSities, junior collegés, Bagnégt Housé,
the éevéral office buildings required to house The Depgitment ofJqucation.
‘Additionally, the spall unit§:of administration became larger, and p;b—
vincialvauthority in curriculum and instruétioq weakened as iﬁspéctors

became SUperinténdents and consultants, as large local boards gained

autonomy, and as the,departmental examinations were abolished.

-0
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A diversified educational program was available in large, well-
equipped schools for increasing numbers of students. A start was made

to extend educational opportunity to Indians. Teachers were encouraged

.to strive for better qualifications. The move toward universal education

7 N

with more students staying longer in schools was wéll under way, and

the educational climate in the sixties was favourable. The institutions,
values, and éractices'of rural Alberta were left tq }ive in the memories
of people now caught up in the intricacies of an urban, affluent, tech-

nological society.



CHAPTER III

ALBERTA EDUCATORS: . A RECORD

OF ACHIEVEMENT
INTRODUCTION

Alberta's regent past is a frontier past, its settlement bringing
colourful peoptg, some whose vision and dedication have become 1egendary
‘and otﬁers who have, perhaps, been overshadowéd by the outstanding but who
are yet'deserving of mention. Lynass' comment is ger;inent here.

In any frontier country, there is the opportunity to
lead‘and to have freedom, both of which attréc&ed people like
M.E. LaZerte. There are certain people who will go where the
field is open; that is, they are'a.pioneer breéd. They came
to Alberta from ever?where. They were not necessarily looking
for a profit for themselves. . We should underestimate neither
the remittance man.from England nor the itiﬁerant preacher

¢ho wandered\ihe frontiers (Lynass: 29 Margh, 1977).

There has ?een no dearth of peoplevin the west who have.sought
;tb embody their visions in institutions, in?leqislation, and in actual
practice. There were the early mission;ries who hoped to>inspire natives
and whites alike with Christian ideals. There were, people guch_as
Haultain and Goggin who came later with a brusque secularism according
to which "an educational system having its policies and decisions bésed
solelyndn church'fequireﬁents would henceforth bevregarded as an énachronism“

‘(Patterson, Chalmers, and Friesen, 1974: 172). Not only did missionaries.

and educators come to pursue their dreams but the settlers came as well
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with their hopes bf a better world for themselves and for their children--
dreams and hopes which resulted in the familiar institutions and practices
of the rural community and its schools.

The years from 1920 to 1945 seem filled with men-of unéommon
vision: . Perren Baker, Wiiliam Aberhartf G. Fred McNall}, Hubert Newland,
John Walker Barnett, and Milton Ezra LaZerte. Most of tﬁem have received
some degree of recognition, although there is some danger that their
. record may be forgotten or ignored. .In addition, there are many people,
often associated with the famous figures, whose contributions are signi-
ficant but not as widely known as, perhaps,,they should be. Buxton,

. / ‘
Rieger, and Lynass knew many of the recognized educators as well as a
large number who are less well known. All three not only provide v;luable
information but also help to preserve the memory of lmpressive achieve-
ment. Some of the achievement was political, involving the .work of
Baker, Aberhart, and McNally; some was progressive and pfofessional,

including Newland, Barnett, and LaZerte; some was in The University of

Alberta; and some came from a wide variety of people.

POLITICAL EDUCATORS

Perren Baker and The Large Unit

One of the revolutionary new directions in Alberta education was
the change from the small unit of administratibn characteristic of the
one-room school to the largg’uhig; Three men, Perren Baker, William

/, - E .
Aberhart, and G. Fred McNally have an interesting share in the idea
which made the larger sghools possible. Aberhart and McNally have

generally received credit for the idea, but Baker should also be‘recog;

nized.

2
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Perren ‘Baker's vision of the large unit of administration to
replace the small school districts, which he regarded as obsolete and as

inequitable, did not become a reality until another\MinlbLer‘of Education

in another government was able to transfbrm the edqcat onal landscape.

Baker's contribution has been obscured- by the 6ppo;:¥§f from his own

RUR

government, by Aberhart's subsequent trxumph and by the antagonism which
ﬁ ~
he engendered in teachers on other“eaucatlona} 1ssues. Baker, however,

\ : G =

is not undeserving of mention. It is not often that a political appointee
1s willing to jeopardize his ministerial position to advance a cause; “
and yet Perren Baker courted political disaZézz\;:;;\EE early as 1926
with his advocacy of'the large units. 1In 1925 and again in 1930, Baker's
Bill was introduced and defeated, his government with ies majority of
rural farmers balking at a measure which would result in loss or curtail-
meﬂt of local authority. Bakgr was successful only in urging his govern-—
ment to establish the experimental Turner Valley School District and the
Berry Creek School District projects, forérunhers of the large units.
Baker's work had to await the coming of the Social Credit goVefnment for
the first steps toward realization of his goal and for the post-war period

fébr the movement to be totally.effected. -

William Aberhart, G. Fred McNallk,
and- The Large Unit

When Aberhart came into power, he tackled the large-unit scheme.
He and his Deputy-Minister, McNally, enlisted the help of superintendents
to hold meetings to gain the views of local board members and of other

interested people as well as to promote the idea (Chalmers, 1967: -283-

303, 385-387). ‘Aberhart obviously viewed the plan as a necessary step
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to bring Alberta education into the twentieth.ceétury and to provide a
more equitable system of education to minimize the disparity between
urbaq an' rural schools: " Buxton's anecdote about a meeting he attended,
during wnich the large unit was Yeing promulgated, gives some idea of

the reaction at the time.

Although I didn't know Perren Baker, he was the author of
the idea of the large school units. I saw a superintendent
by the name of Scottie Gibson talk to various meetings out in
Waskat&nau and Radway when the unit was being contemplated,
telling them that the jdea was to bring many schoql districts
‘into one large unit w'{h a board supervising the large unit.

" In that way, they belZQZed'they could provide a better educa-
“tion. They could bring schools together, and this was the

" beginning of. the larger schools as well as the larger unit.

Gibson received considerable opposition. I can remember the
rather f}actious meeting that I attended in whish a good many
people were staunchly opposed to the abandoning of the smali
échool areas because boards would thereby lose their authority |
for the local district. wﬁile I had nothing against the small

school boards, I'm sure the larger units have done great things

for education (Buxton: 21 April, 1977).

Interestinqlf, there is e;idence to suggest that McNally was
not'entirely convinced Qf the large-unit scheme which is considered a
mostiimportant ac ande _n Alberta education. Buxton refers'to McNally's
viéws and gives a description of McNally's petsonality.»

I knew G. Fféd McNally more outside of education than
inside. I'm not sure that McNally :ipported the large unit.
He had something Eo do with putting the large unit in, but I
think he did so mdre as a result of pressures than from his
‘ conviction. I don't think that McNally was very enthusias-
; about LaZerte and his Faculty of Education either, quite
frAnkly. I know that he had misgivings about the effectiveness



of the Faculty during its first years. Many people, however,
had the samé kiﬁds of misgivings: the Faculty has had its
various kinds of reputation. :

McNally was, hbuever, a very genial person thb an
attractive personality who seemed to enjoy his work as Deputy-
Minister and later as Chancellor of the University very much.
I used to attend fhe meetings of his o;ganization, Knights
of the Cfoss, which were held in the South Side Library. I
rather enjoyed this Sunday-school class, if you like, for
adults and for young men. I considered him a friend, and I -
think we got along well. He was Chancellor when I finished
my B.Ed. and came up here for graduation. I remember going
up to receive my dégree, the great smile that he gave at
finding 1 was amoné the graduates, and the congratulations

_he gave me. He was always pleasant (Buxton: 21 April, 1977).

. k
Despite opposition and whatever private misgivings of the Deputy-

Minister, the large unit legislation was passed; and the country s;hools
of early Alberta were destined to disappear. Through the efforts of
Baker, Aberhart, and McNally, the comprehensive education movement, with

its emphasis on large schools and a Qariqty of programs, was given

impetus.

PROGRESSIVES AND PROFESSIONALS

~

H.C. Newland: Enterprise and
Teacher Organizations

bNewland, Barnett, and LaZerte, whose contributions are‘weil
known, devoted their prodigious talents to the imptgbement of education
upon proqreséiﬁe and professional lines. Buxton, Lynass, and Rieger
are able to provide considerable information about their personaligies

as well as their ideas and practice.
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H.C. Newland was an Alberta educator wiwse demovratic, progres-
-~
S1vist vision was to have profound implicat ons f.r Alberta education
Born' in Ontario in 1883, he taught f;rét in Sashatchewan after 1900 and
. v It . -

then came to Alberta after graduating from The'rniQersty of. Toronto: 1n

1910. He was a teacher, a principal, a normal-school instructor, 4 leader
' ‘ Y

» . . e
in The Alberta Teachers' Alliance, president of The Canadfar Teachers'a

Federation, high-school inspector, Supervisor of Schools for Alberta,
and ®ounder of The Education Society of'Edmbnton as well as of its twin,

The Progress Club in Calgary.

Newland's personality was, apparently, rather astringent and

forceful. Rieger, who met Newland during a summer ~~hodl course, describés, o

o

him as "a very cool, inteliéctual person, very reasonable and thorough”

(Rieger: 2 March, 1977). T.C. Byrne, who greatly admired Néwiaﬁd,‘concurs
with Rieger.
Newland's approach was that of an intellectual . . e
Newland was rather alistere . . . . He was admired, disliked,

and feared (McIntosh and Bryce, 1977: 25).

Newland's chief contribution to education was the remodélling of
the Alberta elementary school curriculum into the aétivity or entérprise'
method of learning. Byrne explains the approach'whicthewland used.

Newland set out to reform the provincial school sygtem.‘
He . . . simply told the normal schools to introduce it.
Those who opposed him were unsuccessful in their opposition

(McIntosh and Bryce, 1977: 24).
’ 4

" The enterprise method has been viewed in various ways. Buxton

v

discovered misinterpretation of progressive philosophy, upon which the

-

method was based, and misapplication of the enterprise system in the

t
i

schools. T . o, ' ', :f‘
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In 1935, approximately, there was the invasion of American
educators who were strongly entrenched in the belief that Dewey
and progressive education had the answers. Dewey, Kilpatrick,
and the others did contribute the idea of looking at the student
as something more than merely a jug to be filled. That they
wanted the student to have interesting experiences in the
school was good. When we started the enterprise, however,
there was much misinterpretation of Dewey's philosophy in the
séhools. I've seen some strange things happen under the name
of enterprise education; for example, farm youngsters making
a model farﬁ out of .cardboard as,their activity when one would
think that enterprise education Qould endeavour to. give them

an interest out beyond that farm (Buxton: 20 April, 1977).
Lynass is convinced that enterprise, in itself a good idea, was
not tried fairly in Alberta.

The enterprise was good} but, like everything else we 've
done in Alberta, we've never given it a feally fair try.
The problem is we change too quickly. We také things in
without thinking <hem out really clearly and discard them
without giving them g, fair trial. Dewey knew what he was’
talking about: a child leéfns only from the experience he
has, and he goes from there. )It's considered good, now, that
- we have total immersion in French; but people criticize the
.idea of having total immersion in the e:‘ience of building |
a model Indian village. .Of course, you make mistakes; but
you do a great deal of reading in the process and learn a

~great deal, .. was the intent of enterprise (Lynass: - 23

it

March,”i977f.
Rieger, -crmen’ ing from the point of view of e Tural school
teacher, describes .- method and observes that the lack of books made

it difficult to realize fully the aims of the enterprise.approach.

v
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The idea in enterprise was that we would take a project
which was supposed to combine a\number of subjects such as
writihg, reading, art, geography, history, and science. Suppose
‘it was in the geography of Alberta. There would be a certain
amount of activity. The kids would make a map, complete with
mountain;,'on a big table, using e mixture of flour, salt, and
water. They were to collect material from various sources, but
in the one-room school there weren't any sources, so, I don't
recall that they.collected much written material. They may
have collected some geological specimens, pieces of coal or

different klnds of wood (Rieger: 9 March, 1977).

Newland's progressivism not only changed the curriculum of Alberta

'schoole but can also be seen in his formation of the two private educa-

tignal organizations whose aims he clearly envisaged as training and

préparation to assist superior teachers in the assumption of leadership

in education and in society (Patterson, Chalmers,” and Friesen, 1974:

289-305). Buxton, who was a member of both organizations, The Education
Society of Edmonton and The Progress Club in Calgary, speaks of The
Education Society of Edmonton, of which he is still‘a member, as it was
in the early 1940'5.

The Education Society of Edmonton was‘a society made up of

leeding educators or peeple considered leading educators in and
~around Ed&monton who discussed educational problems. There

were about.thirty of us in.the early forties. Each week some-
one would give a talk on some aspect of education. ‘An
‘interesting thing about that Society as I look back on it

now was that flfty percent of its membershlp were actually
classroom teachers: Harold Tanner; Mary Crawford from Victoria
-Composite; Helen Chelmers, Qho_taught éocial‘studiesi Miriam
:Bowman, who' taught art; Art Rosborough, a mathematics teacher;

Joe Powell; and myself (Buxton: 21 April, 1977).
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In reflecting upon Newland's contributions, Byrne (McIntash
and Bryce, 1977: 25) hopes these contributions will be remembered.

Here was :a man who . . . introduced reform from the top,
upset the whole province with his enterprise program, had
everybody going to summer school and forced the normal schools
to teach the activity thod. I don't know how many people
remember the quality oi this man's intellect and the strength
of his purpose. The tragedy is that his record will disappear.

Byrne's words are a reminder that dedication and energy, if care is not

taken to record them, can often be forgotten.

J.W. Barnett: The Alberta
Teachers' Association

N
There is little doubt that the megﬁianic Barnett, who "saw the

role of the teacher as Moses leading his peoplé.éut of the wilaerness"
(Lynass: 29 March, 1977), became a legend in his own time. Born in
1England in 1880, John Walker Barnett was not only a teachér But joined "
and‘latér became a local branch president of The Nafional Union of
Teachers from which organization he undoubtedly leagned much that would
be of use to him whén in 1920, nine yéars after émigrating-to Canada,
he assumed leadership oé The Alberta Teachers' Alliancei The Alliance
had been bor; out of the improbable ashes of The Alberta Education
Association, WhOSebleadership was predominantly educational establighment.
Barnett, as Secretary-Treasurer of the Alliance, .started his long trek
acréss thé'educational wilderness that was Alberta (Patterson;'chalhers;
and Friesen, 1974: 346—362). As testimony to his vision, the newv
.Barnett House stands. (The Association built the new house in 1962 when
the first Barnett House on 103 Street in Edmonton became too small.)

'Buxtonfs long and detailed aééounﬁ of Barnett tells of his work
'aﬁd of his vision; it also tells of Barnett, the man.

z“
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I first met Barnett in 1929, the first fall that I taught,
in Lougheed when I had come in from the rural séhool. Another
teacher introduced him to me. We sat down in the poolroom in

,  Lougheed and talked for an hour or more. He told us about
his adventures as he travelled back and forth across Alberta
trying to secure memberships in the A.T.A. Membershib at that
time was voluntary. He had some very interesting'stories
which he to6ld with a sense of humour and lots of laughter..
You would have thought that he had been on some very stimu-
lating escapade imstead of being involved in this matter of
getting members for the A.T.A.

The feces for joining the A.T.A. were six dollars per
year which sounds very reasonable, indeed, until you think
that the average salary of teachers at that time was about
four dollars per day; so he was asking for a full day and a
half of salary.’ Put that in terms of the present salary,
ahd you gef a different kind of picture. Barnett had a little
arrangement whereby he would ésk teachers to try-to recruit
other teachers. To provide some incentive' for this récruit—
ment, he paid each:teacher who got another teacher to register
two dollars for the six-dollar membership; that is, four’
dollars went to the A.T.A. and two dollars went to the teachgr
who did the recruiting, which wasn't a bad stipend in terms 7

of the fact that’that was about half a day's teaching pay.

This was one of the ways that the A,T.A. was gradually built

up (Buxton: 21 April, 1977).
' - In the years following his first encounter with Barnett, Buxton

was able to confirm his impressions of the commanding leader’ of the

Alliance.

I heard Barnett address conventions from then on during

? 1930, '31, '32. ﬁe was a powerful, very articulate speaker, : o
largely because he had'fhis commitment. He knew where he

wanted to go and was very'certain of his' goal which.helped L=

to make him a most forceful:Yeader. In a way he was messianic,

w
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I think. Yes, messianic but also with a sense of humour that
emerged from time to time. He had barriers to overcome, the x
greatest one of which was apathy; that is, many teaéhers ’ '
couldn't see the value of a province-wide professional
organization, especially if this were going to cost them a
little bit of money and invclve some sacrifice on their
part. The U.F.A. govevnment did nothing, so it devalved
ubon Barnett to provide leadership. To quite a degree, it
was a one-person leadership task which Barnett fulfilled
well. He had his headquarters first in his home in Edmonton
and then in the old Imperial Bank building where he had two
rooms and one secretary. ~This, at the time, was The Alberta

Teachers' Alliance (Buxton: 21 April, 1977).
Buxton gives an account of a meeting with Barnett occasioned by

some peculiar circumstances resulting in Buxton's need to appeal to the

newly formed Board of Reference.

I had a very interesting meeting with Barnett. 'I had
taught at Cloverdale for four yéars, reasonably successfully.
Although I had begun with a rather unsatlsfactory first
report, I dlscovered and made. use. of this idea of co—operatlve
learning: I think I was doing quite an effective job, .and
the Public seemed to think so as well. However, the Chairman
of .the Board had a daughter coming out of normal school who
needed a job. Since I had two friends on the Board, I felt
reasonably secure until the elections in January when I
suddenly found that' one of my friends had been eliminated
from the Board and replaced by a friend of the Chairman.

I heard via the grapevine that quite a few plgs, about
fourteen, were involved in this transaction; but T was never
sure of thlS:

In June t received e‘letter from the Secretary of the
Board, Wesley Mathieu, who was also a friend of mine, a

very highly educated individual who was farming. The letter



told me that my services were no longer required, bu; what
the Board didn't know-.‘wt;gi\ﬂut that was the year that the
government, after contlnuouéuurging by Barnett, had broughc
in The Board of Reference ﬁo"which a teécher could appeal if
he thought he was being fired for the wrong reasons or for

no reason at all. I went to the Secretary of the Board and

_ said, "Now, I wonder if the Board members would give me a

letter of recommendation because schools are scarce. While
1 can understand that the Chairman's daughter needs a job,
I would like a letter of recommendation so that I can get
another job." ’ o

When the Board was called together, the Chairman said,
"Oh, yes, we'll give you a good recommendation. You're a
good teacher " The Secretary wrote a very strong recommenda—
tion concernlng Earl Buxton, and all members of the Board
signed it. -

When I went to the Imperial Bank building'in Edmonton
to talk to Barnett, he said, "How can I help you?"

And I said, "Well, I've been fired from my job and I want
to appeal to The Board of Reference." I put- the letter of
recommendation from thé Board on his desk. Barnett sat and
laughed until his face turned blue because never had a .
teacher had that strong a case4—being fired by a board that
gave him a strong recommendation.; When he wrote to the
Secretary of the Board, he sent out a bunch of legal docuﬁents
explaining The Board of Reference:. that Chairman just about
had a fit. o i - |

I felt a little blt unwanted ‘however; so I went into
Gibbons to drown my sorrow. In the beer'parlour there, I
met two fellows. We had a few beers together, and I'told'fhem
that I had been.fired from my board. They said, "Weli, our
teacher's just quit so if you'd like the Job, why we'll go ’
down to Joe MacLean s store, and we'll sign the contract."
It was about ten o clock, the beer parlour had closed, we

staggered down to Joe MacLeén's store, and we signed the

1
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" contract. And I've said that it took fourteen pigs to fire

me and fourteen beers to hire me and that my value as a teacher
seemed to be somewhere between fourteen pigs andlfpurteen
beers. _ )

This was Barnett: I mean he simply took this matter up.

I had two or three other experiences that required the
assistance of'Barnett, and each timevhe.was éble'to solve

my problem. I had a great personal respect for him. To me-

he was not only a leader of the A.T.A., butihe was a personal

friend, a man whom .l liked very much (Buxton: 21 April, 1977).

M.E. LaZerte: The Faculty of
Education

Whiie Aberhart and McNally were changing’the countryside, Newlaha
was upsetting it, and Barnett w;s engaged in his peregrinations across
it, LaZerte, another compleat educator, was teaching in:ohe cérnef or
anéther of The University of Alberta campus. His aiﬁ was tb realize
university training-within an independent faculty for all teachers and
a degree for every teacher. )

Born in Ontario_in 1885, LaZerte.devoted eighty years to educa*'
tion. After coming to Alberta in 1910, ﬂe was a school teacher,
principal, inspector, Director of The School of Edﬂéation,'Principai of
The College of Education, and first‘Deaﬁ-of The Faculﬁy of Educaﬁioh
(Patterson, Chalmers, and Friesen, 1974% 363—385). Rieger describes

his imp::ssions of LaZerte at the time that he was Director of the

School.
i . L "
VA S an extraordinary person. One of the things
that s+ru- that would have struck anybody, was his
dec’siver~a: ~e very juickl: made up his mind. He was a
very brill._a- :ell tual; and this, with his decisive-

ness, gave cne . .. fidence in him. He always seemed -
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very certain; and, as far as I know, he was always right.
Another thing about him was that he was a person who had
done researgh, who had written textbooks. He was known
right across the country, even then. At‘that tiﬁe, we
didn't have many such people in Alberta. That made him
ihpressive. LaZerte was also a Qery good teacher. He‘
didn't lecture like other university professors did; he
‘taught more like a teacher in the schools because he wanted

us to learn techniques of teaching that could be useful with

children (Rieger: 2HMarch, 1977). , .

Buxton recalls an important occasion when LaZerte, in a significant

®

addfess to The Education Society of Edmonton, enunciated his vision-of
educationji It is particularly interesting to see from Buxton's later
association witﬁ LaZerte at the demonstration échool and then on The
EdmontonyPublic School Board,»hbw LaZerte translated commitment into
aétion; .
LaZerte I first met. a little later. He came out with
Barnett to Radway where I was teaching; and the two of them
spoke.to our A.T.A. local there. My next meeting with LaZerte
occurred when I‘gecame a member of The Education Society of
Edmonton after I had joined the Edmonton staff. About 1944,
I heard him address The Eduéation Society on his vision of the
teaching pfofessibn: teachers would be trained at The Faculty
of Education which would be part of the University; He made
a very vehement claim that teaching would never be a profes-
sion as:long as teachers were trained for one year in normal
féhools whereas all other‘professipnais were university
‘graduates. He wanted all teécheré to be university. gradluates.
He made a very strong defence of this thésis to The Bducation
Society where he received‘good support. ‘He had also, however,
some opposition from the instructors of the normalischoois who
felt their jobs were .being jeopardized. His response tévthat
ogpbsition later was to bring*all normal-school iﬁstructors

£
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into the ffrst Faculty of Education when it was formed in
1945 ' (Buxton: 21 April, 1977).

LaZerte was”a pioneer in creating The Faculty of Education:
Up until his time, elementary teachers were trained in normal
schools while secondary teachers usually got a.B.A. Degree in
addition to normal school or The College of Education. LaZerte
believed that all teachers should have a university degree.
In 1945, LaZe;te\gbsofbed thelggfmal schools in the Faculty,
the normal—séhool-instructors became associate professors,
and gradually others were added. This was the beginning of
The Faculty of Education and of four-year certification °

(Buxton: 18 April, 1977).
The dgmonstration school was created by LaZerte as‘part of The
Faculty of Education and as a realizqtidn of his con;iction that
observation of excellent tgachers in action in the classroom and
supervised practice teaching were essential in the preparation of teachers.
Buxton describes the informal nature of the program.

The’University'demonstration school, housed in Corbett
Hall, was a part of this whole creation. There was one
class each of grades one to nine and two classes each of
'grades ten to twel?e. Classes were limited to thirty-five
students. - It was rather an informal, sometimes chaotic,
program while I was there. In their spare periods, studenté
who were interested in English would come in, sit in the row
of rchairs at the back of the room, and watch me teach English.
I neQer knew whethef I would have three or thirty at the back.
Later, they'd meet me in the hall and say, "I have to téach"
so many léssons in English. Would you assign me some lessons?"
Although it was rather informal, it was enjoyable. We had

good classes .and a good staff there (Buxton: 18 April, 1977).
As a student in The Faculty of Education,/ﬁyn&sé had the oppor-

tunity, as had Rieger, to observe LaZerte in action. Like Rieger and
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Buxton, she pays tribute to his vision and leadership.

In Alberta education, you have to start with'Dr. LaZerte,
and no matter what you said you couldn't find the right words
to describe him: he is a giant among several giants (Lynass:
29 March, 1977). Dr. LaZerte knew all of us. He had a
concept of education that was inepiring and a concept of
the teacher's role in society that would make anyone proud
to be a teacher. When he would speak about the ideals of
the teacher d his role in leadership, Dr. LaZerte used to
suggest to us that perhaps our role was to stir up trouble
rather than to get into a rut. He would suggest that we
should be asking questions about society, about where we were
going, and the value of what we were doing. ﬁé didn't seem
to feei that we should leave it to society to ask but that

we should be out there leading (Lynass: 16/ﬁarch 1977)

The word retirement is not apt in des?flblng LaZerte's act1V1t1es

after sixty-five. His second career 1ncluded d déanshlp at The Unlver51ty '

.

of Manitoba, a commissionership in Prince Edward Island, and a research -
ditectorship on the national level. He was also an alderman and a

o
school trustee in Edmonton (Patterson, Chalmers, and Friesen, 1974

363-385). Buxton was a member of The Edmonton Public. School Board at
the same tlme as LaZerte and describes him as he appeared then.

Later, LaZerte and I were closely associated for five
years on- the school board. LaZerte was almost elghty then
but wouldn t let anybody know it. He was at one with the e
rest of us in- this matter of better-qualified teachers; B
better-equi- ;. - schools, and better status for teachers in .
the schools. When I first joined the board, we elected hiﬁ
Chai;man,iand his eighty years were no barrier to his crisp
and efficient conduct of our meetings (Buxton: 21 April,

1977).
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Barnett andlLaZertez two of the men whose- ideas and enerqgy
contributed immensely to professionalism in Alberta education, are

compared by Buxton. His words are an appropriate assessment of their

achievement.
A

Two men who made the lives of teachers better and

improved the profession, were the ones-I knew best, Barnett

and LaZerte. {They were contemporaries, each one working

indefatiéably toward the realization of a dream or a vision

that they were very certaln would revolutlonlze education by

making teachers members of a highly respected profe551on

instead of 1solated individuals, working alone, actually /}
separated from other professions and with far less status

and prestige than other professions. (I think this isola-

tion and lack of status have been characteristies of teaching

throughout the ages; for example, the Greek teachers were

pedagogues, a word which came to have its own kind of deroga-

tory connotatlon ) Each was dedicated toward - the achieve-

ment of his goal. A great part of their lives and tﬁeir ' ~
'thiﬁking was concentrated upon that dedication. I could
“'sense it as soon as I talked to them (Buxton: 21 April,

1977).

UNIVERSITY TEACHERS

Teachers in The Faculty of
Education

In addition to figures sueh_as.Baker, Aberhart, McNally, Newland,
and LaZerte, there have been other‘educators about yhose g&ms and work
comparativelfhlittleahaé been written. Many of these educators were
assoc1ated with The Unlver51ty of Alberta, either ‘in The Faculty of

I

Educatlon or in The Faculty of Arts and Science; others made contributions

to educatlon outside of the Unlversztx Lynass, Buxton, and Rieger came



into contact with many of these men and women and are able to speak of

their achievements.

Lynass describes her view of The Faculty of Education as a whole
in her>comments on the staff which LaZerte had assembled. She refefs
to spec;fie professors whose coniction that teachers were leaders and
ttatvthere was joy in learning impressed her.

It wasn't Dr. LaZerte alone: he was a greet leader, but
he was equally fortunate to have Miss Simpson, Dr. Smith,
Mr. Coutts, Dr. Gillies, Mr. Buxton, and Dr. Sparby whose
concepts of the role of education were also inspiring. They
would remind us that once you taught a student to read, he
was in the same p051t10n as we were where he could find out
for himself. They used to insist that there was a joy in
learnlng and that we must create a situation where the student
could dlscover that joy. Dr. Smith was absolutely great.
I recall one incident where a stuaent-teacher, an agriculture
graduate, objected beeause I h;é asked him to teach a lesson
in English. I told him his job was to get busy and learn
the material. Dr. Smith reminded me that no matter how true
that statement might be, it wasn't very diélematic. There
was-a better method of getting results. Dr: Smith was a
psychologist of the most sincere type, but first of -all he
was a human being. I recall soO many times _when he‘would “say
to:me "You certalnly know your English, but there are other
thlngs as important as the subject matter. And he was right.
These men in The Faculty of Education wanted us to have
a wlde and deep knowledge of our subject matter and also of
a philosophy of education that challenged the whole concept
of the student's right in the classroom as well as our own
rights. ‘The student héd a right to be taught, and they never
let us forget it. Dr, Gillies would talk about Madame
Montessori and Demiashkevich as well as Locke, Hume, and
the other famous phllosophers. They talked about the people
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who worked in the classroom so that it wasn’'t all theory;
that is, Rousseau had his place in our education, but so
did Madame Montessori. They were great teachers (Lynass:

16 March, 1977).

To illustrate her contention that LaZerte and his staff were '
inspiring, Lynass relatec a classroom anecdote about Coutts who, like

Gillies, believed in the importance of the t®acher's responsibility in

o
instruction and evaluation.

Coutts one time was asked if a student didn't pass an
exam what did you do about it. Coutts said, "You re-teach
it.”

"And suppose he doesn't gét it the second time?"

Coutts said, "“Re-teach it, but this time examine what
you're doing." | .

And some wit in the class said, "But suppose you re-teach
it ninety times?"

"Wellg" he said, "teach it ninety-one, but this time make ”
sure you teach it."” Coutts and Gillies botﬁ always stressed
that any time you teach something to remember that the
examination examines the teachinc as much as the child's

knowledge (Lynass: 16 March, 197~
Lynass' experience with LaZerte's demonstration school led her
to accord respect to the members of that staff as well as to the members

of the Faculty.

Not only were the professors impressive, but the teachers
who taught in the Universify High were alsq)exemplary. When
I joined them, I joined a group of people that it would be
impossible to spéak highly enough about. Murray McDonald
was not only an intellectual, but he was a gentledan. And \—" e
cy Hampson? Where could you find anyone as a better represen—
tative of what a school teacher should be? (Lynass: 16

March, 1977).



Like Lynass, Buxton remembers the work of Smith and Coutts in

The Faculty of Education.

Herb Smith took over as Dean after LaZerte. While LaZerte
had been moving in this direction, Herb Smith did much more
to departmentalize the Faculty by creating the various
departments so that the work was delegated. Smith also put
Dr/’ébﬁtts in charge of the student-teaching program. After
gﬁis delegation of authority that took place, the Faculty
4radually bloomed and blossomed (Buxton: 21 April, 1977).

Buxton's long professional and personal association with Coutts
began with the two men working closely together with students and student-
teachers in the University demonstration school. Buxton thinks highly

of Coutts' leadership in education.

I first became acquainted with Herbert Coutts in 1945
when he taught a senior class, mostly veterans, in English
Curriculum and Instruction (methods), and I was teaching
English to grades eleven and twelve in ﬁhe University demon-
stration school.® At his suggestion, we decided to pool our
efforts and resources. I would teach my grade~twelve
students a lesson on Macbeth or oﬁ stYle'analysis while
his student-teachers observed the lesson. Then I'd meet
with Coutts and his class to discuss the methods I had used. ’
I admit that I couldn’t always answer his students'’ questions
because I hadn't always developed a rationale for some of
the things I did. I think that sometimes I was merely .an
opportunist, using my students’' guestions and"contributions
as bases for exploration. B “

In another period we'd repeat the process with Coutts
teaching my class. I looked forward to each of these
demonstrations because I found them challenging, and I
usually learned ‘ thing from.Coutts that I could use
later. For’_xam e, before I saw him in action, I hadn't »

thought of throwing student cqmpositions on.a sc:eeﬁ with
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an opaque projector and having them criticize each other's
work. Since each composition was identified by a number
rather than a name, the writers did not need to feel uncom-
fortable. With one batch of descriptive paragraphe, Coutts
.4included a hand-written copy of a paragraph by Dickens about
a house "leaning over" a road. The students dutifully
criticized the paragfabh and did not appear embarrassed

~when Coutts identified the writer. Perhaps ;hey felt that
they had discovered that even ﬁomer nods. I think that this
kind of co-operative enterprise would be valuable to Educa--
tion professors, to teachers, and to Education students

(Buxton: 21 April, 1977).
Bux ton speaks of Coutts' dedication and hard work in meeting the .
problems associated with the Faculty as well as of the other duties which

"he assumed.

Herb Coutts is a good man, a sincere man, a man who was
dedicated to improving the Faculty. For years he earried
many responsibilities. For one thing, he acted as assessor
of qdalifications'fof The AlbPkrta Teachers' Association.

In addition to the administration of a repidly growing
" Faculty, he had the’ task of evaluating;the.gualifications
of people who came with a variety of,recordsrfrom all softs
of schools in other parts of\ Canada and from outside the ' .
country. He was an extremely)busy man during those years,
usuallybar#iving at his office early in the morning and
frequently returning to Qork during the evening.
¥ In addition to prov1d1ng good leadershlp for the.Faculty;
Coutts ~worked w1th Stanley Clarke of the A.T. A. 1n’.urglng
the prdv1nc1al government to increase the years.of tralnlng
- far teachers unt11 the four- year Bachelor of Education became
a reallty. Coutts was also respon51b1e for the constructlon
of a new Education Building so that The Faculty of Education
. could move from Corbett Hall to the central part of the

Unibersity Campus.
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When I served as Master of Ceremonies At Cov ts'
retirement banquet in the Chateau Lacombe a few years ago, . o
I let other speakers tell of these and‘other'achievements.
I confined my remarks to describing the hospitality of
Herb and Clara Coutts. I doubt that there are any members
of his'lérge Faculty who have not at some time been quests .
at the Coutts' attractive home in Grandview Heights

(Buxton: 21 April, 1977).

Another educator who became a member of the Faculty was Wilf
Pilkingtoﬁk Both Lynass and Buxton know and admire him. Lynasé, at the

\ .
i
time,.enjoyed a dual relationship with Pilkington who was a neighbour

and an estimable colleaque.

I lived next door to Mr. Pilkington for years, one o
the most inspiring educators I've ever talked to. Always,
before I prepared my wbrk for September, I wouid talk to him.
He would have so many anecdotes and ideas that I‘could plan
to capﬁure my class on borrowed material. I could éxpress
opinions’to Mr. Pilkington yithout fear of ridicule, and I
could get into arguments with him Qhefe it was‘an exchange .
of ideas not an'exchange of ‘grievances (Lynass: 16 March,
1977). '
Like Lynass, Buxton4speak§ highly of Pilkington and his aﬁilities

as teacher, administrator, and public speakér.

Very shortly after I joihed the Edmonton Faculty in 1956,
Coutts appointed Wilfred Pilkington as hissassistant in charge
of student progrémé. Pilk, who had been an excellent te: her . .
and professor, proved to be a very effective administra- - in
?Epis area. He developed an excellent relationship with
students’beqauée he was responsive to their problems. When
“he had to say_"No?fto a.stuéent,.he could do it graciously.
He used to éall me dccasionally when he had a studegt from

outside Canada who was having difficulty wiiﬁ-English; We'd

< ‘
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give our own little tests to discover whether the individual
was proficientvenouéh in English to enter the Faculty and
become a teachef. Sometimes we'd have to say, "Look, we

think you should »spend a year'in Canada just doing something
else and improving you;.proficiency in English."A.Pilkington's
handling of students was always on a friendly, personal -
basis: He was also a witty, entertaining speaker who com-
bined humour and information at numerous teachers’ conQen—

tions and meetings.

Teachers in The Faculty of
. Arts and Science

Students of The Faculty 5? Education have occasion ‘to meet members
of The Faculty of Arts and Science since p:r: of the preparation of a
teacher is mastery of his subject. Like Rieger, who in his first year
of univer;ity had been impregged by professors in The Faculty of Arts
and Science, Lynass and Buxton also encountered knowledgeable and
memorable professors of that Faculty. Lynass reflects up§n sevefal
whose scholarship and abiiity to teach she considers oﬁtstanding.

I céuldn't speak-highly enough-of ‘the people I met in -
Education, but I also met tremendgus people in The Faculty
of Arts. Our philosophy prof. was amazing--Mardiros. where
wouid you find a more tolerant and educaﬁed mind than Mardiros'?
L.G. Thomas 'is one of the most underrated men I've ever knbwﬁ.
I learned how td approach history from him. You had to /
listen attentively to him beéause he had ‘such quiet humdpr
that you'd miss it if you didn'p}pay'attention.' I used to
come ou; of his clasges tired out! I had listened so intently
§hat even the backs of my legs would be tired. pr. Forrest,
Dr>'Wonders, and Dr. McCalla. Drf Forfest is a great scholar
whose special field is Milton. I would go into his c1a§s S0

well ‘prepared. He would give his lecture, and I would spend

the next hour tryiqg to figure out why I hadn't agreed with

a



him when I had come in. I found him one of the most
encouraging persons I had ever worked with. Dr. Wonders.
Even the stones wouid listen to Dr. Wonders, he had so
many fascinating ideas. He taught human geography. Dr.
McCalla could inspire' a person to go out and do more than
he ever dreamed he could ‘do- All of these people I speak
of in both Facuities had knowledge and w1de_exper1ence in

" the classroom, and maybe that¥s what made all the difference

. (Lynass: 16 March, 1977).

o

As ‘a student struggling to obtain his undergkraduate degree,

Buxton encountered two well-known and highly respected members of The
\ " -

Faculty of Arts and Science, Dr. Broadus and Dr. Salter.., In his tribute
to these two men, Buxton emphasizethheir scholarship and their ability
to infect students with enthusiasm for the subject. -

_Pr. Broadus taughtvEnglish 2, which is now English 200.
He had a class in Med. 142, with about two hundred and .
fifty students; and he taﬁght us_the story of English
literature. His book is still considered quite a classic
on the storyiof.English literature. He brought.English
literature to life in terms of the society.' He'd talk,
for example, about the kind -of socxety and the conversatlons

they would have in the coffee houses in London as background

to Addlson, Steele, and The Spectator. He'd talk about
life in the eiéhteenth century when Pope wrote "The Rape
of the ﬁock;“ being satirical of the young lady, Arabella.
What happened with Broadus was that llterature, the people,
came to life, the times came to life; and I thlnk that had .
an influence on me later in terms'of teachlng.‘_B;oadus
taught that literature, after all, is not necessarily'an
accurate picture of soc1ety but is related to soc1ety, to
human belngs and thelr thoughts, their dreams, thelr 1deals.
From Broadus, I ‘got the concept that llterature was man,

his motives, ideals, dreams,aand visions.

T . ) - ,

e
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I took two coursesvfrom Dr. éalter; and, like Dr. Broadus,
he wag\gnthusiastic about his subject. He was a scholar. He
qould r%ad literature so that- it revealed the feelings of the
speaker the words came to life bn the page. Many people
have said he was a tyrant, but I ‘éver found him that way.

I enjoyed him, and I enjoyed the fwo courses I-took with

him. One was a Shakespeare courge; the other was a writing

id all thirty-six of Shake-

course. He made demands. We
speare's plays”in the summer sgssion, which meant goinguthrough
them fai;ly quickly. He asked for a lgt of reading ahead of .
time. At that time Qe used to prepare for the summer session.
in advance. I found him a person who was so interested iq

his fie%d that he-wanted discipline, effort, and induStry>

from students.. When.that.happened, he seemed to be content.

He was a hard worker hifmself (Buxton: 18 April, 1977).

On another occasion, Buxton took a writing course from Dr. Salter.

Buxton's description of Salter's exXpectations of his students and of
himself is a clear evocatipn of the redoubtable "scholar.

 Later, I took a wri%ing course from him. A£ thelfirst
‘session, there were twenty stuﬁents in the’claSs; _Salter
said, "You people say_you want to Qrite. All right, you'll
write. You ll write three thqQusand words every week, I'11
cofrect_thosé three thousand words, I'll write some scathing
remarks on yoﬁr papers, and if you're goifg to be in this
course,"--this may be why people have the impression he was
a tyrant--"you're going to work." 'When we went back for
the second session, the tﬁgnty had become twelve. He said,
"Now, we cam go to work." We did write a‘paper of about "
three thousand words, sometimes less, every weék;rbut then,
in3responding; he would'sometimes write almost as much‘as'
the student had. I wfote,one'paper which I called "The Qld
-Morality Shbp," in which I was being satiriéal about all the
old éelections we.used to use to make studén industrious

.
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and moral, like "The Ant and The Cricket," "Peter and the

Dike," "George Washington and the Cherry Tree," and "The

Shoemaker and the Elves." . Salter. responded with about

’three Pages, saying he was extremely interested and that .
he often had wondered and been interested in finding out ;
just how much impact this kind of llterature had on. students

(Buxton: 18 April, 1977). v
OTHER EDUCATORS

Garrison, Clarke and Swift

Rieger and Lynass turn thelr attention outSLde of the Unlversrgy

m oy

to provide a list of 1mpre551ve educators whose 1nterests and contriby-~
‘tions are far ranglng. Rieger mentlons three educators whom he found
1mpress1ve in three different positions: Lloyd Garrlson, a pr1nc1pal

and an active member of The Alberta Teachers"' Assoc1atlon; Stanley Clarke}
at the time the head of The~Alberta Teachers' Association; and Dr. W.H.

Swift, Deputy-Minister.

/

Lloyd Garrison became a teacher when he was fairly
mature, thirty Years old. He had Jgone to The School of
Educatlon. In 1932 he went to Berwyn as Principal of
the rural hlgh school there; and it was in 1939 that I
_ came ‘along. I was there for two Years. Garrison remalned
\\\ in that school until the early 51xt1es when he retired. o "

He was never in any other school, which is an 1nterest1ng -
- thing in ltself He had had a lot of experlences and -

was a great story—teller. A good talker, he'd go down

to the general store in the village of Berwyn after school

He was a member of the Hot-Stove Group there, and they

would go over war—tlme strategy. His interest® ‘'was social

3 " . z

studles,
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Prior to Lloyd Garrison's retirement in 1962, the school in
Berwyn was named after him. He was also honoured by The Alberta Teachers'

Association. - The ATA Magazine (May, 1963: 54—55), "Honorary Memberships{"

reported the bestowal of the award.

In grateful recognition of a lifetime of distinguished
teaching service in the classrooms of schools in this
province, it pleases the Executive Council of The -Alberta
Teachers' Association to.confer on . . . Lloyd Garrison
honourary membership in the Association.

As well as recognizing Garrison's contributions to education,
Rieger gives insight into Clarke and Swift, two prominent Alberta
educators;

Stanley Clarke became Executive-Secretary.of The Aiberta a
Teachers'lAssociation while I was on the Executive Council.
’He was a person whose background was quite a bit different
from that of members of Executive Council and A.T.A. staff.
He had had expetience in university, had a background of
theory and hlstory of education that teachers generally don't
" have. He also had a systematic way of tackllng problems
which impressed me (Rieger: 2 March, 1977).
Dr. W.H. Swift was Deputy-Minister for about twenty.
-years. What I recall most about »hi_m/_dis:,th’at he seemed
to be a very faif—minded person. At meetings of the
representatlves of the trustees, the A. T A., and the
Department the A.T.A. and the A.S.T.A. often- had opposing
views on questions; but Swift was often able to get us
together, to find something cohstructive in the views of
each of us that was useful. Another thlng which 1mpressed
me about him was that he undoubtedly understood and was
able to 1nterpret The School Act better than anybody else
in the province (Rieger: 9 Match,_l977); : '
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- Dickie, Ronning, Gislason, Ainlay,
Sterling-Haynes, Cameron,
and . Greenham

Lynass refers to people whose contributions were outside of the
Univérsity as well and whose work she censiders to have been of importance
.- to education: Donalda Dickie, Chester Ronning, Mr. Gislason, Hafrw

. . ) ! ' i B oae
Ainlay, .Elizabeth Sterling-Haynes, Donald Cameron, and Mrs. Greenhan.
/ .

./ .
! Donalda Dickie, along with Olive Fisher and Inspector W.E. Hay,

J" . s
' was a member of the sub-committee appointed to draft Newland's activity

curriculum. It is, consequently, appropriate that' Lynass should have

used Dickie's books in her classroom. ‘ -

When'I started to téach, iﬁ was the enterprise system.
The éhildren‘would make clay maps of Alberta. There was N
4 woman, Dunalda Dickie, who had written books on'plécg
names in Alberta'and beautiful little stories like "The
Ghost River Dam" and "Qu'Appelle" which I used as part ofi
“the enterprise. I‘suspect that she felt that Canada
stopped somewhere around Moosomin, SaSkatéhewan, because
her stories were so full of the place‘hames of Alberta
" and Saskatchewan-as well as of the early P@qnéers who
had conﬁributed to these place names and locations.
'éhildrén, in those days, using her books were ggry aware.
of the history and geography of Alberta. She ﬁ&st‘have
had gltremendous'impact on. the Albértans of that day and:'

-~

on many of the people from Séskgtchewan,
Lynass rgzgrs-to‘three Albertans, of whom one achieved internétidnal
recognition, one little if any, and one a civic (Edmonton) reputation.v ‘ -

There was' The Camrose Lutheran College whose principal, a

i s ma

specialist on China, became an adviser to the government on
Oriental affairs. He had operated a privétg school in Alberta

which attracted Central Alberta students and which hadfa_great
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influence in Alberta education. Chester Ronning was his
name. He became Dr. Ronning, but he Qas Mr. Ronning when'
I heard him speak‘at a teachers’ conveneion in Stettler to 4 ,
a group of us who were so naive that a travelogue was
entertaining. He spoke about China, and the Chinese people
became eo human and real that no teacher listening could
have' had anything excepting resoect for Ghina and its
people with their courage and their hardihood. He spoke
of Sun Yat-sen and his revolution and of the Soong (or . T
Sung) sisters. He made the history of China more personal .
than Pearl Buck does in her books.
There was an English teacher called Mr. Gislaeo
nwor_ked with teachers in such areas as English commit -er .
In a quiet way, he always moved you to do better than .u
otherwise would have.
Haer‘Ainlay‘igﬁsonething different. He was Mayor of
Edmonton when I went to university. I heard him in a debate;

if he was as humourous and ‘as clever .in the classroom as

he was on the‘stage, he'was good.
In concluding her account of notable educators, Lynass explains
how she came to meet the people nho were respon51ble for estabilshlng
The Banff School of Fine Arts. Her memories of the School -are vivid.

There were also Elizabeth Sterllng—Haynes, Donald
Cameron, and Mrs. Greenham with their worK in The Banff School - °
of Fine Arts. Elizabeth Sterling-Haynes could make anyabag
of salt or tombstone come alive. She could make you feel
the drama just‘on the stage-itself ﬁhat she did for litera-.
ture among the young teachers I don't thlnk could be dupllcated
because although we could read 1t, teach 1t, explain it, she
showed us how- to put people in it. Little plays about Henry ‘ ;
the Eighth and ﬁarmers instantly became human. There was |
flesh on them. When she read poetry, she ‘always‘ chose the
dramatic poems with people in‘them. Robert Frost's "The

i



Death of the Hired Man" was a genuine experlence And
Donald Cameron with his work on that Banff School of Fine
Arts. I was in high school when he was stumping the
country trylng to get us to go there for the summer. When'
I went there, I met Mrs. Greenham. Thesge people had a
v151on of making The Banff School of Fine Arts as great

as ever Stratford and London were. T think they succeeded.
I know that I still get a thrill out of going to the Banff
School When I go to the Greenham Theatre, I remember Mrs.
Greenham's production of Hiawatha where the little deer
actually did come out of the forest at the right moment, ‘
bless them, and - the c¢hildren “hid out there on the mountain-
side. It was wonderful. Alberta must have been full of
great and noble educators, and I really think someone

should write about these people (Lynass: 29 March, 1977).

SUMMARY

These are some of the people, then, considered by Lynass, Rieger,
and Buxton to have been significant in educatlon and worthy of mentlon,
people whase act1v1t1es have ranged from a career devoted to a 51ngle
school to an absorptlon with place names rn Alberta angd Saskatchewan or
with Orlental studles. These are some of the people, widely acclalmed
or less well known, whose visions have led them to 1nvolvement in the
betterment of educatlon and who have devoted thelr time and attentlon
to The Alberta Teachers' Assoc1at10n, The Faculty of Educatlon, The
Faculty of Arts and Science, The Banff School of Fine Arts, The Department
of Education, The Edmonton Publlc School Board, The Educatlon Society
of‘Alberta, and The Progress Club, curriculum reform, and the large unit

of admlnlstratlon " Whatever the partlcular area in whlch they have

‘worked, thelr energies have been concentrated upon the attempt to
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improve education. In their diverse ways, they have not only influenced

the course of education in the province but have also had an impact

upon teachers such as Lynass, Buxtéon, and Rieger, with whom they have

come into contact. - )



CHAPTER IV

VIEWS ON CURRENT ISSUES IN

ALBERTA EDUCATION

INTRODUCTION .

o What can be described as the present system of gducation in Alberta

~

haé evolved aé'a result of historical deéelopments and issues, inéiuding
the ideals of visionaries. Cﬁange, which has been a predominént factor
in Alberta society, has been reflected in education. As Dr. T.C. Byrne,
former Deputy;Miﬁister of Education in Alberta, has pointed out, the
school "will always be a gonservative institution following rather‘than

- 'leading, moving only in the waké of social change" (McIntosh éna nyce;
1977: 104). It fur;hér appeérs that in the twéntieth century chéﬁge has
demohstrated an ;Ccelefating tendency; large changes ha?e taken plgce
relatively quickly. The hiétgfical pefspective, interésting in itself,
has provided some understanding of the evolution of current practices,k\:?
institutions, and issues. Hoyever, he p;esent sﬁate~6f education must

also be examined within the context of current beliefs, expectations,

and trends. , ‘ -

1

A This examination entails the formulation of two closely related

quéstions. The first is what relationships exist between schools and

the needs and expectations of society; and the second is what is the ,

nature of schools in the seventies.

) The first question includes the degree and method of control the

125




126

comﬁunity wishes to exert over itg schools. There is, as well, the
tension between what people think the schools shogld be doing and what
they think the schools are doing. Tension also exists when the public
and educators disagree in their perceptions of either ideals or reality.
Frequently, neither public nor éducators speak with a concerted voice’
Opoh any educational issues. Inherent in these aspects of the first
question ie the effect ofy/®he tensions upon students and teachers.
Closely related, also, is the iﬁpact ggon schools of the values and
'"'practice.s apparent in the community oetside of t.he schools.

The seconé question focuses.somewhat mofe specifically upon

schools and inQolves the adjustments schools have made in theit attempt
+ to-meet the needs and expectationswofjgociety. A central concerh is

how-tpege edjustments affeot studehts eha'teachers. It includes not
only such details as administrative preotioe but also such considerations
as curriculum. Evaluatioh of prograo;, of students, of teachers, and
ultimately of sthools almost inevitably’returns,the discussioh once again
to the relationship of schoolsvand society.

Research has sought to provide 1n51ghtv1nto problems and issues
which concern educatlonl' The topic of research ralseehimportant questions

about 1ts procedures, uses, interpretations, and its areas and agents of

~ investigation.

The reflections of John G. Althouse and W.H. Swift, two Canadian

‘ -

educators of ‘some prominence, provide a convenient philoeophical.f;ame—
work Wlthln which to examine- the analyses of the present state of . -
educatlon advanced by Buxton, Rleger, and Lynass. As the three educators

. . A

query the nature of educat;on, they are often'surprisingly in agreement




with the major issues identified by Althouse and Swift. The agreement
4 ! ’
is surprising in that Althouse was writing in the late forties, Swift in

the late fifties, while Buxton, Rieger, and Lynass are speaking in the

late seventies.

Althouse's crystalline analysis of structure and aims in Canadian
education proceeds from a postulation of two basic countervailing forces
in the strucpure of the educational system. On the one hand, there is
“the tendency for the community to regard the school with jealous and

proprietary pride," as a result of the "extraordinary degree of self-
e ) - Q
“reliance" exhibited in "early settlements everywhere in this Dominion”

(Althégse, 1949: 25). On the other hand, there is a "trend to vest

. : . A\
policy-making authority im paid officials of the government" which "in

fields like that of education . . . is particularly dangerous" because

"it can lead . . . tq a complete divorce of education from practical
, s . .

life" (Klthouse, 1949: 30-31). Swift (1958: 28) reports that he has
observed a "treﬁd'toward the lessening of the aﬁthority, or at'lea§t'of
“the exercised authority, of the central educational body . . .vand an
increase in the degree to which locaiischool éuthorities exercise

'independepcé of action.” In Alberta, since then, the trénd has found

formal expression in the decision (made in January, 1973) ta accredit
local boards.
However, in light of current public dissatisfaction with education

and in view of the possibility that "it is. public opinion which finally

_ } ‘
determines what is done in the schools" (Swift, 19587 23), it would be
premature to’ be altogether confident that the danger Althouse refers to

has been totally averted. .There is the ironic possibility that the

127

DU P,




&

"jealous and proprietary pride" of the community may cause it to call

for increased government control and infervention. - There is the possibility,

s

also not untinged with irony, that “the complete divorce of education from

o )

practical life" has already been effected and that partia%%i;by educators
s that the

who are not government officials. Yet a third possibility
community may have abdicated its "Jealous and proprietary pride". alto-

gether.

Althouse's observations about community expectations of its

.

schools are trenchant. <3
It would be profitable . I . to remember that education is

one of the few human activities in which a ¢community gets just
about what it deserves. THe community which has the interest,
the intelligence, and the courage to define its school objec-
tives will usually approximate those objectives. The community
which is vague, or muddled, or insincere in setting its school
objectives usually derigqf little but trpuble and disappoint-
ment from its educational expenditures, no matter how generous
these may be . . . . Schools will not be able to implemernt
the most enlightened thinking about their function until the
public 'in general is more generous in' its tangible apprecia- -
tion of what people are, -as distinguished from what the:
possess or what they do for a living (Althouse, 1949: 31, 76).

) (8] .

In terms of the second major question, the nature of schools,

- ) J .
©again the views of Althouse and Swift are useful. Althouse warns that,

in the absence of meaﬁingful goals; "there is a real danger that . . .
the school may grdpe‘;bout with mére good intent than clear purpose, and
thqp it may either perpétuaté traq@tional pra;tices which are no longer
Fi applicablé, or invent néw procedures with no clear perception of where
theyvmayiléad" (Althouse, 1949: 37). Hevevinces concern about the
. néééssity for developing favourabl¢4§tudenﬁ attitudes.
These are grim days; we must nét'shrink from bringing
young people to the discovery that everything worth while

involves a cost as well asqa reward, and that the cost comes
first . . . . ‘

° .
A - e e R

A
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not to account for failure; he is to be led to exert effort,
not to be politely idle or to simulate interest with no reai
enthusiasm . . . . Self-expression is a necessary step in
development, but the school must be quite as much concerned
about the kind of "selves" to be expressed\as about the-
opportunities for expressing them (Althouse,\1239: 61).

Swift also identif = as an urgent problem the need ép develop in students
a favourable and disciplined attitude toward education.
On the issue of evaluation of students, Althouse warns that

a school which never trusts its pupils to think for them-
selves or to make. their own decisions can usually put on a
good "show" at any public. function--and I would include external
examinations -among these public functions (Althouse, 1949: 70).

Swift expresses grave caution about the judgment of schools.
But the measuring of educational results and the isolation-
of causes are elusive processes indeed. What about . . .
mobility of population . . . working mothers . . . greater
prosperity . . . T.V. . . . changing social attitudes?
Perhaps one or more of thesei factors have really had dgreater
influence than actual teachihg procedures (Swift, 1958: 60)..

Finally, both Althouse and Swift see research as a useful tool
in education. Althouse calls for open dissemination of research using
plain language and a sense of humour while Swift notes that he detects
a growing faith in research as a way of solving educational problems.

As Buxton, Rieger, and Lynass focus upon the schools and their
society, different ways of looking at current issues and practice emerge.
All three grapple with the problem of societal expectations of the schools.
In disghssing the nature of schools, they refer to the administrative

Lo

practices of semestering and streaming which -have been ihstituted in the
-large schools and to curriculum and evaluation. - After considering the
matter of research, the three educator# turn their attention to what

. they consider to be a most important issue in education: the judgment

of the schools inherent in the back-to-the-basits iSsue with its allied
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‘questions of literacy, traditional grammar, and external examinations.

SCHOOLS AND SOCIETY

Societal Expectations and Their
Impact Upon Schools

Rieger's outline of societal expectations of schools in Alberta
proceeds from an historical perspective.’ He’indicates thatlexpectations
have not chgnged fadiCaiiy in Alberta from the early vears. Rieger
believes that the disérepancy between actual andvideal is a very large
one becausg ideals are high.‘ Although he thinks some progress has been
made, in terths of present ideals theFe is still a long way to go.

I think it's fair to say that there is and always has been
a philosophy of education in Alberta. Let me go back to early
years. 'Most-people, including mos* teachers, in Alberta,
thought of education with a Christian bias, regarding it as
a supplement to religion. Most people were, and prob&ﬁly
still.are, or would claésify themselves as, Christians. Most
peoplé did, and still do, think of gducation as encouraging
and perpetuééiﬁg democratic'forms of government and other aspects
of our lives. Most people did, and still do, think of education
~as furthering the free enterprise, capitalistic view of
eéonomics.'”Most people did, and still‘do, think that the

main purpose of the schools is to teach people to read, write,

.« .fiqure, and gé% prepared for a job. Most people, also, believe

that the school has a responsibiiity in developing:good charac-
ter traits and social attitudes in pupils. I think that's
definitely so. They expeét}the'school to teach the pqpils to
be diligent, punctual, well-mannered, honest, and courageous; :
Admittedlykjwe'fail far short; and people know that too
(Riegers‘ 2 Mar;h, 1977). ~ i v

The discrepancy between the actual and the ideal is very

large because people in education generally.have high ideals,
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always far ahead of.reality. I read some while ago a reference
to The Education Act of 1870 in Great Britain. The hopé was

. that most kids would learn to read, write, and do sums. That's
Just over a hundred years ago and now seems to us a pretty v
low expectation. Now there are very few young people who
don't.get twelve years of schooling. No longer are people
satisfied with just getting a diploma to prove skills in .
elementary arithmetic and language.

" Society expeéts the schools to p:oduce some differences

in the behaviour of people and some changes in their'attitudes.
Obviously, we have much to do .in thié area. We have a long

" way to go with respect to our attitude towards Indians, East
Indians, and people from other parts of the world. . We héven't'
made much advance in our tolerance of French as a secon&
language in t&}s province. We have made some progresé in
attitudes towards handicapped, crippled, or menﬁally deficient
people who were formerly treated with defision but now tend'
to be recognized as feeling people whb haQe‘some possibilities.
Maybe we're more toleiant about religious matters (Rieger:

2 March, 1977).
Rieger’' comments that parental expecfations'of chilérén can férm
an obstacleAtd prbggess‘in educafion. He concludes by refle;ting with
éehtie irony upon the reaction in the sixties when a societal expectation

was achieved by the schools. ..

We.s£i11 ha;e problemS’of atpitudes to different educational
E routes. Mos; parents want their children'to take the matricula-
tion courses because they believe that is the.route to a good
job; a'pfofession; but many students are not. interested in or
lack ﬁhe aptitude for academic education. What fhey're really
interested in may be the technical‘occupat;ons, but the same ‘ .
financial motivation .isn't there in the techni;al areas.- - 4
Another thing abo&%vexpectations is that success_in_their

achievement may have unexpected consequences. Many people
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“haye said that the schools should teach students to think.
I.was.always aware that when people said that so glibly, they

. may have been a little reckless because if the kids think
very much, they mléht not think exactly the same as thelr
parents or their teachers or their government. In this
country, but more particulag}y in the United States, about
ten to fifteen years ago, wﬁen young people who had started
to think exPressed'ideas that were seemingly strange‘to the
estabiishment, many people were puzzled and shocked. It had

been done deliberately, however: ,people had said they wanted

young people to think (Rieger: 2 March, 1977).

[

Lynass is convinced that the societal expectation of schools
to pfepare students'fdr avjob is not only wrong but is harmful to students.
She adds that thete are far too many expectations of the schools and that
'educatots have thenselves to blame. Making a crisp delineation between

what schools can and shouid teach'and the values Which parents expect

the schools to teach, she castigates parents for their abdication of

‘responSLblllty

Society is making the wrong demands. " Society wants trained
. p

not educated people. Students are not going to university.tg

get an education. They're going to get training for a job

(Lynass- 16 March, 1977). I am concerned, very concerned'
about the student in the classroom who doesn't want to be therﬂzg
and about the demands that soc1ety makes of the student who
has all the qualifications of citizenship but who hasn't the
grade-twelve certificatef He endures, and that's all it is.”
As educators we have somehow confused ourselves-into A
thinking that we are’the;only people who know anything about
education. We are trying to.educate in far, far too wide
fields. 'There is absolutely nothing in human life that '
isn't expected to be introduced into the schosl” from family

living to thekphilosophy_of the.ancientstand everything in
- . N
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between. In our zeal for the discovery method, we've 1ldst .

vs1ght of what real dlscovery in educatlon 1s, often it's

nothlng more than experience (Lynass: 29 March, 1977). My

‘cry is that publie education should be responsible only for

teaching every student to read, to write, to calculate, and
to be observantgofvthe scientific world up to the end of
about grade nine, maybe just grade eight; and I think some
of our students would be better employed as pump jockeys or
runners than in school {Lynass: 12 April, 1977).

I realize that the parent is the most concerned petson
in the whole of education because he. pays for it, and he
places his only‘genuine product in" the hands'of‘the school.

Therefore, I respect his right to be concerned and to make

éemands; but I'4q 1ji to know when he is goingvto do his share
of it bacayse he is now ing fthe school to do everything. '\

If I wer :)\Alberta parent today, I would refuse to have

ot misunderstand. I believe that there
.Should be:high}y tyained counsellors in the shopping centres,
paid fox out of municipal funds so that anybody could drop

in; but theyid drop in w1th thelr problem on their own time.

I would aiso have a whole area of the police force educated

as our school counsellors are. If I were a parent, however,‘
I would make sure that anyone counselling my child had my
permission. ‘Religiohs ethics belong in the home, and I'm

not sure moral ethics don't too-. I don‘t believe in owner-

.ship of children, but I believe good manners and attitudes

related to manners belong in the home. I do not believe in

a .generxation gap. I think parents are'themselves to blame
“if they are experlenclng one because they have shunned the

opportunity to be parents rather than pals, they have shlfted

. dlsc1p11ne and guLdance to the school; and I think they have

. thrown away the dearest thing they owned ‘(Lynass: 29 March,

1977).
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Y
Buxton is also concerned with the many demands made of schools.
<:/_7 ' He, too, believesbthat educators are partially’at fault in fostering
— ,
4\‘ . the idea that schools can do everything.
Teachers are. facing a more challenglng and, perhaps, -
'more difficult task‘ and a major problem is the expectatlons \L\

T of society. These expectatlons were partly created by
educators themselves, that is, that sgchools can do everythlng
for all young people. Enculturation, acculturation, the
development of knowledge and of literature, character develop-
ment morallty, rellglon, rellglous values and ethlcsﬁ equlpplng
young people to llve in a democracy,_lmprOV1ng their human
- reldtionships, sex educatlon, marriage, family life, and o .
vocational Preparation--all of these things seem to be expec- . '
tations of the schools. T wonder whether the expectations

aren't unreallstlc for several reasons. R

Buxton explalns the varlous factors such as time, numbers,
1
student apathy, and the effects of television and affluence upon student

'

motivation which he thinks make societal expectatlons unrealistic.

One reason is time: Teachers have students for about
eight percent of their time between birth and eighteen; for
the other n1nety—two percent, the young person is being
1nfluenced by parents, 31b11ngs, friends, and the attitudes
of soc1ety and media. This limited time to work with students,
in contrast to the tremendous amount of time they spend outside
the schools, may make some of the goals more dlfflcult to -
achleve.; ,
‘A second problem is numbers. We talk about teaching for ‘\
" individual dlfferences and treat1ng7each Chlld as an individual:
"but if there are thirty students and 1f the elementary teacher
is teachlng three hundred minutes per day, he has ten mlnutes'
to treat each student as - an individual. In‘hlgh school, where
students take several subjects, then each teacher. w1ll have a
minute or two with each student. v n : o ‘ -‘ﬂ

i
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Teachers report and my observation of some classrooms
suggests that many students are more apathetic than they
used to be, less.prepared to become involved than the students
I taught at Cloverdale, Gibbons, Radway, Port SaskatchéWan, )
and University Hiéh. There is more competition for students'

time nowadays compared with the rties.

Television has a tremendous fimpact on students' time.

More time is spent by students in front of the tube than they

spend in twelve years of schogl. It has been estimated that .

the average student spends ut fifteen thousand hours in

front. of a television set. Co ial television is anti-

educational from the standp01nt that/it's designed to sell

things, to get people to consume;j;”and its programs'are
dominated.by violence and inanjty. .Since television is
also de51gned to entertain, e student can very readily _
get, into the habit of thinkf/ng the teacher ought to be an
entertainer. Teachers may/ try to become entertalners, but‘,

not only haven't they the Yesources that Bob Hope has, there's

quite a differencenbetween entertainment and ereating interest; *
stlmulatlng learnlng,galnlng Yew skills and 1ns1ghts, fac1ng
an 1ntellectual challenge, and feeling aﬁsense of achievement
when these have been attained. '
The schools face other competltlon be51des television

for students effort and attentlon. This is an affluent
soc1ety; a good many students hav gars to look after, and s
they have to get a job after schoo tO'buy new tires. I

' have actually heard teaﬁpens trylng ﬁ@ give an a551gnment _
and the student saying Fhat he didn' t‘have time because he
was worklng after sch ‘or ¢oi ,‘kilng at -Jasper (Buxton-

18 April, 1977). - o Y. ,
Buxton highlights soﬁe of the destructive forces that can be seen

~in modern. adult society and spéculatesiupon the way in which students

react to these forces.
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‘ We've had our Viet Nam War, Cambodia, Angola, and Israel;
the widespread corruption in business and government, Water-
gate just one of many, manf examples; the commercials which’
cry "Consume! Consume!" without regard to the resources
being destroyed; materialism, ‘a drive for a better car aﬁd
more gadgets than the other fellow; a wé;rd system of justiée
which sends a petty‘thief to jail and arrangeé deals with
Agnew and Nixdn'églgl; to pay a million dollars for their
memoirs and has David Frost interviewing Nixon for ano£h¢r
million d@llags; laboufkénd‘professional unions continually
demanding more and more money for less work, along with
business which wahts greater and gréater profits all the
‘time; and, since there's money in,obséene,,prbfane, and
pornographic literature, much of it floodigg the market.

~ As a result, there are two undesirable impacts on
students. vSome ybung'pqople accept the values that'ére
portrayed and believe'that the_thingsvthat pay off are
getting ahead;‘éyéh if iEMIQQAlves greed ana'co:ruptioh}
not doipg'any more work than absolutely necessary; and
believing that any kind ofvbehaQiour is okay as long as
one isn't caught.' Other young people ih the school rebel.
Since adult society is all wrong, don't‘beligvevanything
adults say:; have no respect fqr authority. Parents and’
teachers talk about the importance‘oflwork, stﬁdy, knéw— .
ledge; but they'fe not‘revealing these attitudes. Con-
sequently, what éhey say is,ﬁypocritidal. They're trying-
to con us. You cah see both of these att.cudes among

students in the schools (Buxton: 21 April, 1977).

From his observations of society and its schools, Buxton is left
with the uneasy impression of the large school beihg microcosmic of the

world ogtside'the school and wonders whether the .school's real curriculum ’

S

is conformity to an’ institution whose chief function is a holding or

custodial one.
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The large-schools seem to be very much a microcosm of the
larger society. They re a blg urbanlzatlon. There;s an
meersonallty about them that is part of the 1mpersona11ty
of urban life. There's the same empha51s upon ‘achieving
material goals. There's the same emphas1s upon getting
-ready tqQ do a job that will pay well thevemphaSLS that
education is de51§ned for economic advancement. There's

the. structuring of the school with its administration indi-
cating what "should be happenlng ‘in the society that is the
school. Is it not true that the 1arge comp051te school is
realiy a society similar to the soc1ety’out51devand that

many of the things we'teach are designed to fit the people
right into a riiche in the society? There's also the matter

of conformity with. the regulations which the school has

set, perhaps-necessarily. The.direction'is towards conforming
to things as they are rather than trying to set up new and
different objectlves (Buxton. 21 April, 1977)

. There are so many thlngs in the school program as well

as outside the school program that the student is torn between
extremes.?nd the school becomes a holdlng ;nstltutlon per-
forming a custodial function. ' It is a place for students

to go untii they\become old enough to get jobs, or until-
they're acceptable for‘johsp or until they can find a job.

It's a place where\they spend a few hours a day until they

can graduate and go to work. You sense this custodial

factor sometimes when you go into a classroom: ~you see

students not too anxious to become involved ' (Buxton: 18

j/April, 1977).

Lynass concurs with Buxton, observing that highly structured,

. I . .
impersonal education on a supermarket model not.only results in conformity
but desecrates human potential.

- It would be very- difficult to say that a hlgh school
‘attempting to accommodate elghteen bundred . people is offerlng
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‘much of what you would call educational opportunity. Maybe

what we are offering, instead, is a form of socialism in
which students are.programmed from grade one to grade twelve
to sit in five rows of seven ahd pretend that they're toth
comfortable and learning something. Maybe we are desekrating
all human potential in the ghange to the highly»structured
urban‘school I don't know how the school boards or teachers
can have any effective voice in education once it ge?s away
from the immediate community. I suppose that 1mpersbnal '
education has advantages, but I haven't been able t¢ recognlze
them. I haven't been able to come to terms w1th thém

(Lynass: 4 April, 1977). I feel desperately sorry,for the
1

e

children today. : ‘ i
As for the length of the school day or the lené&h of

the school year, it doesn t much matter because sthents

/today, partlcularly in hlgh school, have after- scHool jobs

and summer Jobs. No one has pointed out to them &hat high
school properly pursued, is a full- tlme jab, that it's

important for them to take time off to play all forms of

. games, whether they play them badly or well; that the . Y

‘There are a tremendous number of students who come.%n\at

football club at the school is-'not nearly as important

as throwing the bail around in the little park after school -

hours. Everything has been so finely structured that we

have structured humanity out of the students. They go for
jobs because they need the money. What matter that, you

win the whole world if you lose YOur own soul? We have

taken the soul ‘out of the studengs ahdAsubstituted economics -
{Lynass: 29- March 1977) . . -

There .are elghteen hundred students where I teach now.

noon hour simply because . they have nowhere else to é;f\\

" They'll come in, bring their lunches, sit down, and Chaé\

: \
just because they feel at home there (Lynass: 12 April,“
1977). 1 feel very keenly that no school should be over

3

five or six hundred. I have come to feel that the teacher,
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perhaps, should 1ive in thencommunity in which she teaches.
I don't think a teacher should teach in & school so large
‘that it's impossible to kndy every student in the school.

' A teacher should know not only the students who actually

come into her class, she should know all the others as well.

That supermarket structure of the high sch. 1 and of the
junior high is one of the great changes that h occurred
© in Alberta education: it would be hard to justify th
' the honetary price and the human price that it has cost
us (Lynass: - 4 April, 1977).
) Like Buxton, L&hass has come to the conclesion that the?schools
-
are little more than costly prisags where students are kept in warm
’eaptivity.
The actual situation is thatrmany of our students
experience little more thah . 1ng corralled or jailed.
One of the primary functions of the bublic-schbol system
has been a custodiai function since the fift&es when ‘it |
became so large that ﬁhere was a minimum.Gf time-for
4 individual concern. I grant that education costs too
; much; but ‘I don't think'in‘therrealﬂsense that we're
educating. We're just holding.h We're keeping them off
bthe labour market. Where else would you putvthem? You
heﬁe’your-choice:' either increase Parks ahdARecreation,
‘and the pelicevforce, or corral them in school. There
. certainly is a captive group in school, but 1 haven't any
solutlon under the present system where the parent belleves .
that a Chlld must have a unlver51ty educatlon tp amount to
anythlng. The general feeling that ﬁubllc education costs
.too much I see as a very good slgn because' it is maklng us
take a look at how_ long we are prepared to have large e
numbers of our students just u51ng the -school as a shelter
from the cold or a place to 51t where they won't be : .‘ ‘

challenged (Lynass: 12,Apr11, 1977).

——"
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SCHOOLS : bRGANIZATION, PROGRAMS,
EVALUATION, AND .RESEARCH

Semestering and Streaming: Effect
on Teachers ahd Students

.

'~ T.Large schools in the city have almost universally adopted the
semester system, a time-tabling device whereby students have fewerr
and longer classes each ﬁay for half of the school year instead of many

shorter classes each day_for -the full ten‘months. In his study of the

semester system, Rieger sgiie, as much educational research has done
in this and other fields, that there was little significant difference,

except to the individual teacher, and that most opiniéns clustered

around the mid-point. o - . n ' E
The last study I did for the A.T.A,'just_a year ago .was

on seme;;gring, Some é;ncern w&s expressed in Executive
Council about the fact that some teachers fouhd semestering
very unsatisfactory. The sur&ey I conducted showed that v

an some teachers thought it was the answer't? their problems,
others cou:i=°t find words strong enough éb condemn it,
and many could take it or ieawe it, although most teachers - i
who had experience in’both systems_préfeyiéafszmeétg;ing.
Whether ? school year is in. semesters orhquartéﬁs of some-
thing glse, whether the claséesza;e an hour or tﬁQ\hours.
l6ng, I don't think make very much difference. They may
ﬁo:an individual ;ea;her, but they're not really essentigl
things. If you made éémparisons og,school.systeﬁs arOpﬁd
thelworld,iyéﬁ would find every coﬁéeivabIe variety,/énd ‘
the results probably not much‘different (Riegerﬁ:”ﬁxnarch,
1977). - o '

Lynass represents the groub in Rieger's study who "couldn't find
words strong‘enough to condemn it{" concluding that semestering lends
’ \ P

S

—



itself to superficiality.

I maintain that when you look at Paradise Lost very

carefully and look at Milton's stated purpose, "to justi¥y

‘the ways of God to man," then semestering must be Satan's

aim, to justify his vicrory to present-da§ educators.

It's the fastest way I know to shift people, but I'm pot o
sure that either educatlon or building cars is benefltted

by the assembly llne, and semesterlng comes very close to

it in education. We can argue that it allows students to

come into school and out of it w1th greater frequency, that :>
it allows greater, flexlblllty of many things; but ‘it comes., ‘ .

right back to asking the question of what our main purpose

in education is. Semestering doesn't give us\;ime‘to o ‘ ' .
ripen: _It's like‘instant mashed potatoes. You. get the

appear;pce, but somehow it i§ not the real thiﬁg. And

semestering has épeeded things up so that we don't have

time to examine the wonders in relationships (Lynass: 29

March, 1977).
Bﬁxton ekpl#ins«the developmenﬁ of the semester system as an
aniidote ro the prévious system and conclddes that neither system is
vgry satiéfactory." |

) ﬁhen'I'was on the board, I rather favoured the semester
system in that it gave longer periods of time in cliss. It -
got rid of the rat-race and chaos of a bell ringlng every -
thirty-fi?e or forty minutes gnd students moving through
_seven or eight classes a day. The periods/were long enough
‘for students to become involved and permitted a variety of
activities.. It does reduce the number of directions the |
srudent's~mind has to.focus in one day. There may, however,
be something quite unsatisfactory‘abou; having long periods

in too short a time in terms of months to become really

absorbed, especially in English. I thlﬁk, perhaps, there' s -

X3

a direction now to give English a full year s treatment.'

1 o
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Perhaps, semestering is something of a blind alley in a way;

" neither it nor the seven or eight subjects a day is parti-
. '

cularly satisfactory (Buxton: 20 April; 1977).

Streaming is yet another m%tter of school organization thought
te be necessary when large numbers of students are thought to lack
intellectual equipment,vnecessary backgroUnd, or motivation and, hence,

o - , .
are singled out from other groups df students and given special or
different programs. Riegerlexpresses_scme doubt, preferring-to view
stndents_as individuals rather than‘streams, althongh hevthinks'some
teachers can make streaﬁing succeed. ,

Although I haven't had much first-hand experlence w1th
‘streamlng, I was at & hearlng of the Cameron Commission
when a grade-one teacher was asked by one of the commlsSLOners
how many groups or streams she thoughtde51rable in a class.
She said thirty. I am doubtful that streaming is a valuable
educational device; but, llke many other things in educa—
tion, sometimes it may work marvellously in the hands of

certaln teachers (Rleger. 2 March, 1977)"

Mosat urban composite schools pract%se a kind of streaming which

allows students to choose either a vocation or a matriculation route.

If the students choose the vocational route, they then must take non-

'matrlculatlon courses in areas such as Engllsh, mathematlcs, and soc1al

studies. - While in theory it is possible—ilndeed legally specified--

]

v

standard, vocational students are discouraged from registering in

\»

that students may register in any course for which they meet the entramce

‘matriculation courses. The matriculation students, also, are discouraged

from taking non—matriculation courses. This kind of streaming exculpates

o

the school from charges of dlscrlmlnatlon since the students have

presumably made a'free choice. It is to thlS klnd of streamlng Wthh

142
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Lynass' laconic comment refers.

As for streaming, whether we like it or not, it's done
all the time because if a student elects to take Motor
Mechanlcs, then he has streamed himself into what he's going .

to get in English and math (Lynass: 29 March, 1977).

Dubiotts about streaming at any level, Buxton finds it particularly
unjustifiable in elementary school and refers anecdotally to the feeling
of worthlessness.it engenders in the student.

I've never been enamoured of streaming, partichlarly in
the. elementary school. A teacher teaching a- single grade has
e . an opportunIty to adjust the program. The brighter students
can influence the others,.an aspect which is lost when
students are divided into the lowest and the highest group, .
partlculdrly in elementary school and, perhaps, even in
junior and in senior high school classes. When I was at
Harry Ainlay'one day, I went to sit in on a class which had
been set apart from the rest because they were hav1ng
dlfflculty with the subject. When I sat down at the table
around: which they were seated, the first thing they said
was "Why did you come and sit with us? ‘We'te the dumb class."”
I hate the feellng that students must have when they reallze
that they're the "dumb class" (Buxton- 20 April, 1977).

1

Cé@riculum: Development Strengths,
and Shortcomings

Curriculum in Alberta is developed by teachers and by The

Department of Education. The prescrlptlve -content and goals of all

&

programs are set forth in The Program of Studies. The contéent and, goals
are,, theoretically,'mandatory.,'Using as a specific example the ~urriculum

for one hlgh-school course, . Lynass observes that the present C .culumf

I ixe semestering, makes for superf1¢1allty in 1nstructlon and in evaluatlon.
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She is concerned that curriculum is not ohly hastily conceived but

unthlnklngly followed.

I have a very strong opinion about curriculum: there's
too much of 1t. The one I know best is the grade-twelve
English curriculum. How can a person cover ten short
stories, ten essays, a Shakespearean/play,Ia modern play,

a book of poétry, an in-depth study of poetry, a novel,

and have the students write anything about which they have
had time to think? carl Van Doren, in "A Note ‘on  the Essay,
makes the point that in good writing there is the matter,
the manner, and the man and that ideas must have lain inside
of one long enough to have some depth. We, however, rush
students through in five months what has taken their teacher
ten years to thlnk through. And any student who has thought
about it and written an essay deserves the courtesy of a
well-girked essay, and you're not going to get elther good
essays nor well- marked essays with too much materlal in too
short a tlme‘. That's what we're fac1ng in curriculum today.
It's neither the quality of the curriculum nor the quality
of the teaching. It's a. cram course to'get credits. The
Curriculum Branch should be aware of it. I am’vehement
(Lynass- 29 March, 1977) I don't thlnk we examine things
carefully enough. We just jump on band-wagons (Lynass:-

23 March, 1977). Educatlon has become an occupational
disease for those who need a job, and they ve taken it .

out of the hands of common sense. .That's all I feel is u ' _.a;
wrong about the whole system of programs of studies (Lynass y ‘ A
29 March 1977)

‘Rieger, speaklng from an hlstorlcal yantage point, sees teacher
representatlon in currlculum development pllotlng of currlculum, and
continuous currlculum revision as signs of progress; His personal view
of curriculum is a sanguine one,‘which he attributes, in part, to the

7

fact that his subject area is mathematics.
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I think the way curriculum is made nowris good. Practising
teachers have a voice as a result of being nominated by the\
.‘Association,_which is a critical point. Sometimes, when the
goverﬁhent sets up a committee with representation from
teachers, it finds a teacher who is "suitable," that is, .
a supporter of the government. The A.T.A. has always felt
that a representativg\gf teachers must be chosen by the
teacher bédy. Sometimés, governments won't see that. ' - N
A%other géodbfeaturé in Alberta curriculum today is that’
there are coﬁtinhou¢ opportunities for try-outs of curriculum,
which is quite a bit different from 1936 when the order came
from thé bepartment that in the elementary schools enterprise
be instituted. There VFS no warning, no preparation. The
. Qresent continuous revision of curriculum is good, too.
Formerly, we used to have a house cleanihg every fifteen
.years or so--upset evefything and start-all over. Continuous
révisién seems more reasonable although it‘sidiﬁficglt for
teacﬂérs. . |
YI have never felt seriously frustrated by the prescribed.
curriculum singe it’alwafs Flldwed a reasonable aﬁdunt of
latitude. in-topics like the binomial theorem, there éren't
really mény different attitudes you can have towards them;‘
consequently, my views may not be very significant. ,Méthe—
matigél matters don't arouse the emotions very much; for
example, for a Lonéytime.we had a ‘section on the differential
calculus in grade-twelve algebra. In the mid—fifties,,when. E E
. it was dropped} I don't recall any great,fﬁtor although gome ‘
‘people were sad because differential galéulﬁs is an elegant'
"device with which you can do all kinas‘of marvellol s things.
Since it was, however, replaced with other lovely t-rings *

such as series, permutations, and combinations t"e¢ revision

wasn't too badly’accepted (Rieger: 2 March, 1977).
Buxton,'who believes teachers and students need both freedom and
hélp in curriculum, is concerned that political expedience may result in
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narrow and rigid curriculum. He, like Lynass, is apprehensive of the

band-wagon approach.

{Over the years we got away from the central authority
saying these are the objectives, these are the materials which
must be used, and these are the things which must be done.

4 There's a real danger, however, that we may get back to that
~when politics enter education and it becomes politically
expedient to say we must return to the basics. while we
don't know what this back-to-the-basics is going to involve,
there is talk about alscope’and sequencevprogram which can
be a scope and sequence program decided by someone else;
and, in the final analysis, curriculum has to be what .
happens in the classroom. If there‘is too mnch political
pressure on curriculum commrttees, then the result may be
rather narrow curricula. o |

Teachers, and students to a limited degree, ought to
‘have some freedom in creating their own currlcula, but they
aiso need some help and suggestions. We can aiways be
helped by suggestions from others. There is a danger that
externally.set curricula can bé'too‘restrictive-and inhibit

v_the teacher s freedom to explore new areas that just happen
to arise but whlch are very challenglng and can lead students
into new voyages-.of dlscovery (Buxton- 20° April, 1977)

There's another‘thlng that bothers me at tlmes, and that' s
the band—wagon approach to educatlon. You flnd somethlng,
programmed learning for example, and you say, "Aha! This is
it!" I have programs in grammar and programs in the teaching
of poetry which- had a good sale at the beglnnlng, but the
whole business of programmed learning and teachlng machines
is something you very seldom hear about now; at least,

‘there isn't "the first fine careless rapture" that we had
when programmed learnlng and teachlng machlnes first emerged

(Buxton: 18 April, 1077)
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Evaluation: Kinds of Evaluation
and Evaluators

[N

Evaluation includes issues such as who should evaluate, who should
be evaluated, and how should the evaluation be done. Speaking from the
perspective of the progress made in education since the era of the

-inspector, Rieger places confidence in self—evaiuation of teachers and

’

in evaluation of teachers by school principalsQ

Evaluation procedures, thirty years ago, consisted of an
‘inspector coming around for a couple of hours every couple of
years to "inspect" the school, the pupils, and-?especially——
thé teagher. A good deai of work was done ten years ago on
self-evaluation of schobls and teachers. 1 £hought then that
it was a’proéedure with much potential, but I do not know 5
.how extensively it is used. An i pprtantffactor in the
improveﬁent of educatioh,is'the great change‘in qualifica~
tions and duties of principals of schools. Twenty years ago,
most principals didn't reélly know anything about supé}viSion;:'
In recent years, principals héve become more expert.  One
thing that.helped was a two-week I%adership—coﬁrse offered
‘each gummer for school principals, which was an eye-opener
to most people wﬁo were sent theré./,§§Condly, courses in
administ:aﬁioh at the University/ﬁéve becoﬁe very, very
populaf. I think most principal§ now have sohe theory of

(administratiqn, curriculum, instruction, énd evaluation. I
think the prihcipal has the major‘respohsibility afvthis
point (Rieger: 2 March, 1977). o o '

-

Lynass defines the evaluation of programs and of teachers as

the responsibilify‘of teachers and stﬁdents, admiﬁting‘there are weak-

nesses in student evaluation. She conciudes that, ultimately, evaluation’

r

is performed by the taxpayer.

147



The»only‘evaluation that is of value is when the teacher
. ) _ ot
and the students themselves evaluate the class. If an exam
has been failed, the teacher examines very carefully the

»

value of the‘exam,‘the value of the teaching, and the effort

.

of the students.
You can't really evaluate education until years later.

Students who return to tell a teacher about the effective-
ness of a course prbvide valid‘evqluation; howevér, it's
only‘the students who éo on ﬁo unive;sity and find that their
grade twéivg was valuable who come back and tell us. The "
stﬁdents who found nothing in grade tweive don't come back.

. Sooner or later, we are evaluated by the taxpayer, who
says that this is whatvhe wants in the schoqls. The problem
with evaluation by the taxpayer, however, is that it is

" now putting a‘burden on the schools that is too heavy, too-
unrealistic, and one which cannot be accepted (Lynass{ '
29 March, 1977). '

Buxton favours evaluation of teachers which augments their
efﬁicaxy and whicﬁ would’remo#e the incorrigiblyfihcompetent from the .
Classroom.

, - The chief purposes of evaluation and supervision are to

'g} increase teacher competence gndvto identiff énd, perhéps,
eliminate the incompgtéﬁt teacher who shows' that no advice,
suggestion, or assistance,éan make him anything:but inéom—
petent; qnd;ihere are some of those. Cﬁmpeteht'and highly .
cbmpetent teachers don't mind‘évaluat;bn},'l was happy to.
have someone come in who seemed to be interested in what I

was doing (Buxton: 20 April, 1977).

After presenting a lively sketch of the execrably inept evalﬁator{_f

Buxton goes on to explain. the characteristics of a sympathetic supervisor-

' cohsultant-evaluator whose talents would be yseful in achieving the

purposes of evaluation.

148
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I might touch upon why evaluation fails and may be resented
by teachers. ‘The'poor evaluator has narrow vision and allows

no ‘deviation in teaching style. He is unfamiliar with the

subject or has never been a competent teacher. His visits

-

are too brief and too infrequent to bg valid. He is either R

unable to offer helpful suggestionsvor\thinks that’ evaluation
meahs siﬁply grading performance Qithout suggesting how tﬁe:
performance may be impfoved. His evaluation is so conducted
as to be a traumaficuexperience for the teacher. He makes

no allowance for a very difficult class containing many
students with Behaviour Problems; '

A good,conéultant-evaluator can bg invalﬁable in. a _
séhool system, but he needs to be carefully selected. Merely ’
having the reputétion of being a topnotch téacher méy not'
be enough. Such a teacher can be dogmatic, oVefbearing,
impatient, and even abrasive. Let's admit, however, that
this teacher-evaluator-helper is a limited commodity. The
task requires humanity, understanding, a co-oéei‘ative attitude,
the abiiity to establish-a relationship with student§ quickly,
and a ﬁigh degr e_of teaching cbmpetence so that he ‘can

teach demonstrat\ion lessons.

~

Buxton is in agreement with'Lynass and Rieger that self-evaluation

V-

is an important technigque. Like Lynass, he considers students capable'

of evaluation.

Sélf—evaluation, co-ope: =-ive discussions-among teachers,
and student evgluation are also v&luable. There's no reason
th~students shouldn't be cbnSidered'teacher4evaluators:
'Who but the Ciients or patients evaluate.other professions?

(Buxton: 20 April, 1977).
' While he is not prepared_to:acéord to all schooliprincipals the
direct role of teacher evaluation, Buxton believés principals- have a

responsibility in creating a climate in ‘'which evaluation can function
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\ _ B
effectively. He thinks the principal could exert leadership in removing

incompetent teachers. °

Principals function in evaluation, as well. The Principal

needs most of the qualities that students have listed for the

good teecher: I's interested in learning, enthusiastic, )
encourages students, and has high standards. Quite frankly,/
.h0wever, many principals are not equlpped to evaluate teachers
because they are busy with admlnlstratlon, teaching is not

their function when they become admlnlstrators, they get

further away from it the longer they remaln administrators;

and they may have been drawn from areas like physxcal educa-

tion or shop and may be poorly acquainted with the materlals,

the philosophy, or the methods in other~sub3ect'matter fields.

I'm not saying-this to be critical of piincipals: some of

them may be very “good eyaiuators; others may have real - ' . v
problems'with it. Although the principal may not be evaluatlng, v
he may provide an educatlonal environment in Wthh teachers - S
realize that they have his support, his help ;n the solution -

' .of,ptoblems, his encouragement to innovate, and his co-opera- i

tion in providing stimulating education for students.

‘Another important responsibilityfof‘his is to eliminate N
those who have proved themselves incompetent. FIt's not
“only the‘waste of'salary but the harm that they can do to

istudents in creatlng boredom, bullying students, maklng them
uncomfortable, and maklng students feel that their educatlon

is a waste of time (Buxton~ 20 Aprll, 1977)

Rese€arch: Types and Results .,

‘Leaving aside technical matters such ‘as computerized models and
analyses, dlscu551on of pract1ca1~educatlonal research ‘includes eon31dera—
t;on of the general nature of research, agencies or people engageg in it,

}the kinds of research, its results, and the dissemination of its findings.
i\) 3 ’ 9. . . . P .
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Rieger, Lynass, and Buxton, in addressing themselves to these topics,

display a range of views.

Rieger, during the period from 1966 to 1975, conducted major -
studies for The Alberta Teachers' Association. This, together with his

mathematics backgr?und, enables him to speak onlthe-matter ef educational

. “

research from a position of considerable authority. hieger_is_convinced

that there is little in education which can be -definitely proven.

EN

Education is sohething like mathematics, in some waye.

I think it was Bertrand Russell who made the wise crack: .
"Mathematics is the seience in which we don't‘know what
we're talklng about, nor whether what we. say is true.
In education, we never know ]ust what we're aiming at;
and-we never know what has been accompllshed by what we
have taught. I'm serious about that. There' S~noth;ng,
or very little, that you can prove in education. Fer
example, attempts have been made from time to time; and
we continually‘hear preposals, to set upvsome‘kind oE a
testing procedure so that we'd have bench-marks. That - : Ca
sounds quite plausible; but let's take about the simplest ' |
school subject I can think of, speliing. Suppose you set
up a list of spelling words and planned to give this to

- grade-six students every year for.the'dext forty years. . o oo
Because even spellings change or words go outlofvuse, the 3&‘v
list would have obsolete words in 1t. That's a simple case. -

T It's much more difficult 1n‘other areas. In grade-twelve ..
. jmathematics, we used to have a section on calculus. 1If a : .

standard had been set up in 1945, by 1955 it wouldn't 4

have been any use because calculus was no longer on the

curficulum-in 1955 (Rieger: 9 March, 1977).

. Rieger thought The Human Resources Research Counc11 was an

important advance in° research and is puzzled by the government's actlon

'in disbanding it. He is interested in examining the nature of any g1ven

'\

.
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aspect of actual classroom practice and in researchvwhich provides a

description of the teaching force.

The A.T.A. advocated a greater emphasis on research. for a
long while, and so did The Home and School Assoc1ation when
it was active during the late fifties and early sixties.

The government sethJThe Human Resources Research Council.

been happier with just education

research; b i '3ssured that the Council would include

‘Lorne Downey, was an educator
. &

from- the _ Pprrhe Countil was'a step forward; but
B it was oni _ rst th1n3§’the,new government killed,’
nt to have somebody else doing

_ perhaps because'rtﬁgidn t wa
research into areas that are its responsibility. I was sorry
to see it go. It was promising. »
Much useful research can be done 'n, for example, e
open?area classroom, in finding out how it works, wherZQ\
. it works well, " how it'is that it works, what makes it work.
I had a little job to do Wlth semester systems just a year
ago -for the A.T.A. There's no prov1ng that a semester system
is superior or inferior to the standard full-year system;
but my survey showed that it was obVious that some people o ‘ )
thought it was very good, and for them it was. The 1nterest1ng
thing is why? What features of it were found to be so useful?
Another:important and useful kind of educational research is
the keeping up to date of a statistical record of the teaching
force. Since we now need teachers with such varied qualifi- .
cations and since it takes four years to prepare teachers,

it is vital to be able to estimate the number and kinds _
required in the future (Rieger: 9 March, 1977).

Inclined to view statistical evidence with skepticismfand to
believe that much research merely proves the obv1ous, Lynass is aIso
suspicious of research which is done for degree purposes. She is
provocative-in suégesting that the techniques and conclusions of research,

-
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’ : \ .
studies which have been accepted as classroom practice should themselves

form the subject of research.

People in education have the opportunity to do their own
reseatch. I'm iuclinedfto agree with Mark Twain, of course,
in his famous remark about,statisticsﬁv'there are lies, damn
lies, and then there are statistics.’“l'm inclined to think
also that much research is obvious; that is, no one needs
research to know that industry,'university, and the laQﬁan
are accusing us of graduating iiliterates. We don't need:
research to know that we're under the gqun. It wouldn't,

. however, do any harm to have a bit of research to see if
the top eight percent, which was the group going to’university
in 1357, are better, equal to, or lower thah“the top eight

' percent'going now. To examine the auerage goigg'to'univer-
sity is not a fair comparison. ' Of,course, they'fé getting
duds in university. If you're going to send . everybody
through high school and the upiyersity is going to be paid
for the number of students it grinds through, it's going
to have ;n effect. Although research is necessary in‘the
light of the times, it's. easy enough for the areas and
purposes of research to be suspect because there have to

‘?Be enough areas and toplcs for Master's students to get
their degrees. f -

ﬁesearch now should begin to re-examine the research.
There was & time when you couldn't do a research project.
on something that had been done before. Maybe we should
investigate the techniques and some of the research we ’
have accepted Suchvas open-area_schools or teaching the-

novel in high 'school (Lynass: 29 March, 1977).

Buxton finds that very little of the massive amounts of available
- reSearch gets into the schools because of 1ts sheer volumlnousness and *
because so much of 1t prov1des no very satisfactory answers. "As an

example, ‘he quotes his own study, the findings of which have been
. . ) P .
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contradicted by other studies. He does, however, indicate one area

which an answer appears to be emerging.

Although we've had hundreds of graduates, Master's and
Ph. D's, and there are racks and racks of theses and disser-

tations in the lihrary, very little research gets into the

schools. It is hard to know what to select. All those theses~

would take a "teacher's full career to read, and there are
,conflicting and contradictory conclusions. It seems to be
rather difficult to get very definite answers in education
on-any one guesfion. Take one as siﬁple as the one I applied
myself to in '58 which was what would be the effect of

| increased student practice, careful student revision, and
correction by teachers on student writing. I found that
there was a significant difference between the experimehtal
group who wrote sixteen extra essays which were revised,
read carefully, and criticized. It had its doubtful edements, -
however; and it's been followed by dozsne of pieces of |
research in the same area, notably the L01s Arnold-Dw1ght
Burton study in Florida which contradicts mine entirely.
The evidence in this area, then, is still contradictory.
We'ée never reached a conclusion. We jﬁst don't have
evidence that a great deai of writing by students marked
‘by teachers has an impact. A reason for it may be that

the growth in English stretches from‘the one-year-old,

the experiences in the home through the next 51x years,

and through an additional twelve yeafs of school It's

- a slow process, whereas all the experiments are-designed
to.try to find out what happens in a few months, in a
semester, or a year: The results are sometimes negligible,
sometimes contradictory. _ ‘

Some answers, however, are emerging. Again and again,
we seem €0 ﬁgetting the result that writing competence
.is, to a degree, related’to the amount of reading. Any-
thing we do in this area is supported by Qidespread
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- concern me about educatlon. They may “be d1ff1cul to’ '
' that

research, all of which seems to p01nt to the same answer.
It might be self-evident, but at least we have research
to sugﬁijﬁ it (Buxton: 21 Aprll, 1977).

According to Buxton, the chﬁef value of university research is
_that 1t may make for more thoughtful teachers.

( Researchvbeing done at- the University is a valuable
exercise for potent1a1 teachers because it causes one ta
think about education. It's lmportant in education to
graduate people who have given some thouéht to problems

. and who realize that there aren't easy answers to questions.

\\Bu;ton is dissatisfied with the- research survey and, like Rieger,
advocates research into actual ciassrcom.practri:.
I can 't becoqg\too enthusiastic about the Gallup Poll ‘. | \:e/
klnd df research in educatlon, the] normative survey. Some
of them are rather suspect in t!gt there isn't a comp}‘.ete
return.  One always wonders about the people who didn't
'respond._ would they all have gcne this particular direc-
tibn.if.they had respgnded? IWhyvdid they not respond?
*  The responses‘to these surveys are.also influenced by .
l what one had for breakfast, the kind of sleep one had
the night before, the mood one is in, and one's thoughts

~

| at that partlcular minute. i
What I would like to see on the part of ‘both Faculty

people and people who are creat}ng large 1nvest1gltlons

outside is research as to what is actually ha?pening in

the schools(and the problems that teachers face. Q%hat

are the disciplinary problems? Can we find any.rOOts'fcr

these problems? . How much leadershi’ are principals

proViding?J what are some- of the’;actors that maketstudents

less effective than they might otherwlse be’ Although

.these are rather 1ntanglble, they are questlons that

determlne, ?ut we need much more barefoot rese’r
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gets right down and investigates 1 iwching procedurfs, processes, ' ~
teachers, and students in action. These.studies that research

‘classroom after classroom’may be of value. They not only

suggest what happens, but they may have implications for

what could or what ought to happen. Intensive 1nterv1ew

research should have some‘xeluejwhere people who have con-

siderable- experience \in the, classroom are asked about their

experiences, problems, and solutions. -On.a wide sca;ejﬂthis -

might give us a better idea (Buxton: 21 April, 1977).,6 ° /

”, ]

‘a T s /
S BACK TO THE BASICS o
: 4t
. ® Introduction
s . (( .
"N Back to the Busics is an interesting slogan and one which merits

kS .
thoughtful analysis. Contained in it are at least four assumptions:

./ <
s . dl

. . N . R
that there is a knowable entity or body of material which is sasic; that
. , . ) s

. Whatever th}s body of meterial>comprises, it is not part of current

)

‘practice; that this body of material wais at some time in practice and

effective; and that there can and should be gbreturn.to thisdtime,

.
" h-

No less interesting is‘the existence of . movement which seeks to fulfil

:he promlse of the slogan and whose number and constituents are ‘not
e .<7A 28

o .5

reaclly determlnable except that it almost certalnly 1ncludes unlver51ty

professors, spokesmen of bus1ness concerns, teachers, members of the

e
press and othq.ipedla, and part of the gaeneral public. An 1nescapable

- ~~ inference which may be drawn from its existence is that thHeré is some

degree of very 1ntense dlssatlsfactlon with schools, teachers, and students,

5 B . ’.‘9

i o 'a dlssatgsfactlon whlch galns sombre lrony in the llght of universal

o N S oo 2
w! v ) . . . IS ) T a o . “




. .

® o .
The movement is interesting, as well, in its demands for a r.: . to

traditional grammar and departmental examinations. It must be remembered,

however, that both,were abandoned for good reasons. Traditional grammar

was not effective in helping students to write,well; and, all too frequentlyy

the examinapions led to poor pedago and questionable practices. -

Criticism of Schools:,  The ' .
Decline of Literacy

v
.

Rieger, Buxtdén, and Lynass have given serious consideration to .
. ) N /“ __- - s ‘ .1‘ ’ . .
the issues ‘and are<;ﬁ'agreement that~teach§ks are unprecedentedly well

qugbifieaﬂkthat ﬁbst of them are competent, and under attack. Rieger
. n ! ’

comments{?n teacher preparation and competence.

Tata

-A'major strength in Alberta education is‘the preparation .

) oflteaChers Except for the lack of an extended practlcum,

4 ~the preparation of teachers here is as good as anywhere on

w fthls continent. The background of B Ed. graduates in the

theory and practlce of education, in their subject spec1al—
ization, and in general education is excellent. The_
requirement of a degree for a teaching certlflcate‘is a
high point in Alberta education. The competence of
teachers is certainly a lot higher than it was in the

paéte How ccn it help but be? I told you what a ,
beginninq teacher was like in_ 1932 (Rieger: 2 March, 1977).

Buxton confesses that he is puzzled as he juxtaposes better

;

teacher qualifications and current criticism.

. Back in the fifties, the gréat majority of the students
we.were gf&duating into teaching were Junior E's, that is,
people w1th one year teacher training because’ there was a

shortage of ’eachers. The Faculty and the A,T.A. kept'a'

b

contlnuous pressure on &he governmenti andf%ow'We have all

unlver51ty-tra1ned people; but-the thing that could pu%zle“

Lad .
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one is that we have better-qualified teachers than we have

ever had before, and yet I don't know of any time in

history-that I have heard such rigorous criticism of

education, of what's happening in the schools, particularly

such things as literacy and student reading (Buxton:

April, 1977).

It is Buxton 8 opir

18

" 'hat the critics of educatlon (even such

158
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rresumably knowledgeable “ubli~ ‘igures as Pierre Berton, Canadlan éu{aﬁ, t

and commentator, and Charles

proceed from an uninformed and outdated base.

o

N

.ach, a political writer for Soutmss)

< \

. O
vacuum part of the time.

The public and many educators may be talking in a,

They're.critical of the schools

on the basis’'of very limited observation, if any, of the

schools; for example, I think of Pierre Berton and Charlés

Lynch, imported at two thousand dollars, all the way from

Toronto and who know very little ebout what's happening in K 3

. kel
the schools.
criticized e etion.
hdm at.ellvbecause he
or fifteen years ago.
who cross the 1ine ,to say,
things you are doing to students."
the cliché:
~chools.

isn't acquainted with law.

Everybody hasn't had appendlci\is.

People applauded Pierre Berton when he -
I didn't feel like applauding
was talking about schools of ten

I've heard from American educators

r‘\'J

‘"Weil, these are the terrible-

I think a part of it is

Everybody

"Everybody isn't an englnee;.

'everybody s gone to school %ﬁ they know the

”These are professlons that are rather sacrosanct compared

SO

with teaching because everybody knows what teachers do 1n

the schools.

Everybody was’there (Buxton:

18. April, 1977).

Buxton points out that discovery of what is happening in

schools necessitates classroom observation.

passing information on=to students.

Most beople don't realize that teaching is not just

There are the con51dera—

tions of whether or not students accept the 1nformatlon,




&

or whether they're sitting passively in classrooms. I

o

schools by going into the classroom (Buxton: 18 April,

o

whether it's meaningful to them, whether they're invclved

find that I get better concepts of what's going on in the

1977).

In the absence of convincing statistical evidence of a decline

in literacy, Buxton is curious about the views professors hold on

evaluation of teachers.

v .

What we face now is a criticism of decline of literacy.

We have no figures from ten years ago, nothing at all to

. indicate what the level of literacyawas then. Nobody‘can
tell you whether literacy has declined in terms of student
populatian. “As for many university professors being con-

‘vinced that 1iteracy has declined it's 1nterest1ng that

of the many who are demanding back to the departmentals T;“

I wonder how many would be themselves prepared to have an

‘outside agency test their students. Is there such a
»

‘difference between teachers and unlver51ty teachers that
teachers must have an outside agency test thelr students,
.but unlver51ty professors are so sure of what students

" need to know that they can set and grade thelr ﬁyn tests?

(Buxtonx 20 April, 1977) - ' ‘

LA

. Lynass is concerned that teachers are_being held accountable for

a situation in which other agencies share responsibility.

Agreeing with

‘Buxton, she is not convinfed that the critics have the right’ basis for

their criticism. ‘ _ _ EE
. . - ’:{
There is the public interference in education that is

exerted 5; the lobbies-and éressure‘groups such as The

Chamber of Commerce. There is. so much interference that

education has become the slut of commercial'enterprise;

they use it atlthelr own pleasure (Lynass. 4 Aprll 1977)

The Alberta teachers are facing tremendous criticism, and

I'm not sure it's solely the teacher's fault (Lynass:
|8
T A

=5

29
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March, 197.7). Actually a large percentage of the teachers ¢}l/
do an extremely good Job conSLderlng the circumstances

(Lynass: 12 April, 1977). Alberta educatlon at the moﬂfﬁt

is dominated by demands of 1nduatry and unlvers1ty I

find it very frustratlng to be charged with failing when

I'm not sure the people who judge mJ have the right basis

for judgment (Lynass: 16 March, 1977) . Everybody is sure

he knows exactly what should be taught in the school. All

you have to do is read the Edmonton Journal or listen to

some of the T.v. announcers to know that they could do a

'better‘]ob than we're d01ng (Lynass: 29 March, 1977).
Rieger, referrlng to FOllO article, "Report Examines Undergradu-
u Ky

ate Studies in{gnglish," (March 3, 1977) summarizing the findings of the

Priestley report, provides not only an illuminating analysis of the.

statisticdl lmpllcatlons of the report based on populatlon figures now

'

)

and, in the past but adds a gently barbed conclusxoh. ' v .

:

I'm thinking again of some of the talk that we hear abaut
the illiteracy of people entering university. Now, I came
vacrOSs an interesting.thing in thls Folio, a report’ of Thg,
Assgclatlon of Canadian Unlver51ty Teachers of English by’

"0 Dr. F.E.L. Priestley. He was a brllllant student, very welqi?_
known at the University when I was. first there. I'm sure
“he is very expert in English- but as often happens; a person
who is expert in one fleld is not necessarily ‘expert in -
another. The report, released at the U. of A., was critical:
"an increa31ng number 6f students are coming to the natidn's
universities deficient in English training . . . . The
professors flnd that although the top ten or “fifteen pércent ‘*
of the students at the gates of the universities are as
§§r0f1c1ent‘1n Engllsh as in the past, the remainder are much
less prepa ed‘ﬁﬁ That says more than appears at first sight.
- ‘Ihthop ten or, fmftoen percent at the gates": there are
proportlonately a fot morg at the ~gates than there were ..
’ thlrty years ago.thhggvl}flrst yent to the University,

. ¥
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- four hundred were good in English, that would be. forty

-

- education. ' He wauts to .

there were four twundred freshmen. NowW how many are there?

About seven thousand? In 1929, if ten percent of those

students. If ten percent of the present seven thousand

reshmeh are-as qood in_EnglEsh, that would be seven hu
students. But the seven hundred bears to the total pre
population of the province a greater proportion than t
forty did to the total population'of 1929: seven hundred
is about seventeen times more than forty, but the total

population isn't seventeen times greater. Thus, according:

to the report of the University Teachers of English we're |

getting a greater proportlon of good and capable students,
and that s what makes me hopeful. I don't knaw why the

-report said it in suchlan obscure»wa&. We used to think’

that.only about ten percent of the population were capable

of profiting from"ﬁniVersity education. I don't think

we realize oqr'own strength. We're better than that. . -
'This kind of criticism isn't news, however. :W.G.

Hariz at one tlme head of The Department of Cla551cs,

was very popular and very highly. rey ded. In the snmmer

o '
- L3

sess1ons of the thlrtles and fortle Oomost students

%
tried to enrol ;n hxs cours In,a little pamphlet,

written about 1952 or ;33,

unlversity has'been decllnl g for some.time. I have'no
doubt that YOu could find such a ‘statement made at least
every two years by some 1mportant person., I supposel

unlver31ty professors are so wrapped up in their subjects

it's: hard for them to tolerate fools, or to suffer them

gladly., It s hard for them to- real&ze, perhaps, how 11tt1e
they knew when they started h1gh school or first came to-
unlverSLty. They don't have the falth that, I have in the,
ability;of people,to 1mprove themselves. What I don't

. " ..," . . . & ) - .
hear professors say léghow much worse the professors of

AN
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Engllsh are than they used to be If kids coming in have
been gettlng SO bad, surely the professors by now must be

e gettlng pretty bad, too.(Rleger. 9 March, 1977). D

Commentlng on the fact of mass. educatlon, Lynass remlnds the

oy

University that it hag yielded to mass education itself and should be
more cautious about drawing conclusions on the basis of comparing

dissimilar groups.

There's no point in argﬁing the iiteracy question. We
do not meet the standards that the/University wants, nor do
we meet the,stahdards tﬁat the business community wants;
but I wonder if either ot them is being fair in the light
of mass education. Our systemris far from perfect;-in fact,

it's a waste of money, but to charge‘us—wity the literacy

Q- question while wishing to maintain a university of twenty

»tthOusand when three thousand used to be con51dered an over-
load is not fair.' For{the Iongest tlme, fewer than three
percent of.high-school graduates went to university, and
fewer_than eight perceﬁt of tﬁe students entering school
ever got past grade ten. "What does the University expect;
when they try tO compare a fifty percent §roup‘to what
used to be a three percent grouo? (Lynass: '23‘March,

1977) Instead of saying we' re llllterate, we ‘re progressing.

I would 11ke to remind everyone that the best of our students
are as good as they ever were, if not better, and that

g (Lynass; 16 March, 1977) there are only a very few people C
- in this};orld who_are really literate, anyway: »Chesterton,
Disraeli, Gladstone, Carlyle (Lyhassir 23 Marcﬁmc§237).

8

‘Traditional Grammar. and ' U . .

4

- Alternatives " ) P G

N ~

Buxton, reacting to the perennial call for a return td

¢

traditional grammar, explains wh§ and-how‘English grammar came”about.
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And then, back to the basics. Among those basics, many

will tell you that if the.kids are going to be literate,
they.need more English grammar. The reason for English

grammar being introduced'in the schocls in the first place'

was that the rising middle‘class realized that the one

thing that separated them and theif offspring from the ' .,
'aristocracy was the aristocrats' ability to use the English |
lllguage effectively. Ergo: ‘study grammar. Traditional
grammariahs well intp the twentieth century have made 4

ofortunes out of producing grammar books largely based on

e
Latin. I'll never forget .the example of John Walls back - |, ’ -
in the eighteenth century defining the uses of "shall" o G
. and w1ll,? which we've followed ever since. He had no) ' . L ,%,

reason for the rules. He sat down one night, dec1ded “this -
was the way it should be, put the rules in his grammar book,
and all the other grammar books followed suit (Buxton: 21 .
April, 1977). ‘ :

)

Convinced that traditional graﬁmar does not improve oral or written

a . -

expression, Buxton outlines alternatives in langquage study.

.During the past half century, investigators have -
accumulated a substantial body of research which indicates,
that prolonged teaching of tradltlonal grammar does llttlgi : 3
to‘lncrease students’ competence ;n speech and wrltlng, ‘
largely because this grammar is an inaccurate description

f the structure of the English language. Linguists - - o

e S0 SR

em ize -that’ thls research does not mean at we abandon
language study. Instead, they suggest that this study

- be broadened to 1nclude several language areas that have
hitherto been neglected: the fascinating histcry of L
English; the levels and functional varieties of English

" usage, such as formal, informal, and nonstandard; some

of the 1nterest1ng regional and national dlfferences in
vocabulary, spelllng, and pronunciation; and a grammar that

is a more accurate descrlptlon of the structure of Engllsh




than that prov1ded by tradltlonal textbooks.

In short, 11ngulsts ‘and educators today recommend that

instead of going back to such "basics™ as traditional

‘grammar, students be encouraged to explore the ways that

language is used, and to apply the results of their explora-

tions to their own speech and writing (Buxton: 21 April,

1977).

In addition to the possibilities of a more meaningful approach

to the study of language, Buxton suggests a method of teaching composition

according to the uncqonventional yet apparently successful model used by

students and minimal teacher correction of papers.

Since increasing the amount of grammar taught does‘ﬁot

t

seem to promise much 1ncrease in student competence, and

since teachers are llkely d01ng the .best 5ob that they can

do with present class loads and limited time, perhaps we

should be prepared'to,try new approaches to the teaching of

~ composition.

British - students do far more wrltlng than Amerlcan

. r
students; in some classrooms they seem to be writing all

the time. In the lower forms, .
_ recorded in notebooks, and includes observations of places,

personal experlences, storles, ‘poems, and rough notes for
The. teachers read the notebooks from time

t . further writing.

much,of,this_writing is

to time, but make no attempt to correct errors, yet the

students wrlte as well as Amerlcan students and with more

zest. If, as I indicated earlier,

conflicting concerning thevvalge of teacher criticism. and

student revision, we in Canada might improve our students'’

research thus far is

literacy and save Qhat Lois Arnold has called "Writer's

Cramp and Eyestrain
E"exgprlmentlng with some of the approaches uged in Britlsh

schools (Buxton:

21 April, 1977).

{on the part of the teacher), by

British teachers which emphasizes writing by volume on the part of

[3

Lo
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Departmental Examinations

are very useful. -Unimpressed by the assertion that lack of departmental *

examinations results in a lack of uniformity, Rieger obse;ves that the

Neither Rieger nor Buxton is convinced that external examinations

weakness of the examinétioﬁguthemselves militated against uﬁiformity.

The dropping of the departmental examinations in.the

early seventies had far-reaching consequences. It resulted

in some loss of uniformity across the province, but there

never was as much uniformity as some .assumed. This was

partly because of the weaknesses of the examinations. For-

examplé, even in a subject such as Mathematics 30, the exam

. measured to a very small degree a student's attitude towards

and appreciation of mathematics. Supplementary material,

such as application of mathematics introduced by the teacher

was not measured at all. The exams did not even measure

achievement in the prescribed course matggial. I recall

-some colleagues and I making an analysis

Yseveral years'

Chemistry 30 papers. We found that some topics (for example,

the blast furnace) were Questioned oh nearly ‘every paper

while other topics in the prescribéd textbook were not tested

at all. I thiﬁk it is unfortunate that the dropping of the

' depaftmental resulted in~an increased percentage of high

marks. This is not harmful in itself since there is nothing

absolute about marks, but * has created in some quartets

the impression that standarus have deteriorated (Rieger:

2 March, 1977). S o .

his friends were teaching grade t@glve departmental examination subjects.

Buxton outlines the»techniéues teachers had to use when he and

He indicates that these techniques were questionable.

There is a great demand-<for reyurn to‘external examinations,

the depar tals. Let's consider a few techniques we used
- when there W#¥e departmental examinations. I lived through
. / o ,
B e ‘ .  er
7 . S - .3_ .
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them for years and years. They do set the curriculum. There's o

no doubt about that. The teacher is forced to cover the

material and to use the methods that will ensure that his

students pass those examinations. When I was teaching

school in Radway and Fort Saskatchewan, my friends were

teaching at Leduc, Camrose, and Mundare.. Because we felt -

that it was our responsibility to get’ our students through .

the departmental exams, a technique we used was to mimeo-

graph all the old examination papers possible and spend May

and June going over them again and again with students , <

until they could answer all' the questions on all the papers. ‘

Slnce the number of questlons any examiner can de51gn on
*a limited body of subject matter is 1tself llmlted the

student would llkely be successful. - Our salary cheque

sometimes depended on the number that we goz through. I

can reme r in one school where I taught, I would get a
hundred—dollar lncrease if I got a better than seventy-
five or eighty percent pass on the departmentals. I don't
know how wide-spread the practice was. I know it'was a
practlce in my school, and I know other teachers who' also
faced ‘this. :

Well, to get and maintain ‘a hxgh battlng average on

P T T SR

the flnals, I dlscovered Still another technique after I
had f;nlshed teachlng high 'school in Radway and Fort

Saskatchewan and went on to teach junior high in Edmonton:

e wat R

'don 't pass anyone from English 1 unt11 you're sure he has .
the ability to pass English 2 or 3. Hold hlm,ln English
1, and he Has two options: he repeats the course, or-he

realizes that he is a failure and drops out of school.

T N h oy

v Teaching for exams also can lead to second-rate teaching;.
for example, I saw one cxty classroom in which the students,f
7for three perlods in a-row, memorized three mlmeographed
pages of llterary terms. It seehs to me that this procedure, :
whlch I've séen repeated.‘does little to stimulate student
enthusiasm for literature (Buxton: 20 Aprll 1977)~

. . - L —_
;. . - ab\‘l :
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] light-pf'the reality of schools in the seventies, a reality whiéh

what we have." ' A second inference is that the educational scene is

SUMMARY AND CONCLUSIONS

Lynass, Rieger, and Buxton, then, have addressed themselves to

several major issues in their attéﬁpt to qhéracterize the nature of

SRR

education at the present time in Alberta: societal expectations in

encompasses the actual purposes of schools, the mirroring @f society in

. the schools, the effécts of society and schools upon students, the

typical administrétive practices.in schools and their effect upon studenés,
cur;iculum, evaluation of teachers and pfograms, ~Aducationa’ reseé;ch
and its usefuiness in providiné insight into gducationdl problems, and‘
the dissatisfactiqn with schools expressed in the backfto-ﬁhe—basics
'movem;nt. ’ _ : ‘o |

Although'éhe thinking of the thrée‘shows considerable éivergence

. N ‘ v , s

of opinion ahd, consequently, no definitive conClusions_éanvbe'drawn,

there are, nonetheless, some tentative inferences which may’ be made.

- >

Perhaps, the most obvious is the one which Althouse (1949: 47) has

framed with his usual urbane asperity: “the first thing that strikes ,-

the. observer of the current educational scene is that we all seem to ,J/

‘want more education, even although we appear to be quité critical of

) 4

" somewhat more complex than can be much iiluminated by any simﬁ;e theory

of education: indeed, adherence to such a theory may wéll lead to the

. adoption of questionable practices and hinder the search for more effective

procedures.
° ‘In the area of societal expeclations, it appears that there is .

little clarity. SocietalgexpectationsCappear to be many and uprealistic.

&Y .

o
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Perhaps, some of the present dissatisfaction with schools is a result of
a lack of information and awareness on the part of the critics as -to
what schools, especially the large ones, are like right now;‘ There is
the possibility that educators have been too zealous or 1ightly deluded
in their claims as to what schools can and shoul 1o for children, with
the result. that the community may believe that it has been misled and
cheated. Both are in?icative of an estrangement between schools and

community. Theré is at least some likelihoodlthat there are factors
L . . . ) \:‘v - -
other than curriculum and instruction which could contribute to the -

-

perceived dissatisfaction with the schools.

Some of these factors could well be resident in the nature of

%‘4 soc1ety itself and its large, impersonalized schools and their adminis-

trative practices.. It is conceivable that students haye become disaffected
and disenfranchised from active.participation in their own education.
o9
When the school so bores its students that they never
-want to learn any more, or when it makes them so self-

satisfied that they dd not see that they need to le
any more, education has not improved them; it has don
them irreparable harm . . . . One clear sign of the
success of a school which is plain to all . . . is the
presence of obVious and unaffected interest on the part
of the pupils in a1l that goes on in the school . . . ...
If the pupils find school dull and monotonous, if they
tolerate it as an inevitable part of inescapable routine,
you have every reason to question the wisdom of spending
public or private funds on such a school. Either the
children are in the'wrong school for them or the school
is of the wrong sort for any children (Althouse, 1949:
64, 71) ;

On the basis of some of the statements made by Lynass and Buxton as tor
. oy
" the nature of the comp051te schools, it must, at least, be- questioned if
"Alberta schools can confidently assert their success according to

”Althouse s criteria. ' . .

[ R
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In view of the complex and confusing.nature of education af the
moment, the entire matter of evaluation of schools, of teachers, a:-
students, again, seems questionable. Sirnce there Seem to be few answer s

and little agreement on fundamental issues such as what the schools are

in fact doing and what they ought to be doing, it is difficﬁlt to know

what can be dem®nstrated by evaluation. "

Still another inference which emerges is that educdtional

research, to be a valuable tool, should be carefully conducted and -inter-

Preted. Hasty adoption of research findings’may'not improve prachiice .

and may, in fict, lead to a suspicion of research. ' .

Whetrcan finally be said about the relationship of schools and

society at the present time is that the Qagk-to—the—basicg movement isv

']

symptomatic, although its proponents display a tendency ta :egard‘it‘esk

\

. iy 1. o X ' I3 o 3 . . . ’ . --
a curative. ‘That these is dissatisfaction is inescapable. .:Why there is

diésatisfaction, what areas are particularly unsatisfactory, where
. . . R )

1
. ) “« . -

'solutiqns may be discovered, what solutions may be advancedcare not as

2

reédily’discernible. There is the poss1b111ty as w11, as Rleger has

p01nte&‘out, that the dissatlsfactlon w1th schools is a té;urréht one.

' ~

That there are so many areas of agreement among the analyses provxded ot

P

’ RCIRTA s

by educators in the late forties, fi//zes, anf Geventles may lend credence‘
to Rieger's view that there is always a-dincrepaﬁcy betweenr the real-and \\\fﬁ
the ideai. It would seem reasonable for‘edﬁcaters and coﬁmunity to

. ‘ ’\J ' ?ﬂ . .
explore -this discrepancy with a view to*finding-some‘Sgreement-upon a

' reasonable set of expectations and to experiment with.some of.the alter- . ’i

hatives suggested by ﬁuxton, Rieger, and Lynass.\

F.»"ﬂ
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1 CHAPTER V J
T N L ! / / g
VISIONS OF THE IDEAL AND OF | /
N s .. - . ,/
e ~ THE FUTURE IN EDUCATION o /
. ‘ Q . . : ‘r‘
\ - ‘ . . . o
a . " INTRODUCTION i P Cewh ¥
. ) . & , 5
A . . .
- ) - Men of all.times_have speculated about_the'ideal and»about the B
Wy
. = future. Formulations of the ideal and predictions of the future spring
, o from observatiohs of and attitudes about the past as. weigﬁas the present.
. v
s Frequently,,people look upon the present,onote its lack of perfection,
) P . / ) //, o N . . -
and turn to the past. Certainly, looking to the past is wise and justi=
. fiable as long as,past practice‘fs not e§tolled only because lt is not
. 1the present. Lucretlus (Commtns and_hinscott, 1947 ?6), who lived
7 - . o e . / . b s N = ) (o,
between 99 and‘SS B.C., argues ig a‘judiciously me -t inc iy with those' ’
"
~of hlS time who believed that chlmeras and centaurs enistea»in the.past.
e . Wherefore also he who fables that in the new time'; he -« s
-  eagth-and the fresh youth of heaven such living,creatuf ’ ) B " e
o .could have been begotten Poe.. may ‘babble out many things” ¢ _ S SR
s ., 4 in like fashion, may say thit rivers then ranPWith ‘gold over, . ., 7 7. )
- T @11 parts of the- earth and that trees were wont to blqgsom o :
. with prec1ous stormes- £hat man’ was. bornJW1th _such.giant’ .
¢ frame of force-that he gouldjwade on. foot across- deep seas '
¢ and whirl the whole heaven ut h1m0w1th his hands. *‘
‘ . It“ls senSible to view the gast as a rich lode, aﬁd it is useful
oL . \,“ . » s
., Y
‘. ' to trace practices fromlpast'to present,as bases for progection of the -

‘future. Direction for the future comes'also from viewing current trends,'
. .2 i “ B

’ _ ' The past can either be seen in the extravagant 11ght of nostalgia or

[ X3
<

1gnored with contempt, thé view. of the futu;e is- often distorted by - .,

v ”

excess oOf optimism or pe531mism occasioned by the way the present is ‘seen.
= . C L

a®
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ST When we enumerate all the dif:.yﬂ

’ vé v,

rJ . .

X S . i 18 e :
Ludwig von Bertalanffy (1967: 5) cautions against g&ch excess.

f It is commonplace to say that the utopia of progress . . .
has faltered in the modern world . . . . Much can be said
for this. view of man ds sorcerer's apprentice, frivolously
liberating fordes that far surpass control by his intel-
lectual and moral capacities. Nevertheless, this is
romanticism. -

VY There has been no shortage of Utopians of elther happy-or melan-'
a4
(\_\ 3

e

LI choly persuaG! «from Plato §o Kafka; current predictors tend to be a

oy gloomy lot whose favourite themes are human obsoles-

Cence and extinézion of the species. Educatlon has 1ts prophets such as
N — v
Tescoaa Morris (1972:. 167~ 168), who formulate ; vision of SOCiety
I.and 1ts sc lsfaccording to which ";holewnew 'second—generation' -
W . l ' N
bureaucraCies" haye rsached two‘stages-gﬁwg stage we may'call 'acute
. % iy

3

I o

Parkihsonianism et and an even more édvaneed statex . metdt'
¥ ¥ B « 3 U‘“'aﬁ‘“'"
‘ bureautechnocracy e Admittedly, there ig cause iog qg&pern,>but some. .
ﬂ

1reasoned balance is not amiss. Times ﬁyve probably aiways been v1ewed ’

&
"w1th dismay by some; too fervent}a despair, howeverﬁ cérr1e§ the danger

§

<

1n Hhis context. = . L .ﬁ;13,~ o o . . ’

v oa

speoies can bacome>embr01led At~. aﬁpear a priori that -the
& i probability of Successful trads':r] along any path would. be
extremely small Yet the fact that we are able to 1mag1ne

.o

535 _ patterns that might lead to successful tran51tionJ§g -in itself»
AL 51gn1ﬁ1cant « v -« .« That-which can be imagined b om
) possible. - . ?7C

A ‘ e

o ’ That. which approaches or fosters “the. best that. ma;i 3.8 capable

of that which is possible, and- that which may yet come about’an soc1ety
T

@

'and in education either a little or a long way from the present are

3

' themes to. ﬁnich Rieger, Buxton, and&%yhaSs apply themselves{ From their

. [ . '3
- °

‘ ’ ) . . ¢« : K3 -
discussions emerge definitlons, purposes and visiops of education,,and

P

eG

171

Y S

it ik, e I o b - 3 5

g




172

descriptiond of ideal teachers and schools. Frequently, the three
hY
. ' » ‘ ,
-teachers look to the past to find examples. Each advances ideas which

‘1 R " ' . ' ) ) * . : .
' could imprové education, and each makes reference to the obstacles in
. . 1 '\"r - o = . ) . !
the way of progréss. The three also s'p/e:culate ‘about the future. '1‘\heir

V 4 . I3 . N 0 }
ideas are: expressed in varying tones: balanced Yeason, passionate

W

,‘N:' 3,

Cag

certitude, and good-humaured polemic. None rejects the importance of
the past,' but n'one“is slavishly adu'latory of it. What eme@es mosk

strongly is a sense -of purp051ve commitment which conslders the short~
> :

. comings of past and pres,e‘t/‘v:rith'a’ discerning' optimism ‘for the future,‘\ .
5 RIEGER: THE ;REAL AND{T:!E FUTURE , ~‘ N
: i
( e . *
“¥ision, Purpos?Land tdeals: A, Y
Betterment and Harmony ‘ ’ S ~”57’. ) ‘ :
- Q. " T ) o o . _’w . 4’ a
B ﬁ)or Rlegei‘ ’educatlon is the.way . to betﬁ‘erment‘ of the human
"“uﬁ N ~ ‘ o ) “'-Q, A‘{) - ‘ J‘-) y -
. condlt(&on. S e .t S o :
‘ ;,' oo . | .‘ o e {5 . ‘ ‘ .
v -"’ L “I "ve always had and still do hive; a ‘great faitﬁj_n - A
R - . ‘o ) C e v .
.educatlon. “&hat ‘is the way in whlch .the h&lhn race w1ll o ] ‘ﬁ‘.
: »#r.m 4improve i‘i:s @ndltron. ‘L gontinue to belJ:eve that in '(;het J‘ L s
¥ - . long run,' it'is understaqd’:mg and knowledge that‘*mlll “E‘ff e, =T
. M B
. bridge mlsunder%tandlng, the lack :q‘.— sympathy with each . B )
other (Rleger~ 2 Marchqe 1977 .S [ "“’ ‘ N . ™
[N e -’ . a N -

f The "Alberta Teachers Assoc1at10n,

TR
a hls worﬁ as. 9/staff offlce

Raeger was-at tlmes called upon to ‘examine troubled schools. The corrosive

A

: \

— u . w1,

bltterness in such schools is the background to Rleger S formulatlon of
- -

. N

the 1deal w:LthJ.n schools. - He also defines the 1deal to 1nclu§e the a . / (

- -

-

*.community.’

I don't, th1nk there are any absolutes in what con,stltutes -
the ideal teacher, school and school system It's a matter - ‘ >

of harmony. ¥If you have J:eachers who can work together in
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:f%i o harmony, it"s probably an ideal system. In my wotk I c&me Gi
h across cases and had a part in 1nvest1gat1ng them where'
relations among staff members actually broke down to _the
point where people wouldn t talk to each other because
h) they h:d different views on certa: baSLC‘thlngsﬁ I'm

2 school like thak. :y,

¢ pret .sure that teachlng suf’ r

“ it

2ally, there should also 'a'reasonable degree of

:ha ony between the school  and the commghlty- the expec-
tatlons ‘hat the teacher has of the school should be ] .
approxlmately the same as that of the" commum.ty.L Schools - g
are; set up primarily to preserve and perpetuate the society ‘ I f

> E ' even though there are always teachers who see possibilities o " -

~ for improvement and try to spread their ideas. There are
always-many teachers who are more forwara—looking and who N
quite honestly and fair-mlhdedlyrpresent diffgrent views. )} ' ‘ ;é%é
W ‘s .. to pupils without trying to indoCttina 2, them or convert
’ vtherg,w which, I'm quite copvinced, ldCIStunate The teachet@’f
doeSlit, however, at his dwn risk. He may be ln“trouble if . e
he gets too far away from the expectatlons of the,communlﬁy . o

' I*can t see it as a duty of»every teacher to try to lead.

A 9 soc1ety intg new ideas (Rieger: «@ March, 1977).
& - u : o
Changes and Obstacles: Practicality UL A L,”
~.,and the Government , N Bl
. = . .
o o | %
‘*‘ - To move closer to the 1deal in teagching, .Rieger calls for changea

[

. _ whlch can be achleved practigally. He would change the size of classes,
~ - $ o -
a rebommepdatlon whlch arlses from Rieger's work in research and from - %

hlS convictions about goals 1n educathn, ’ i )
\ll - ‘;: - ' ) e ’ . -
! L B, IﬁEt/h;A a magic wand, it would do thlngs that money can - ... d ( N "

. . -
% o do; I'm not thlnklng of a- magic. wand that wlll change human . . - !
nature.v One thlng I-would do is cut down the size of classes -— o ,ZN

’ Y N -
i . because that is one thing that teachers are’ almost completefy' B .gwi?~— X
f .o - in agreemant-about,(Rleger; 9aMarch, 1977). I did quite a ’ ' '

,bit of work in research on teachers' aides;. and one question

s

v,
S S E TR T Y

~ , v : ) : . .

.
’
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I always asked teachersrzn_s:;;eys, in'diﬁferent ways, was
what they think would be the best improvement. ' A large
.majority of teachers would ask for fewer pupils (Rieger:
2 March, 1977). To do‘some of the things we aim to do,
such as encouraging various attitudes and hablts, we must
have smaller classes For example,'lf the ob;ectlve is
merely ' have students pass -a test in algebra, class sizg
a B Ié not very significant;;however, if greater‘underStandiné

and. appreciation of mathematics are also objectives, then

i

clcsses of flfteen to- twenty would be wuch better (Rieger:

‘ 9,@rch, 1977)

A o Another change that Ridfer thinks woul improve teachlng, and

w:

‘o v
~>"(\\ one he would make, is to extend the perlod of tralnlng in the classroom

for. prospectlve teadhers, the argument proceeds from hlS bellef in the n

7’/ A
' '#‘Value of educatlon. )
o S g L ‘ ¢nrr4 - -

4

Internship in teachef egucatlon is another thing I would

1nst1tute rlght awﬂ Thwogpam would last anyw}lere from
'hafY a Year to a year. I doubt that a perlod longer than a

..

L year, would‘produce results that pgi for#%he time. The

- e :‘ . people who would serve this 1nternsh1p already know their
subject,  how to teach_, it, and have 1nfomat.;.on'a_bout the _
operation of schOols. What they don't. know yet i% how kids. e e . : \1
~act when you tyy toteach thefiry If they can't get some - . . L ' .;f
o clues on that in. half a year or a year, then, perhaps, - ‘

L iv-l - teaching is the wrong thlng”for them. - I am qu1te‘conv1nced

fin,my own mind, that some peri6d of that, sort would save a -

lot af teachers who drogbout in thelr flrst two or three

‘years, It would make life much happler for many teachers, .
and it would make a. bﬁ"alf.ference ‘in the qualJ.ty of instruc- . L ;?" Y
tlon.. Peoplé who ‘stick to teachlng do sélve their problems, _______
S one way or another. 'I‘hey may not, however, be the best ways, S I
o B “tl!ag is, teachers may work reut.sa;s&httm whereby théy can
A ma:mta:.n order, but it may not be a system that produces

the best lea g (Rieger: 9 March, 1977).
: h . . ko) -7

o
AL B i ] - o
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For Rieger, the shadow which falls between the ideal and prigyess

o (R .
# toward it in .education is. a ,matter ofsthe attitude of the present

-

government. Rleger contrasts, the present leglslature with the early

g \

3 . o .
- Social Credit government. . o i '_,iﬁﬁv

3 .
. what happens iﬂ‘eduéation in Alberta is, usually( a "%@ﬂh C
result of the action of the provincial government. The
present government, which has been in offlce about 31x years ' Aé-p w
now, has made few, if any, advances in educatlonX(Q#eger . y . ‘ va
9 March, 1977). The ma]or problem at thls time is hot novel:
‘ it s the attltude of ‘the governmentrtowards financing educa— o ﬁw' ,
tion. We ‘have always complalned about lack of f1nanc1n9 1n s LS
L education, but looking back J‘Er the years from about, 1936 . gy . .
Sl ‘gﬁtll thesﬂad—31xtle§, Albetta was qylte generous towards . ‘ '
~ education. Now we are‘ht the, most prosperous perlod .of
'_our hlstory—-proSperlty beyond the w11dest qreams of people;
llke ne-- and ye “»-:re are restralnts on educatlon : Classes ) e
have ‘to be énia’~
curtalled T flnd this unaccepsFiIe rh v1ew of m¥ general
’F.' :befief ;n educatlon. What puzzles m; is that’ a great many

SR

,_programs 1n some schools-have to .be

of the people fn thls government are people who have grown*
'up in thls provxnce, ‘have had the beneflts of a unlver51ty
educatlon here, and have dQne well because of it. And yet, .-
p now they re skeptical about educatlon. I would think that<
-~ : they would be the very people who would ke most. strongly
1n favour of strengthenlng the system so that future hlbertahs
L would have even better opportunltlés.» It’ wouldn t have ' w/ : AR
~ “been sdrprlslng if the farmers, small town bu51ne€s people, .
and teachers who constltuted most of the early Social . - L
Credit 1eglslatures had been less enthu51ast1c about educa—
‘tion, ngt hav1ﬂg had much of it themse ves. . It seems, v
‘ howeVer, to be the other way arougd ybe because the f*} _ )
@erleﬂin the earller leglsléi=zﬁs/&1dn‘t have much, they ::' IR ,

thought it was a good tHing’ (Rleger- 2 March, 1977).




)
.
>~y

lﬂﬁﬁ,
As a result of his views on the performance of the government so
far in education, and based on his belief that the provincial government
is the central agent for ~hange in :ohools, Rieger is pessimistic about. N
. “ ;‘short term changf. ’
T o o .I'm pretty sure this government will be around for the - /

" next. seven years, consequently, I don't expect any real

improvements in educatuenvin that time‘ There may be some
l '( A7
revisions in the curnicuIﬁm but I can 't see, on the basis

_ v of the past six years, any great strides. We ll just‘hold
v? . ghat we have.; If we- get behind QelatiVe to Sothe othez ,
“ 3 E

province or country, maybe some,action,will occur., This . "

g

s . »

g‘o\lernment hag' a negative ‘attitude towards ueducatiox‘f which o '
,,3 I cannot’ uﬂderstand%(kregerH: 9 March, 1977). ficf' e ’ E
S " :
St In addition to the”groblem posed by the currént prOVinCial ‘ ‘
" e q % F 3" i
government % T s

ack. ofaaction, Rieger focuses upon the issue of inner,

, city’ schools and minority groups in“education. Based“on”his'concern‘"
2 ’ N . .

~ 5 u i !
aboyt inequity and stemming from his vision of education, Rieger—s

~ “ - . *

commentts indicate that.present attions in both areas will have future

«

© implications. s, L : BT .

. 3 LI s el « Tan
., al«\m,w . oo E o j . ,
W N A fairly serious inequality that wu}l be more noticeabie .

v

jods T " as time goes on is. that between the inner City ‘schools and
v those in the wealthier suburbéh I reag some figures which
indicate that there's always more money for the schools in

the areas, where the well -to-do people live than there is for

0

the inner core areas. I suppose these are just the realitiefy ’ f" ,i" T
» _ of politics, but what I'm.looking at are the realiti2§~of
A f what happehs .to the kids that grow up in the inner Cities.

- B% skimping a’'little Bit now,: we're incurring a big debt in

the future. When I say things like that, I'm shoWing my

e RN PR NPT

- ' baSlC attitude that I believe that education can do s9mething~s
Lo _ - to solve these problems. I realize it isn ta Simple thing," A .
but I still believe in it .$' o '; E

Y
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A mlnorlty question, that of separate schools-—pnd it
goes a lopg wéb back--may have consequences for the future.
It's very dlfgtault for people of some religions, for
example, the Dutch Reformed Church, to see'why the Roman
Cathollcs,can have separate schools but not the Dutch .
Reformed It's p0531ble that more a re pressure wili.
‘occur for separate schools of other kinds (Rieger: 9 March,

1977).

The Future: Technical anq
Service Education o
.
‘Turning to a ldhg?range view, Rieger anticipates a future system

which will concentrate more heavily upon technical education.f He fore-
sees, as well, greater need for-training ih the service professions,

o

law "and medicine.

In long-ran x¥we will have more 'technical education’

in the future. Ineyi-a%ly, we will become more and more'
industrial., There will be more need for highly skilled. D .
\people and less for unskllled and there w111 contlnue to ' o
be need for people who are ‘so well trained. that they w1%l
be adaptable to changlng technologles. The computer pro-
grammers, for example, will have such a good groundlng that
_ they will be able to adapt ta tlie - changes in computers. ' S T
» _The numbers. of students in ‘the fﬁgtltutes of technology, | ) SE N
\ which are now fewer than 1n the uﬂiVer31t1es, will 1ncrease. .
Perhaps, the technlcal 1nst1tutes w1ll becaome more llke < l

unldﬁﬁiitles, that is, thelr courses will still be technlc

but 1n greater depth. : o , v
Another 1ncrea51ng.area will be in ‘the legal ang health
profess;ons. I foresee a greater number of people going
into those., We will need more lawyers- the laws don t get /)
any 51mpler, and’ there s a shortage’ of’ la'yers now. There
. are delays 1n getting cases before the courts,'and many

people who need it Aren t gettlng the beneflt of the

b . o 177

. J}ml . 7 4



@

of lawyers. Legal ‘services should be available to everjbody.

The laws are for everybody. .It seems logical to me that law
should .go the same way as Medi-care. I can see the need for
more people tralned 1n'provid1ng other personal services.

For example, we'll probably have more people in mental’

1nst1tutlons.‘ I'm not suppos;ng{‘hat there would be a greater

proportlon than at present, but-there are certainly many
people now who are in and out of mental-xnstitutlons and
probably many more who should have care. I hope that the.
world doesn t make that any worse than it is (Rleger- 9 .

March, 1977).

Rieger' s faith in progress despite current problems, is evident

in his conclusion abput the §pture of education.

In terms of the deSifabi;ity of the future; technical
education is desirable because we're going to need it. I
can't envision our going back to some pastoral*or nomadic
state.' We re goxng to contlnue‘to'want all !gnds of devices
whlch must be -designed. and made by techn1ca1 experts. I'm

.-

optlmlstlc about the future. I :Z?e no doubt that we can

a post—secondary system;

M prov1de a school system, includi
4

that will give us the numbers and kinds of experts that we
need in all flelds, technlcal and professxonal.. I'm SQre_'

we're nowhere near our potent131 (Rieger. QVMaroh, 1977)."

Rieger;,then, adopts a progre551ve, optimiétic view education -

~

!

‘ 5ahd'of_societ§ in which'harﬁony_isvanvimportant principle.. Rieger's
SRR } 2 . . _ N ‘

]

forécast of the-futu:e'ihcludes both technical and professional‘education

- , - st PR o ) * ‘,, ¢

- more nearl&'hpproximating human potentiéi.

)

\
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TON: THE IDEAL AN'&:?HE FUTURE

tow

- \
o e an
a, o

gjiu "Vision, Purposes, and Ideals:
Co-operation and Commitment

In his ‘definition of education, Buxton evokes the past. For
- - . ] N
. ¢

Buxton, a vision of education as a co-operative enterprise was born' in
o N .

thehdifficult circumstances of his first year as a teacher in a rural

'school. He explains how he has since patterned his teaching upon the :
idea of co-operation. ' el
In my first year of teaching at Cloverdale, afterxa,really‘
f frustrating couple of months, I got the idea that, instead of
trylng to teach everything myself, I d have students teach
themselves and each other. Eventually, I found that I was _— .

“in charge of an educatlonal enterprlse. T found that students .

of teathng came out

,: ?of that experlence thaQA;Tf ‘grled to low throughout my ‘ X
2 & gﬁt students to’ take respon—-‘_( s
. .51b111ty for learning, to get them to co—operate and help q
\ C each other, and to have respect for students» ability to
become self-actualizing learners. . I have found that that
. pr1nc1ple has been pretty effective throughout my teaching
career, even in grad semlnars. I believe in the 1nvolvement

l

of students in thelr own learnlng and in’ provigang the
/gpportunlty for them to dlscuss questlons aﬁﬁ probléms,

- w1th the teacher, perhaps, throwing out the odd questlon Co A\\\'A
or problem (Buxton- 18 April, 1977). . g o .“‘ _
v . . 'd R U . 5 .
AR 'Buxton\expands his'concept of education in his comment upon ‘the

. - . > v

. # purpose of edgpatlggr He stresses the lmportance of examining 1deas and-
' the respons1bllitywa the teacher in creatlng enthu31asm for lntellectuﬁl
: k

N - I
. . . . .

‘act}v1ty.' o '
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& I belleve that one of ‘the chief . purposes of education
is to help students to know about themselves and their o
‘world, to learn how to gather thls knowledge, to have 1 “
opportunltles to assess their own ideas and the ideas of
other students, of their teacher, of soc1ety, and its
leadets. I think the school can exert leadershlp in those . (/
area;:lvﬁow can a student develop new 1nterests unless
~ someone 1ntroduces him. to these areas? He can develop Tl E ,
enthusiasm for 1ntellectual activity when the teacher. shows“ ’
~ him the neéed for a dlsc1p11ned approach to learning, which
means’ that the teacher makes demands, sets standards, asks
for thls 1nte11ectual approach, and show xm théEZZZ
requlres effort but that the effort 1sff; ‘ whlle in .- ' c

2 self—sat;sfactlon, in the feellng that one ?s galnlng

sahethlng Ex6mm educat;on day after day iﬁﬁ&%gg;v 20’Apn‘l,~

;!'

1977) e = ',;;‘-: B o

Et"con51ders the - .

Turning to‘the idéal in education,tﬁuxtdn

1deal teacher and then shows a number of teachers who approached the:'

1deal Jﬁst as his vision of educatlon arose,from past,experlence,

so Buxton s ideal’ school is based on hlS experlence. -,is)ﬁengthy and
B T "

'detalled account of the demonstratlon school ‘Lmlthe relationshlps among

A )

staff, students, and c%gPunlty, gives a clear plcture of the klnd of

harmony that Rleger thlnks necessary, and @flls Buxton's v1sron of -
Y , _ e
o—operatlve learnlng and hlS v1ew o4 the best purpose 1n'educat10n. ot

rs

in descrlblng the 1deal teacher, Buxton relles upon characteris—‘ .
tics whlcb his studénts 1dent1f1ed ‘ R T L i'

%

I ve,had students 1n high school list the characterlstlcs R

a gqod teacher should have. The lists usually ran along these ,_( i %',:;' B ;]
llnes- respects students and students' oplnlons, -knows the L=

: subject, uses a varlety of methods, gets students 1nvolved, i

is falr and impartial, has enthus1asm for hls subject, sets

o ~
. . .. -



‘High School,. he emphasizes
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standards (this came/up again and again), expects students
to. work and contribite to theé success of the lesson, is
interested-in stude achievement, is encouraging, has a
sense of humour (students have fun af’times), and is both

genuine and human uxton: 20 April, 1977).

the organization and activities of University"

N

As Buxton”explai

he relationship of studentscand teachers
that resulted in student leadership and motivation ih‘learning.

' There were only two hundred anduten studénts and\a staff \
of six: people plus a home ‘ec. . and a shop spec1allst, ‘each of
whom brOught in students from other schools. There were six "_-
' classes, two each from grades ten to Qﬁelve, each limited to-
‘thlrty—flve students so that weqknew them . well There was ’
ah excellent relatlonshlp betweeh, stﬂ@ents and teachers,
Q;here was good humour, and lots of laughs We respected
them; and,’I think, they respected us. The day'was d1v1ded .
. 1nto five fifty-five mlnute perlods to agree’ w1th the Faculty
'perlods so that we could 1nterchange°w1th Faculty membgrs. -
Each, of us taught four out of the,flve perlods per day.’

The program wasn' t confined to subjects‘gn class.

e

There was a year play.ln which almost all the students’
were 1nvolved in some way. There was also a spOrtS'program.
I superv1sed the bdys, but® the students :gave most of the . f'¢V;\
leadershlp. Jecan remember, for example, Norman Kimball, ,";,n
whose name As still famous, coachlng the boys football -
team' I qan remember the best basketball players coachlng L -
the basketball teams; the boys who played basketball well o
. also refereed glrls basketball We had a boﬁlng clgb,, -
~and. a cheSS club for eaEh of which staff members’ were
"named as.adv1sers._ It sounds a tremendous chore, but ‘
really xt Wasn t because the students took most ‘of the _ -
leaderch.p We had danc s, periodlcally, on Frlday nlghts. l;A

I néver saw a student dr at any one of those dances,' .'. s
: - . ] & - - b S

.
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There was no drugvproblam at that time. T know, too, that
“the studerfts often met.at each other's homes evenings to
work on projects; such as short stories thatiljhad assigned.
Their parents would come back and say, "Well, these kids!
They met every night last week to get that short story in
shape." Assignments were almost always completed on time

and showed considerable effort. Students were very happy .
& : v ‘

when they achieved good results (Buxton: 20 April, 1977¥.
- e . .

'Ih_furtherexplaining He attitudes and motivdtions of the students,

s

I‘ - N ..
- @wt. 3

:‘ﬂ y'auxton gives the examples of hls own Bngllsh class encounterlng the plays

R of Shakespeare and coplng,w1th the wrltlng of short storles. The class—_

'oa},g v S St

r'? " 4_room atmosphere which is évoked so clearly demonstraiss“how;BuxtOn put

.- his v1510n‘of educatlon 1nto-practrce. L & - : : >

‘2

S . - TER o .
The majority of students were.quite intelligent though A

e were average and below4average students. Almost all” ]p : -
"5f' em wanted “to learn, were prepared to accept c nsiderable- |
] respoh§§blllty ‘for, thelr oﬂk learnlng and to exert con51der-
able 1eadersh1p 1n the'clgsses among themselves Z An illus~ - ’ . &
tration is the way we approached Shakespeare. We read ‘ .
Macbeth” we dlscussed the play, and we dlscussed the problems o ey -
" faced by Macbeth in terms of a man being drlven by the forces '
of’ambltlon. Followlng that, the stud\‘bs, working 1n grou?s,

undertook severaZ other Shakespearean plays by themsduves. S '

Each group had a couple of class perlods to tell about the
*play and to portray a scene. I can Stlll remember four or- T S
T : o five blg football players led by Harrison Scott doing Falstaff

V ‘ i talklng to Prlnce Hal about the two robbers who becéme'four

'robbers who become e;ght robbers. I can remember another

group doing the trlal sceneffrom The: Merchant of Venlce w1th ,. -J, v o .
o Shylock sharpenlng hls knife and Portla destroylng all his : '

‘111u51ons. When the groups had flnlshed, I sa1d, “Supp031ng ' FV} '

each group sets up a test on the play and 91Ves,the test to B

_ ‘the class. Your qpestlons’don t always haVe to Se serlous "
. . AR . : ’~ Do : o

v ) - . . . . B .. . » e G . a
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5o ’ . )
They came up‘wi'th questions like, "Who ran away w1th some-
body and took her Dad's ducats with her?" Although we_had -

a lot of fun with this, I think there was considerable ,
learning and an opportun:.ty for leadership, on their part . '

which they were prepared to accept. . . . / ‘ l Coe 3
I can remember hav1ng a grade-ten class writing short
stories in groups of two or three. %Some of the short”
stories were stimulating. One student would check: the v
,other in terms of language, and- because they had helped 4
each other tO“ﬁVlSe, I had very 11tt1e marking 31d red-"' . )
penc1111ng \‘!o do when the stories ca.me in' (Buxton: 20 April,
ro1n. " Gp . " | S :
’ - oo ’ ‘ . . ’ L
? Buxton refers, also, to. t;he yay that- the other members of the
taff at the demonsbratlon school co-operated w1th each oth'qland w1th @
stude_nts C;‘)Buxton s princ1pal he thinks, gave good?leadershlp, and ‘the T
o Cm et b

. v
community was supportlve. @ It 1s,1nterest1ng to note, as Buxtgn co'ncludes-

-

"hl,s description of the ideal school the sense of purpose and &omnutment

Lot

on the part of students, staff, -and con;nunity. ; ‘ '.z -

- o b . . -
. . b

For hls labs in thSlCS and chemlstry, Harold .Tanner’ had

" student assistanfs who were interested in sc1ence and who ;&

' set up all. the equ1pment, conducted all the labs, a‘% a551ste§) ‘ ' :

o A

other students w,lth the lab work . Erom them, ﬁxe others
.gathered some 1nterest e ‘ R R ;f;; L L
o The staff enjoyed teaching t:hose ﬁudents.-‘ I think we A ’ ' ‘

set fairly high standards, and the vast majorlty of students E : TeooT :
. attempted to- measure up. The staff continually exchanged SR .\\){\‘-} '

:Ldeas about teachlng and about 1nd1v1dual students. ° Guidance ‘
counsellors were unknown at the time. Stude’hts who had e 8

A problems knew that they . could go to any’ men'iber %{ the st‘aff *? - '

. selecting the memper w:Lth whom they had a very close relation-— ‘_ ) '_._3_ '

4sh1p. Art Rcsborough, the pr;mc:.pal, taught mathematics and .

8 had ohly two' spares per day for adm1nistra<:‘i\on and a secretary ) el

[

< : ‘ h ~ ., K . . -
. . . .
- . K : . t . - . P . - . . ]

i
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thr%o half-days a week. He gave good leadership.  Like the
Loachorﬁ, he believed that education was important; and he
supported us.  His staff meetings were larqoly\dovotod to
discussion of student probloms,.tho problems ofr ﬁearhinqi
and the sharing of ideas. '

The parents gafo interested in their children's progress,

and” this was important. They were involved, supportive, and
they were frequently commendatory tO\FhC staff. They- wero
#prepared to tell us that they liked what we were doing,

which gave us a feeling %pat we were doing comething worth

" while (Buxton: 20 April, 1977).

~ {
N B y

\e e /

Changes and Obstacles: Soci-tal , ~
Values, Critics, and Teachers

¢

~ MY . .
&xAs Buxton turn§ from the ideal to speculation of how teaching

can more closely approximate the best, he emphasizes the changes he

.
» -

would like to see 1in current societal values. Referring to the recent
criticism of education, which he’sees as an obstacle to better teaching,
Buxton suggests ways that teachers could improve their performance in
bthe classroom. Buxton begins by calling for a society which holds

important and lives by the values it says it wishes schools to teach
. ; .
children.
How can;I teéch your-children gentleness and mercy for
the ;;ak and a réverencé for life which in its weakness
Or excess is still a gleam of God's omnipoteACe, when by
your laws[ your actions, and your speech you contradict
the very things I teach? And I sometimes wonder whether 4
society is giving the kind of leadership outside tHe schools
that it .wants the teachers to give within the schodls. \
Perhaps, if I had a magic wand, I would like to have

our society discover that it mu- sntribute not just

more money to achieve the educe -i. it desires but indicate



that 1t actually has the valiaes which it wishes us to

achieve in the schools: values such as indost ry; inteqrity;
berseverance; s morality, ethics; humanity; respect for

people of other races, religions, and creeds; respect fur

,

~learning and for our environment ; and,distaste for

viOTonvo, profanity, obscenity, pornography, vulgarity,

Jpocrisy, corvuption, .1 injustice.  So ciety is asking

Lhe schools to reform the future society when itsg exam}{lc

s not always the beont . Society miqpt make changes in)the r
behaviour of indiyidunls, of groups, and of corporati

1t might mave more positiv; and creative use of th. Ledia
ﬁf}indiunte that it does conéidof\these values im

and it miqh£ prdvidv educational lead 'rship. Sucl ha.ig \

N .
in socipty might show in diminished Nielsen ratings .
inang; vapid, and violent programs and for materialistic,

anti-intellectual commercials (Buxton: 21 April, 1977).
<§fﬁing from discussion of society in general, Buxton focuses

upén the profossiohal critics of education whose importance he does not

ol Ty E

denigrate but whose influence he thinks has bé¢en pernicious in teacher
’ }

. )
P - H -
-

morale. He explains that, in the prevalent aétitude of criticism, the
. ‘ | . I('r ‘
professional critics exac rbate the uiisp{éinty of the teacher.
. P
In the late sixties a4 early sevenfies, we've had what

might be called the -ducational Romanﬁicq like John Holt,
A.S. Neil, Postman and Wangartner, and Carl Rogers, who
' have emphasized that schools were. too restrictive, too
teacher dominated, that too much of the material taught | (
was irrelevant, that there was no provision for individual
'dlfﬁerences or for student 1nterests, and a lack of freedom
to learn. Thex have some 1mportant things to say; but their
philosophy can‘gfg; be dangerous because if-we say .that a o
student must be free to follow his own interests, we have
to wonder how in the world hé's going to develop any new

interests. ~If everything is based solely on where he is, how

~.



does he go on to develop new interest s -in hi stary, 1in the
ancient world, in the background of our whole cultu o?
There 1s another danger, that the teachér is afraid to tamper
with tLhese free spirits, afraid to organize a program,
afraid to set up standards and demand performance. The
teacher becomes a ship at sea without a rudder or a compass,
pulled by a variety of winds, so-called student interest,
the demands of the public, the ideas that educators aro
givi.ig him, so that eventually he becomes uncertain of

his dir- 1oand becomes unsure of his goals. Nothing

cen be o o Jrustrating or disillusioning to a teacher than
this feeling that whatever he does is not the right thing

to do (Buxton: 20 April, 1977).
. _ .
To arrive at better teaching, Buxton advocates the need for a
sense of purpose on the part of the teacher which he thinks can come

from a clearer statement of goals and from the teacher's belief in the
5

worth of the subject he ig teaching.

The teagher needs to have the féeling that he knows where
he's going, that he has fairly definite goals for himself
and his students, and that he knows some ways of achieving
these goals. -We'll get better\teachinghwhen a good many
teachers abandon the idea that:they have to be all things
to all people, when they get the idea that the subject
they're teaching is worth teaching and wor ‘1 students
learning. One has to have that belief. When students
ask, "Why do we study this?" he has to have a better answer
than "Because there might be a questioq on the final
examination about it." If a teacher believes in hié
subject, he ¢an ask his students to read, to gather
ideas, to respond, to discuss, to evaluate i speech and
writing. He'll be much happier and much mofe comfortabie,

\~\§?d so will hi- students as soon as fhey find that they

are being continually involved in voyages of exploration

1”(\



into new and cxciting areas (Buxtom: 20 April, 1977,

Buxton 1llustrates specifically how teachers might be able to

o

restore confidence in themselves and 1n their subject by choosing an area

whilch modern critics think irrelev. it -—the teaching of ancient history.

In his explanation, Buxton shows how he would approach Greek history to
AT
. . o
make it meaningful.

o If I were teaching the history of Greece, the city .- -
states, Solon, Cleisthenes, Phidias, the Parthenon, tﬁﬁ ‘ - -
great gods, Greek art and architecture, I'd feel that'I
was teaching something worti while. Could I show'rolebance?

T think T could. We might look at the structure of some of
our 5uildings with their columns and porticos and think back

. to what the Greeks were able to do, witH far more clementary
’and\prim;tive tools than we have, to create beauty out of |
sténe. We nught play around with a few words like "geo-
graphy,™ "hemisphere," "thermometer," noting the origins

‘of'those words and that we still depend upon the Greeks for
all our scientific tegm-. We might wonder what the Greeks
meant by democracy‘. We might wonder whether they had achieved

" the perfect democratic state or whether it was a limited kind .

— of democracy based on slavery.™
the god Par  We might think)\a;bo

e might think about "panic,"

the names of the constella-

tions. I could go on and on. \WS it relevant? I have an
« idea the ancient world is worth knowing something about

(Buxton: 20 Aprilc~i977);

' Aside from Cé?nges in societal attiﬁudes and teacher morale,
Buxton also calls for a variety of schools. . He emphasizes that whatever
kinds of schools are establishea the humanitigs should be a vital part
of the program for all students.‘ Buxton implies that present attitudes

on the part of students as well as teachers are an obstacle to progress.

187

/4
!



188

Pcrlmpé, what we need 1s to ‘cxpcriment with many di¢ I‘erent‘
kinc  of schools; out I have some hesitaan about just '
creating schools to educate the elite. I still believe
‘that we ought to provide a liberal/adqution for all
studen£5.4 It may need a change in attitude of many students.
It may‘nefd a,togchcr gceing in with the convictiop that he
wants to give these peojle an education, that he wants
students to be intcllectuélly active, mature, and challenged,
that he wants them to find out that there is a thrill in
Iearning about the humanities, about people in the past,
and about gond litor&turé. If schools are to'change society,
Schoolstthen should remove the student, to a degree, from
Society éo that he can look at it from a vantage point; and
to do this, he needs.to 1lnok at society in the past, the
problems man has faced, and his attempts to solve themi$ I
can't avoid the conviction that the humanities have an
impertant place. There need not be an intellectual arrogance

about this at all (Buxton: 21 April, 1977).
o

Like Rieger, who is convinced that human potential is continually
underestimated, Buxton is concerned that students may be disenfranchised
if a liberal education program proceeds on .the assumption that the
humanities are‘only for the academic elite rather than, as Buxton thinks,
for all.
I think that pretty well all. students would benefit from
"a liberal education. It's an error and a handicapping one
to say that some are fit to be only hewers of wood and
drawers of water, that the mechanic in a garage is a dif-
 ferent person from the lawyer or the professor dr‘the teacher,
‘that he doesn't need. a liberal education, that it is imprac-
tical for him. Because you're training tradesmen of various
" kinds doesn't mean that the tradcsmen need to be inarticulate.
It's a dangerous concept to leave with people--that they can't
- <

participate in books, in literature, and in ideas. I foresee



programsébnd are reflective of his convictions about the worth of the

Y

a danger in underselling the intellectual ability of people.

.

T taught in the schools for -twenty years. T didn't find
many who couldn't enjoy a good number of -the poems and
selections that I enjoyed. Admittedly, you have to choose
material at the particular level of the student. - I keep
wondering about this matter of all students not being
capable of learning in a humanities program. A tcacher's

task 1s to think positively, first of all, to believe that

students can learn, and secondly, to trv to find a%tivities'

that they can do at their level that will stil N\Bc/stimu—

lating and will take them a little beyond the I\vel at which

£y are to some vital, challenging, and interesting experience

in the scuse of achievement. 1In my career, I very seldom
found students who couldn't take challenges of this kind

Cuxtoh? 21 April, 1977).

Further changes that Buxton would suggest center upon school

!

humanities as well as the value of co-operation.

I wish with this matter of llteracy being discussed SO/

much that pr1n01pals would start thinking about an all- school

k writing program and start stimulating the staff to do some-

thing about it. I think that English teachers, in the
present situation,‘can‘t accépt responsibility for all the
writing that students have<tordo. Social studies has
possibilities, but so do mathematics, physical education,

and science.

’

- There .may also be opportunities in a program 1ntegrat1ng

Engllsh and social studies, a humanity program'w1th several

teachers working together. There is, of course, a danger

in the téh@ency to just take the parts that lend themselves

to this approach; but thdre are possibilities (Buxton:

20 April, 1977). -

Il '
7
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TW\L Future: Tk‘a( her ’P1ﬁ11111r1g
and the %thool

In concluding his speculations upon change and the future,

Buxton concentrates upon teachers and schodvls. Like Rieger, Buxton
» B . .
Q , - ‘ :
i€ cohcerned about improving teacher tﬁhininq. He believes that
- ’ ' -
“dissatisfaction with composite schools will result in changes but is
— . -

not sure of the direction.

I realize the A.T.A. supports 1its teachers and that it
is cry dllflCUlt to prove 1ncompetence but I hope that
there will be -ome way in the future of getting rid of the
incompetentsl Une could say they should have ?éen dls—
covered in the Faculty, but 1ncompetence doesn't always

show up in the {aculty In terms of the selectlon pro-.

cedures of The Faculty of Educa*ioh, it's rather’difficult

to select on any other basis than the one-we have: th
ability reach a certain standard of knowledge in-hig
school. Many of us have wondered about other tests whlch
we might apply, perhaps, a personallty test yet a'teacher
who 1s very quiet, unassuming, and shy , who appears to lack
the drlve or the initiative to be a successful teacher,
may prove very successful in the classroom. 1I'd much rather
give students the opportunity to find out by  spending some
time in the classroom early in their teaching career whether-
Or not they are equipped torteach As it lS, it is possible
for them to.go through the secondary program and“hot do ;
any teachlng until the fourth year (Buxton 20 April, 1977).
Nom the schools themselves. As far as large composite
schools are concerned, there need to be some readjustments
made. I don't know what these read]ustments are 901ng to
be. I think we're ing to have more fferent kinds of
schools. It may be at we're going to find parents who
are dissatisfied with the education their children are

-getting may move more and more toward private schools like

—
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the 01d Strathcecona school which would provide a liberal

education in terms of the humanities with demands made of

the students, whe are prepared to accept these demands.
I am hesitant about 0ld 'Scona because it's almost going
back to the Winchester, iton, and Harrow idea of elitist

education. I wish we could broaden the scope (Buxton:
21 April, 1977).

-

LYNASS: THE IDEAL AND 7YE FUTURE ’

Vision, Purposes, and Ideals:
Progressive Conservatism
and The Humanities ’ -

Like Rieger and Buxton, Lynass' remarks about the ideal in
education and the changes necessary to meve toward better schools and

teaching are informed by a sense of conviction about the purpose and
» , ‘ ' .
value of education as well as by her experience -in the past. Lynass

agrees with Buxton about the importance of the humanities. She is
provocative about the ideal role of schools. Lynass begins with a

statement of her vision of education.

As for a vision of education, remember Temrnyson, who
says,

To follow knowledge like a sinking star, _
Beyond the utmost bound of ;human thought. _ .

I'd like to get on Tennyson's barque. Educatdion, for me,
? was being led into a wider and wider world of experience,
an experience ag much in humility as in conceit (Lynass:

23 March, 1977).
Descrilking herself a.consérvative, Lynass goes on to outline
what ~she sees to be the main purpose of education.

I'm neither radical nor revolutionary. I'm an extreme
conservative who recognizés that humans change slowly, that

there are no two ‘humans alike, and that it's only within



VOry narrow margins you can give the same diet and have it

ni—

accepted. It sounds radical, but all I'm doing is 1—cog
nizin; the individuality of "each human and hoping that
somechow you could plan a progrém so that everyone who waco
expose® to any form of education enjoyed it, appreciated
it, and grew as a result. That's only ésking the same
thing as Christvaskedl It's a very old story which even
goes back to Eve eating from the fruit of The Tree of
Knowledge. That's éll I'm asking for. Who could be more
conservative? (Lynass: 12 April, 1977).

i don't sece the main purpose of education as preparéﬁion
for a job; I see it as an examination of ideas so that a
student feelsAyery comfortable with his own aspect of the
values in life. I think it's a joy to discover the value
of the nine-times table and to wonder at whoever starged
to count and why and how they were able to go‘from counting
to the cube root. Whoever first saw the relationéhip
between straight numbers and square roots and cube roots

and algebra must have experienced a great joy (Lynass:

29 March, 1977).

According to Lynass, the purpose of education is fulfilled by a
humanities program which focuses upon self-knowledge. She explains the
role of the teacher in adcomplishing the goals of education.

It's amazing to think how this animal--man--ever Cahe to
count and learned how to write the alphabet. That's why I
stress the classical education, the humanities. It's a
place where mén‘dbmes to know himself. "What a piece of
wo}k is a man." And you don;t discover that until you dis-
cover the great’questions of life such as are there things
worth dying dor? Why would a warrior stake  his life and
,his career on a single combat? Wherein lie the'rights of
others? (Lynass: .12 April, 1977). When do you die for

your country? When do you die for an idea? From whom do

192




\ .
you take your orders? How much evil do you tolerate?
If a student learns to read on three levels, that 1,

o
the literal, the figurative, ang goes on~to the symbollc,

he has mastered the art of ecducating himself; and thath

“\
our whole purpose (Lynass: 29 March, 1977§. 1f. theJ . )
. N N\
atmosphere is good and the teacher can 1nvolve LhL btU;:kRQ:

i1n an experience where he dlscovers\thoxgoy of rearnlﬁw,
_\\~‘\

not only deoes learning take place but tho student xurpass

the teacher (Lynass: 23 March, 1977). As\ B
N

Lynass' formulation of "the .ideal school, a definition of the

school as an agent of change, is no sSurprising considering her early

4
/

experience witg; enterprlse and with the Progressive 1nfluence of The

IS

Eaculty of Educatlon at the time that she attended Unlike Rieger‘s,

Lynass' ideal school is not necessarlly based upon harmony.

Ideally,teachers should not only be, leaders, they should
be trouble makers. They should be the people who are .
questioning society at all times. They should be examining
the new, the fresh ideas angd leading the community to look
at theﬁ They should be examining the new as well as the
//old literature. They should be encouraging students to \\‘
f ?ave ideas about politics, health, anq morality. They
should not only be leaders; they shouid.be instigaﬁors

\ (Lynass: 12 April, 1977).

'

school experiences, in her description of the ideal teacher. Her view

providing activities for the child.

The ideal teacher te me is going back to Miss Fisher;
, that .is, the ideal teacher has a genuine intergst in
people and is neither amazed by nor concerned about the

idiosyncrasies of individuals‘but is, rather, delighted that <

‘Again;, Lynass hearkens to the past, specifically to her normal
. ‘ v
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on the journey there'sq tremendous variety, Iy, elementary

school, the ideal feacher would have @ have 4 lToving and

generous personality. Bvery student must feel that Teacher
likes him. ©UTe was a Mrs. Kostash at McKernan School.
She taught | wde two, and those grade twos loved her. I

have never heard any of the rhildren who had Mrs. Kostash

who haven't rated her right up there with Mother. They

-1 learned o much from her,  She even had them going to
the Jubilee Auditorium to hear music and to the Art
Gallery to look at the pictures. It wasn't just her

classroom that she was concerned about.. She was concerned
about the %hole child. 1y nigh school, however, I would
apprecinto/the bPerson without any personality if he really
kKnows the &qucct, has tolarance enough to teach it well,
examines his teaching methods every time he examines a
"student's knowledge, and is pPrepared to give and to demand

a fair deal (Lynass: 12 April, :1977).
Like Buxton, Lynass turns to the past to find an example of the

school that dpproaches the ideal. She profferé a detailed account in

which a sense of purpose and experimentation on the part of teachers was

fostered by the leadership of the prlnCLpal

At Harry Ainlay in the sixties, we had a staff that was
as innovative as it was humanly possible to find. Creative
and expository writing w . rt of every class. If a
student said that he ne- =d - mmar, he could drop out of
his regular class and go .. one teacher, who never had
more than six students, for a period of five to ten days.

If a student couldn't spell, he could drop out ‘or three
or four days and get the spelling rules straigh* before
returning to class. Wwe permitted students to move from
one class to another and teachers to combine and to exchange

Classes (Lynass: 23 March, 1977). o ) -

9.
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Much of the success of the school can be attq huted to
the principal, Wilf McLean, an nxtx‘umoly-w«\g]l—miumntod man
who aldo had Inteqgrity. You -onld depend on his SUpport
if he felt you were sincere.  You didn't need to be right,
You only needed to be sénrchinq for what was right. He
would give you the opportunity to nxpofiment, to try, and
1t wasn't necessary that you suceeod, What was nocossklry‘

was that you strive to find something better than what you
were doing and that you were willing to examine and adoa t
defeat. Defeat was no crime in Harry Ainlay; in fact; it
was almost enjoyable to fail because at least you knew what
You were doing wrong. Wilf McLean's door was never closed,

and he had ultimate faith in his staff (Lynass: 1. March,

1977). _ .

Changes and Obstacles: A
Revolutionary Program

»

- As she moves from the ideal to a concengrétion upon the changes
she would like to see, Lynass sRecifies radical changes in soclety and
its schools. _Her vision of change\includes detailed attention to the

education, school design, and

humaniﬁies, technical and vocation
teacher training. Lynass' program of change is predicated upon her

convictions about the purpose of education and the importance of the

+

child. She Sees parents, industry, and the present system of education

.

as barriers to good- teaching. Lynass begiﬁs by emphasizing freedom and
flexibility in schol'organization.

I don't know how one would arrive at an ideal sitﬁatioh
Qemocratically, and demoEracy must be pféserved. I should
like to see teachers and students with more freedom. I
don't mean freedom for students to smoke; I mean freedom
to select which classes they would like to attend. I

would like to see more variable timétabling. I can't



l‘ir

>

see why school must o oin at twenty after ¢i @ an “1nish

at twenty iter thred®™ T see ro objection to sty it
beginning at noon and finishing at seven.  we're not
. :
. ltYillv enough, and ['m not sure that it's the teao .ors
. "/\\ ¢ ] "
who &f&n t flexible. Perhaps, ‘the parents would like +
breakfast, lunch, And’tho evening me.! always at the same
A . \
o time. There shonld also be HLOdtCT flexibility in the

standards we use; that is, someone going to univcrsiry . .

needs quite a different standard from someone who elects

a form of labour (Lynas:: L2 April, 1977).
[ 4 . . .-
Advocating that the present system of education is ineguitable,
: ] . )

Lynass proposes alternatives which she is convinced would make learning

more meaningful for the child.

«~

The public system as it is now has got to go'(L9n¢Is:

4 April, 1977). . There's an inequity in schools trying-to"

ir

be all thiﬁgs to alluéeople:' in the school where you have . ' "
thirty-five stuaents ig social studies, .you may have six
in industrial arts or eight in motor mechanlcs (Lynass:
23 March, 1977). The system is not educaging the elite,
aﬁd it's not making room for the average.  The whole
educational system is.set up to be cruel to children.

No child should take part in formal education until
he has finished -his physical growth; that 1s,'chlldren in .
the elementary Schools should be digb elther not-so-
professional people or with real profesélonal people, one:
or the other, who let the child discover the wonders of
the world, in small groups of twelve to fifteen. The
river bank is full of insects, birds, mushropms, plant;aln,‘l
water rlvnlets. everything in nature is down there in
the river valley for just going inquiring about it. There's.
the University Farm. There is the idea of‘letting the

‘child use his imaginatlon to music.. I saw children' one

P

time doing creative dance to. one of those old gramophones .

that yofl wound up. Oné child stopped with her arms out.
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When the teacher asked her what the matter was, she said,
"I've run 'down. You've got to wind me.up." The teacher
went over, pretenged to wind up her back, and the little :
girl started dancing again. Learning should be like it
used to be on the farm when the child took part in the
everyday wonders of thé world and discovered wbat it was
all about. A child who chews a quarter of a, cup of Qheat
till it becomes gluten would understand the chemistry of
food. A child should be able to grate a potato into water,
and see the starch go to the bottom; hé should be ;ble

to shake cream till it becomes butter. The teacher then
shows the child that that is the chemistry of nature.

When the teacher demonstrates that a cucumber can become

a dill pickle if it is ppt into the right brine, the

child will understand the chemistry of man. The only time
children should ever sit down is when they're tired, and

then it need not be in a chair (Lynass: 4 April, 1977).
For older children, Lynass, in general, propoSeé a-variety of

programs and opportunities. She contends that not only would her recom—
«
mendations cut costs, they would also be moré.in line with the future.

Children are éupposed to be in school until they're
sixteen, but it's ﬁhe most uncoﬁfortable place in God's
earth for certain yquné peoplé: it is more inhLmane than
a jail sentence. It's for those people tha;t' I wbul*f
suggest they should have the right tovanother type ol
training altogether, and there should be a wide var}ety:
apprenticeship for some -rogram modelled on the idea of
a Civil Conservation C:oops i. - others who really want to
get out and find out w-at it is like to work in the forests
or the parks. They shc be 2aid a minimuﬁ wage because
no one can afgue that untz ...od iabour is as valuable as
trained; I don't think it woufd Xe any more expensive than

keeping them in school. Today, children have the fewesf

; .

rights of any group.



" —.-technicians will be machines running machines, computers

It seems to me that we could cut the cost of education
by fifty percent if we let everybody quit school at the end
of grade nine and come back ,in when they were ready and if,
up to grade nine, we treated the schools more like Parks
and Recreation. That would be part of the complete adjust-
ment of education to fit the structure of the twenty-first
century where cybernetics is going to play a large part and
let us play the part of "what a piece of work is a man"

(Lynass: 4 April, 1977).
More specifically, for the academically able, Lynass envisions
. private schools with a classical humanities curriculum.

My magic wand would certainly bring private schools into
being. They would be private.schools which offered the old
curriculum of language which included Latin; and everybody |
would have to do a certain amount of math and science. That
is, it would be a private school from which students came
out prepared to broaden their education at university. I
don't know what I'd do for money. I'm not sure money's the
! solution anyway. I, think it's a change of view: stop
12

educating everybody in the same old pattern (Lynass:

April, 1977).
Lynass is emphatic, however, that technology make
an even more crucial concern for the future.

" As for technology and the humanities, more specialized

~—

prograﬁﬁéa to-program other computefs, which they can do
, SO mﬁch faster than pégéié; Bdt  the human mind must still
know how to count, must still know that George Orwell N
was right in what can be done as soon as words are controlled
fand literature is destroyed. It's only thdse.who understand
the past who can hope to build for the future; and anything
that man can do scientifically,'he can program a computer

to do better and faster. Definitely, those people at the
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top who can program the computers will be intellectually
elite; but unless they have examined the humanities, thpy
will never -ask the question, wherein lies morality? We've
got to come to grips with the question. - Are we going to
shoot our Atomic fall-out into the atmosphere? Space is
vast, but wherein lie our rights? Have we any right to
go ahead with our atomic-energy pro. ms if we have not
first solved the problem of atomic wasté? Einstein was
concerned about those problems. Therefore, we need
humanities more now than ever before, or nightmares such
as ~loning will become a reality. It won't be "What a
piece of work is a man," 1it'll be men programmed as

computers. Oh, no! (Lynass: 12 April, 1977)
13 \/“‘\ 3
The high schools which Lynass envisions would include -only those,
/
young or old, who are eager to learn. Vocational train}ng she would

return to private enterprise.

[

I would want, then, the high schools to have onrly’ two
'groups of people in them: the student who had demonstrated
hisqdesigg to learn through books, and adults. I would
rélieve the school of ali reluctant%learners, recognizing
that when they were adults, they could come back and make
no‘apologies. I wouldn't exclude anyone, but I couldn't
fancy just anyone wanting to come to a school of the kind
I would have. I would havé,private schools as high schools,
and I would turn all the vocational subjects back to
industry or free enterprise; that is, the business schools
would take students from age thirteen, and the vocational
'schools, that teach motor mechanics, éircraft design,
pipeline workers, would take studenfs from age thirteen. -
-I would permit students to(change if they.wiéﬁed, but
théy would pay_a certain sﬁm. Education would cease to

be free at age twelve or thirteen (Lynass: 12 April, 1977).
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Explaining elitism ag-a. fallacy, Lynass contends that her idedl
and futuristic program, which would provide different ways of educating

children, is not elitist.

-

- I‘don’t see this as an elitist position. Elitism is a
public fallacy. There are as many educated foole as there
are born fools. The mind that can take education deserves
to be finely honed. An idea should make an intellectual
mind hum and sing, but that does not maﬁe that person one
bit better than the person who works with. his hands. What
it does‘is to fit him into an opportunity for personal
pride and happiness. I agree with Burns: "Ye see yon
birkie, ca'd a lord." There are fools with titles and
fools without. This idea of elitism oomes out of our
beasant background here'in a relatively new country. Weﬂ
have set up a caste system just as rigid as those we
complain about because if a person is getting a good salary,
we judge him a successful man when he might be a most
unhappy individual. There's only one elite in this worid@

the contented mind (Lynass: 12 April, 1977).

The revamping of education, according to Lynass, would include
- not on}y redesigning schools but changing the attitudes'of parents and
of employers as well. |

I wodld redesign all the schools. We have to move into
the use of the electronic material we have 1n educatlon,
therefore, I would llke to see schools equipped with very
efficient V.T.R. $, projectors, and cameras._ I would like
to change the Whole attitude of parents.v I would wave my"
magio wand so that parents accepted children with their
llmltatlons and did not expect mlracles. I would change
the whole employment situation so that employment depended
not upon what grade was passedﬂbut.upon why the employee
wished the job and what he was pPrepared to do in order to

succeed because I'm not convinced a grade-twelve education



makes a better garage mechanic than a grade-eight education.
It's the character of the individual (Lynass: 12 April,

1977).

To complete her program of sweeping change, Lynass would improve
teacher éualifications and training. Like Rieg: and Buxton, Lynass
Qould concentrate upon practical experience {or teachers. Her change
in this area, however, would include the disappearance of The Faculty

of Education.

I would want, the quallflcatlons of the teachers to be a
Master s Degree which followed a general Arts Degree, Py
whether in the sciences or the fine arts, .but a degree
broad enough for the appreéiation of the thinking of
mankind in literature, philosophy, history,-math, science,
and anthropology. At the end of the Arts Degree, some
more speeialized facet of study should be selected for
the Master's Degree. v

} would 1like te see The Faculty of Eddcation diseppear

- as.a separate faculty and teacher training to be an
apprenticeship training. I would 1ike administrators
to be teachers first. No one should be permltted to
take a Ph.D. in admlnlstratlon, he should take a Ph.D.
in a discipline, but a disciplin greatly expanded at
the base. I don't think he should start in chemistry
in -his first year of -university agd get a Ph.D. in chem-
istry if he's going into the schools. I would grant him
_the right to teach the subject he wanted to teach, but Ce
he should have a broad base from which to teach it. He )
should unﬁéisﬁahd thae the human equations examined by
such as Shakespeare, Pinter, and Anoullh are much more
fasc1natlng than any algebralc equatlons (Lynass: 12

April, 1977).
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The Future: A Socratic-
Cybernetic System

From her consideration of the improvements needed in education,

Lynass turns to look into the future. Predicting little immediate change,

. ) . L i
she perceives a movement toward private schools.

I see a great change over a number of years,.but I
don't see it on the short term. I don't expect much chaﬁge
in the Héxt few years. We're wrdpped up in money. Schools
want cost accounting. In the next ten years, there'll be
a~gradual shiftraway from public educatipn into a demand -y
for more private education and to a déﬁand for léss—costly

education. Change will depend on money and upon the public

attitude changing (Lynass: 12 April, 1977).-

AY

Lynass is provocative in her prophecy of the .nature of education

in the centuries to come. She visualizes an, intriguing Socratic-cybernetic

-~
)

tutorial system.

1
3

In the long-term p;ediction, we're going to have almost
a Socratic system of education. "Those who are academically
talented will. be taught almost on an individual ba is, maybe

in groups of six, eight, twelve. The computer wiJl db the

tedious things for us. . In the elementary school) everyone
“Twill be taught ‘up to a certain level. Only thbése who are

exceptional will need anything hore'tﬁan teaching tﬁrough

television. I can see the television being usea in the
‘samg _way that the afternoon television show is used now to

e of that mind. The three or eight percent will

ar geniuses to teach them, and they'wil; be well
‘taught, Cybernétics will not be ovefldoked. Machines will
Be ﬁsed intelligently. Thefe are some features of education
" that cannot be presented better than by film. I saw a_film, .
for example,. at the University on the Van Allen belt in
= electricity. Y'Twas beautifﬁl. I all”came.cleér.’ I don't

know, however, what will be done about'this'matter of the
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communal spirit if you can. sit at home and get your educa-
tion, Thére will have to be, at leaét up to the age of
twelve, a tremendously effective physical-education program.
There will have to be more rec¢reational facilitie§ for
People over t&élve. I can see mass education being'%argely
vocational and pPhysical education. For. those who are
going to get a classic education, they'ée going t. be few,
well téught; and. the teachers will have almost a tutorial
éystem.

How desirable is the future? Remember Tennyson?

When T dipt into the future far as human eye could'see
Saw the vision of the world and the wonder that could be. ’ .

‘The last picture hasn't beén painted. The last journey ’
into space hasn't been taken. I have great faith that
anyone living in thé twenty—second'century will look back
On us. primitives the way Qé look back on Ulysses. 1It's
a fascinating world to speculate about; but before T ask

- myself that question, I ask myself what I really look
like to my dog, and I wonder if my vision of the future
isn't Just as liﬁited as his vision of me or, better
still, how I look to an ant when he crawls over ﬁy foot.
Maybe, I'm the ant iooking into the future (Lynass: 12

.

April, .1977). : ' . .
SUMMARY

Ricger, Buxton, and Lynass in their speculations about the ideal

¢

and the future in-education are sensitive ‘tp present societal and

educational shé;tcohm is end inadequacies wh;ch are barriers to progress.
Rieger identifies goor inaction as well.as-inequity among schools
as sources of difficL Y 1 and Lynags call fpr chgnges in the

’attitudes of society, te ~- ‘rents, and'sttdénts. Each of the three
o . .

educators suggests img -ovem: “2ir iews ar. nformed by their -



convictions about the best purposes of education and by their commitment
to education. 'Riegér believes in progress which will liberate human
potential in a technological society; Buxton and Lynass place faith in
the humanities as a key to self-fulfillment and progress. Fordexton
and Lynass, the past érovides examples of successful schools. Perhaps,
there are solutions to Present problems or directions for the future

in these examples. The ideals of the three teachers, tempered by
reality, are acceSSLble of approach:even though the approach may call
for theught and energy.

Harmony; co-operative human enterprise; recognition of the
dignity, worth, and variety of the individual; joy in ledrning; the
vaiue of ;ntellectdal or other achievement; and the alleviation of
injustice and inequity are‘eome of the values which inform the three
teachers' Qision‘of society and its schools. From their expeflences,
the three recognize schools whlch adhere and those which ?o not adhere
to values such as these. It would not be excess-ve to belleve that
ttoee kindsvof schools which do adhere to the values could exist at
bresent and in the futuyre. - Rieger, Buxton, and LYnass heve outlined some
of the'ways by which schools now and in the future couid move closer to

the ideal. Better teacher training; more effective'teachers;'positive

cdmmunity involvement; a change in attitude of ‘the government toward

Veducation; a sense of dlrectlon and confldence on the part of teachers;

some cﬁanges in school Programs, deeign, and etandards;va rejection of
N

narrow elitist education; a suspicion of over*spec1allzatlon, more and

dlfferent kinds of educatlonal opportunlty for all aré not beyond the

Possible. Re51dent in these Speculations is an optimistic feaffirmation'

\

o : .
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of human. freedom and responsipility.
In the visions of the future put forth by the three educators

1s the faith that man will not succumb in his societal and educational

' organization to mechanistic slavery but will, rather, be capable of

progress Predicated upon a synthesis of teqhnological scientific progress

and humanist 1deals There is, however, a clear implication that if a

¢

better world and better schools .are to be achieved, it will be by the
exercise of discipline and respons sibility by soc1ety and teachers.
Rieger's views - here can best be summarized in hlS own words.

I have always felt that opportunities were not equal,
probably they never: can be; but they can be meroved I
continued in education until I retired; I firmly believed
in what I was doing. I really do believe other beople are
serious and sincere and have good will, until it is pioven
otherwise to me. It's easy to be a critic in the sense of
just finding fault; it's much harder to bropose something
better. Maybe there must be more communication among ;

Qteachers A person needs constant effort to keep his
berspective in perspective (Rieger 2 March, 1977): when
You think that so much progress can be made in forty years,

why, it makes one hopeful (Rieger 9 March 1977).
Buxton's eloquence alse Speaks for itself as his words about
purpose ih education sweep:to include‘science, matheuatics, history,r
sociology, and 1iterature;

The student shouid not be held within the boundaries
that he has created for himself when, actually, you want
to enlarge his boundaries. vou want to, if you like, take
him out onto a mountain top and have' him look at the world
to 'see where man has been, his problems, and. his solutions

to the problems in science, in mathematics, and in history. - . f/ﬁ\\
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You want the student 'to look at the changes ' man has made
in his kind of government in the‘long trek toward demo-
cracy 1in Europe, in Britain, in the Unifed States, and
in France. How is he going to learn about these things
unless he is introduced to them? 1I've dwelled at some
length on this because the point is vital that youngsters
aren't jugs to be filléd so that the contents can be
poured out on some examination. Students are minds to
be .challenged. Education‘is the gathering and assessing
of ideas, of man's questioning, of his achievements in
measuring things in mathematics, of his discovery of the
principles that cause.things to happen in science. To
return to my previous image, education is like sitting
on a mountain top énd seeing where man has been, the
road he has travelled. If is man's qggstioning about
himself and his society, in histo;yﬂﬁin sociology, and
in literature. What it is.all éboﬁt is the question to
which students should address thgmselves (Buxton 20

April, 1977). ‘ L

-

And Lynass extends her optimism and féith into spaée and infinity.
Why has man got such é brain? That i;, the computer is
¢insignificant in comparison withuthe human brain. It's
fascinaiihg just to spéculate. I wonder if thé shape of
man will change if he ever get§‘into'outer space. He'd
have no use for his legs _while he was out there. 1In space,
maybe we could communicate throﬁgh extra-sensory perception.
Maybe'the langdage we really want to learn is not French

. or German or Ukralnlan, but inter- terrestrlal Esperanto.

, ‘Let's stop thlnklngvgf man just here on earth. There are)

all the poss1b111t1es i 1iter space, but there's another
possibility: maybe it . time we starte; learning to
communicate wifh the whales and dolphins. Maybe they do
speak, and maybe the Romantics weren't wrong. I ask

myself why the whale definitely has the suggestion of legs

%
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in its bone structure. Oh, there are so many things 1
would like to see, but won't. TI'p very optimistic about
the future. Unless,; of course some fool Spoils everything,
but somewhere man would start 4gain. I believe in'

infinity (Lynass: 12 April, 1977).

K



A CHAPTER VI
SUMMARY AND CONCLUSIONS

vl‘jf 3
Changing Schotfls: Progress
Toward Univexsal Education

Now and again, a few twentieth-century Albertans make their way

among hoodoos and rabbits to‘Writing on Stone Provincial Park and look
at the rock walls upon whose: surface appear petroglyphs, faint scratchings
barely perceptibie éfter wind and raip and . tourists. The petroglyphs
dare a puzzling communication from an ancient civilization. The juxta-
position of the messages added by later visitors acts ironically to
heighten the tension between past and- present, Spray paint ‘as appropriate
a s&mbol of the twentieth century as any. The prairie, which must have /
seemed immutable to its first inhabitants, has'changed as wéstern
civilization has added its monuments, imperceptibly andrgraduélly at
first and with increasing momentum as Alberta moves cloéer to the twenty-
first century.

, bn the hiéhway between Calgary and _Edmonton, a road sign points
to the hills from which Anthony Henday first saw the mountalns——another
reminder. of Alberta's history. 1In the years after Henday, exploration
" gave way to exploitation followed by the advent of jdstice'for this
world and the next as administered by the mounted police and prophesied
by the clergy. With the homeéteaders, Alberta settled %or a time into

’ Y

an agrarian .era before its aggressive embrace of oil, industry, tech-

nology, and money.
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The changing schools mirror the pattern of Bistorical development
and political activify as mission schools were superseded by the ungraded
schoblsnwhich, in turn, were replaced by sprawling composite échools.

The kinds of schools established in the province after Henday's first
sight of it reflect with some fidelity the traditions, values, and
beliefs of those who built them.

-

The recollections Of Rieger, Lynass, and Buxton form a detailed
‘ ’ Y

record of change_and achievement in A}barta society and' its schools

from 1909 to 19 / within the context of the dream of universal education.
The three teachers reveal the early influences updn them in their homes,
communities, and schools aé well as the laﬁer influences——historical;
political, economical, and educational--as they struggled to learn and
to teach. Th; communities and schools of their childhood were closely
iﬁit: chin wags at rehearsals for the sports days and the community
picnic at the school fairs. At home, parents read, conversed, and

commented on school activities; children did homewofk, listened to Fibber

McGee and Molly, and reéd The Books of Knowledge. ». school they worked

to earn the Public School. Leaving Diploma, meﬂ%rized poetry, graduated
from grade eleven t~ work in a bank or a store or- worked to master grade
. ) - "
twelve. They left Delia, geypurne, and Lougheed to find chemistry and
. Sal .

inspiration "at the Univeérsity, and practical ingtpMttion, programmes,
orxawesome instructors in the normal schools.

In the Alberta of the twenties&\ige dream of universal education

N ’

was only partially realized: most aspired WBnd many failed to achieve

the grade-eight certificate, but the schools taught girls as well as

boys. The’ academic programs offered little for students whose aims



were neither university education nor sthool teaching. Perren Baker.

fought his government to provide more and better schools, and lost.

Teachers were reluctant to teach <n rural schools until {he Department's
largesse furnished incentiQe and provided temporary respifc from the
poverty of the Dépression.

Teaching in the Depression years meant poverty; ill-equipped
schools; ingenuity; enteﬁprisq; young, inadequately prepared teachers;
primitive living conditions; prbfessionql isolation; and the vagaries
of local boards and inspectdrs. Ten months of endeavour in one-room
schools and summer sessions in July and August formed the pattern of
life fo e dedicated teacher in the thirties.

Meaﬁwhilem£he reformers.devoted time and effort in the continuing

/ v

Lpursuit of universal education. .Barnett, assisted by Newland and

) v - |
LaZerte, took leadership away from the educational establishment (school

board -and bepar‘AFnt of Education members) to change pedagogues to

’
[ . . . AN .
professionals. Newland had the professionals contending in ‘their class®

rooms and in gummer schools with the progressive philosophy and methods

of enterprise or activity learning in his envisaged transformation of
education from emphasis upon rigid curriculum to emphasis upon the child.
Newland also gathered teachers into private professional organizations

in Edmonton and Calgary. LaZerte directed his progr ::ive energies into

s

/making‘teachers professionals by establishing The Faculty of Education.

Aberhart agdgressively legislated progress and professionalism into
being: the large unit, The Alberta Teachers' Association, The Faculty
of Education, and teacher welfare. T.C. Byrne (McIntosh and Bryce,

1977: 105) sums up the vision of education in the thirties.
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The . . . people I listened to in the '30's . . . were
intellectual progressives, outstanding scholars who pioncered
this centur?—old movement toward mass education. These men
had a vision of what_the‘school might do for society
These men had conviction. They were confident that education
could equalize, democratize, bring universal well-being to
society; it was a conviction that brought purpose to teachers
and teaching. This conviction was the basis for prqgressivism,
the enterprise program, social studies, comprehensive high
schools, community colleges and a whole range of reforms that
formed part of this century's history. -

War came and teachers left Alberta classrooms to teach and
léarn in the Armed Services or to work in industry. Those who stayed
in the classrooms were poorly paid and frozen in deteriorating schools.
Teacher training reverted to a mode reminiscent of the normal schools.
Untrained sitters stafféd many schools.

.Although the War years offered a temporary reversal in the
fortunes of progress and professionalism, the set—back did not lead to
despalr or abandonﬁent of the dream. In'the years.folldwing the War,
teachers worked in The Alberta Teacher;' Association, in The Faculty
of Education, in the classrooms--and even entered local government-—-to
itry to solve the probleﬁs of the War years: overcrowded schools, lack
of teachers, growing need for ﬁati;e education, and insuffdcientveduca—v
tional financing to bgild schools apd alleyiate disparity. -

The post-war yéafs andvthe prosperous fifties and sixties saw
'imménse-progress toward the ideal of education for all A;bertans in

large schools filled with proféssional teachers. The Association under-

took research and supported internship in its drive to improve education.

The Faculty, in the midst of emergency teacher pre?aratioh, yet found

time to advocate progressive attitudes. Edmontonians voted for a school

-

board comprised in large part of educators who promised and promoted



better education. Classroom teachers experimented with new apj- »aches

to teaching‘qnd learning. "By the, end of the sixzies, the progressive
dream seemed almost within reacﬁ. The work of many, Baker; Aberhart,
McNally, Barnett, Newland, LaZerté, countless teachers in the univer-—
sities as well és outside them--and the work. of Rieger, Buxton,‘and c
Lynass——pad helped to transform education.

Alberta BEducation in the Seventies:
\ The Fortunes of Progréssivism
\

\

. In 1966, PremierbManning led the Socigl‘Credit party to victory;
in 1971, Peter Lougheed defeated Harry Strom to end the Social Credipﬁfd
regime in Alberta; Since then, the Lougheed government has been
promising éo take care of education, a statement which in itsélf pre-. ’
supposes that eaucation is a matter of some concern. The éiscussioné
with Rieger, Buxton, and Lynass lend considerable credence to the idea .

that the schools in the seventies have lost faith in themselves and that
4 . “T,

society has lost faith in its schools.

“«™

Factors which emerge'from the three educators' analyses of

current issues, expressiohs of the idéal, statements of desirable future
directions, and considerations .of obstacles to progress in education
include a lack of provincial leadership, a sense of professional

inadequ: general socie£al.malaise, énd a movement toward traditionalism
and, tighter coﬁgfgi:of education. , -

Rieger findsvthe"motiyations and edUcational attitudes of the
provincial government iqcomprehensible, especially in its refusal to
provide the necessary and affordable level of financial support and ;n

a3 - B

its general disinterest in education.: In a simildr vein, Lynass is

N~

ro

28]



critical of professional educators at the provincial level from whose
formulations of programs she concludes that oducatioq "has become an
occupational disease" (Lynass: 29 March, 1977). There is little’
educational activity'discernible at the provincial government level
which would address Rigger's and Lynass' concérns.

o~

Whatever the nature of governmental leadership at preserit or in

v

the future, it is'apparént that educators themsélves have dohe little
to foster faith in the schools. Buxton and Lynass'ére explicit; L
“especially in their statements that educators haQe promised too much too
blithely and accepted responsibility for goals that they are incépable

of realizing. "Teachers appear to have lost confidence i1 iheir subjects

and in their methods.

Societal values appear to find expression at worgt in a kind of'
materialistic frenzy of acquisition in a mood of guilty gloom‘or self-
indulgent indifference. At best, there éeemé to be little but an
attempt to find salvation by adopting some one scheme that would produce
"a provin of motivated students.eéger to reag, write, and spelll
correéE‘ . Sfudents, however, display a tendency to refreét societal
- values or to reject them by contemptuous retreat from society. Trapped
#ﬂﬂ&arge‘impersonal schools which‘make the indiviéual feel a cypher,
studenté are uﬁeasily persuaded that-they must stay fof_the diploma that
is a passport to freedom and wéé;ﬁﬁ% The society seems directionless
"except  in acéuisitivene§s. Its séhools, staffed with tgaéhe;s Qho_are
uncertain‘themselves, display an obsessivé fixation upon time and

orgaﬁizatigh. Schools start at 8:03 or 8:26. Programs are crowded into

five months. Teachers are to teach a set number of minutes each week.
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The variety of programs for students is largely illusory: students
must fit themselvesiinto pfeconéeived courseé which allow for the
exprgssion of a narrow range of human talent and ability.

Schools are caught in their own isstitutionalization and in a
criticism which is as desfructive as it is questionably motivated and
informed. Faced with large numbersyof disaffected studeﬁfs and with
critics on‘all sidés, it is not surprising that teachers who are motivated

‘ ! o
by a faith»in.education feel that they have no support. The main purpose
of sghools éppears to have become a holding §né.

Rieger, Lynass, and Buxton speak for those teachers who, as

. 4

. Byrne {(McIntosh and Brycey 1977 105) says, want "not only to work in

an institution but to‘believe in it as well." ' Each of the three
educators expreéses faith ipvedﬁcatibn a; a way of reaiizing human
botentiél and progreés in civilization. E;ch élso voieés concern about.
some‘aéééct of the current dissatiéfaction wiﬁh the schpbls,‘especially
thé back-to—the—basic§ issue and its implications for edutation.\l
Liésatisfaction with the schools is undoubt?dly‘a heaithy sign;
yet %he dominant attitude of- educational reform'w?ich finds common
expression in a return to ;ﬂe basics and an'increased cdntrol”over
curriculum by means of external examinations needs éarefd} ;ppraisalf
T%e scrutiny is crucial bécause whiie.reform is-desirable; the basics
" movement carries certain‘overtones of authoritarianism which cannot be
a-happy way of’solving educational problems in the éomp}ex world of the
latter part of this ceﬁtury. S 7 -

e »
Much has been said recently which attempts to root present -

problems in the progressive movement. It has‘beéome almost commonplace
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!
to liken education in Alberta to an oscillation along a spectrum whose
extremes can-be broadly labelled traditional and progressive. -1t is

\ \
an acfion—reaction view of education which holds that progressivism

held sway from the mid-thirties to the sixties wher reaction once more
began to set in; presumably, theé traditionalists are now in the
/

ascendancy. It is this perceived motion which has undoubtedly given

ion of education which uses the figure of

rise to the familiar descri

the pendulum. Recéntly, for e Stan Maertz and Dr. S.C.T. Clarke,

at a convention held in Edmonton, addressed their audiences within this

‘context. The ATA News on March 31, "Speakers Chart Back-to-Basics Move-

'

ment," (1976: 5) reported the.speeches given by Maertz and Clarke.
‘ ;

The temper of the times seems to be conservative. For,
the schools, this translates into a call for "the basics.”
Two speakers charted the pendulum's swing back . . . .
Educational ‘reform in the past few years went too far,

Mr. Maertz maintained. "We have been experiencing an era
wherein the student has been 'king' . . .. I believe this
trend has peaked and the emphasis is being blunted."

In his speech, blarke referred’to the public @9w being sgmeﬁhat desirous
of a reéturn to Stricte: discipline of students.

Néel.Somerville, ﬁdﬁaﬂ:on Public Local Presidentlat the time,
addregsed the 1976 Ahnual'Representative Assembly of The Aiberta 4

Teachers' Association. Somerville is quoted in The ATA News on’

April 20, "Assembly Comes Close to Throwing Out Accreditation Resolutions, "

(1976: 2) as saying, Ji supported thé ﬁove to ;béﬁdon'departméntals. I

;rhgve had to change my mind‘. . . becauge I have seen én erosion‘of |

curriculum épd . . . standards . . . . The pendulum has swung toé far." C.
Proponents of the pendulum theory éosit that as educational

movements or leaders of either ilk gain in ascendancy, there is a

»



followership phenomenon which has been called the ba;d—wagon approach
to education. Th;se who advocate the theory will have it that as the
pendulum reaches either extreme, reaction sets in; and the‘pendulum
begins‘its swing toward the opposite extreme.
It is'an iﬁteresting metaphor and a superficially reaésu;ing oné.
It holds the promiseé that-traditional and progressive stances are easily
identifiable and»muéually exclusive. It is suggestive of ordgr and of
control. Assuming its truth, either traditional o? progressive can
derive solace, for hi;vdgy will assqredly come. There4is a charm in its
~intimations of“nothing new under the sun. Its engaging haigété renders
it éppealing to.many members of the publié and ;o man§ educators, in
general, to.those who are prone to view_educg%ion with just such a

- tragi-comic simplicity coupled with historical unconsciousness or ,
v . ) .

RN

indifference. It is undoubtedly behind the militantly wistful vociferous-

ness of the back-to-the-basics issue, perhaps the most readily recog-

nizable trend in education at present.
1

‘

Under closer scrutiny, however, some disturbing ramifications
also emerge. Implicit is the view that educational thought is capricious,
governed somehow by the vagaries of chance. It denies.professional

cohesiveness in its tendency toward adoption of adversary positions, yet

" neutralizes the‘possibility of fruitful confrontation by_encoufaging
9 ‘ _ .
passivity. Ultimately, it becomes a machine-view of education, a

perpetual-motion machine which is Capabie neither of stopping nor' of

‘n

progress.

v - ' )
It is a dangerous metaphor for other reasons, as well, in that
. .

it can obscure some vital questions and ignore important issues. - More
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evidence is necessary before it can be wholly accepted thdf either

extreme progressivism or extreme traditionalism ever has found, ever

will find, or ever should find uniform acceptance and~expréssion in

Alberta pedagogical practice. The-best/case for extreme progressivism
. *

having found common acceptance can probably be made for that unhappy
. ~ )
child of progressivism, the enterprise method: it, however, was

restricted to the elementary schools; and, in view of confusion,

misinterpretation, lack of resourcgs, and, no doubt, its detractors,

. \
it is difficult to say to what dégree or for how long progressive
methodology applied'in Alberta schools. Swift (1959: 6l), as a matter
of fact, suggests that during the fifties, when the progressivists were

supposedly predominant, he detected a trend toward traditionalism;

There has been some tendency . . . towards return to
formélity - . . due in part, alas, to a realization that
- - . we have hot had a teaching staff of the competence,
education,  training, and perhaps the energy, to implement

" what for a time was thought to be the ideal sort of program.

Furthermore, even if it is admitted that one philosophy or other is
predominant at any given time, there is no evidence to suggest that

perceived ills or shortcomings in the educational system may necessarily

L : X

be laid at its door.

¥

The concern expressed by Rieger, Lynass, and Buxton is probably
. : . M ( - N

reflective of an attitude that philosophical positions such as tradi-
tionalism and progressivism are most likely misunderstood and that there

is a fendency for discuSsibn)of them to degenerate into polarization

" and name calling which can be barriers to progress. Rieger points out

that people who exprésé the desire to return to the basics appear to

have no trust in human potential and progress; Lynass indicates that

<




immersion is another name for enterprise; and Buxton g¢laborates upon

Alabeiliﬁg. . N

‘ v In the fifties we beéan to attaéh labels. You were
a traditionalist or a progressivist. Anything that was
wrong was labelled progressive education and everytﬁing
that suggested a more‘orgéﬁized approach was labelled
traditionalist. Ivthink the labels are too restrictive; -
that is, they don't give tﬁe Qhole picture. 1It's too
easy-to attach a label (Buxton: 20 April, 1977)..

" The three educators would most likely agree that extremism, either pro-

n

gressive or traditional, can result in rigid control.

Rather than applying careless labels, it makes more sense to view
those who worked most arduously to reform Alberta education as complex

men and women who proceeded on the basis that free schools in a free

<

’ N
society require brave assumptions and teachers with convictions. - An

examination of some of these assumptions and convictions may be of more

use in establishing new directions than the unseemly professional
'quarrelling which Dr. J.R. Kidd (1966: 33-34) warns against.

.Too often there has been estrangement, even suspicion,
among the individuals who are responsible for education . . ...
Instead of most of us recognizing that all was not well with
education and that each of us shared in some manner the
guilt and responsibility, some of us began to revile each

L other, shout epithets at‘each other, and shake in glee when

some .of our number were under attack. Of course, there
should always be frank criticism as well as rigorous self-
examinati&h by people engaged in’'education. But at the, same
time we must learn to bear one another's burdens, not crow
at one another's distresses. Only when we all realize that
we are members of one educational family, even the lowly
teachers, or the lowly administrators or school trustees,
.or whomever you happen to think is'lowliest, will we work
together co-operatively for human fulfilment. '

Those committed to improving education believe that the individual

is various and valuable, especially in his individuality. The improvement
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of education also calls for a program that would actively seek to teach
the student that he is a worth-wﬁile individhalvhuman being, that others
are also various and valuable, and that the student is a member of
several interlocking worlds, about whieh the student needs both know-

ledge and awareness. .The individual is a member of a world which has

a record of its achievements--historical, literary, philosophical,

geographical, scientific, mathematical, anthropological. He is d member

of a society whith influences him and which he also influences. He

inhabits not only a phenomenological. world which has beauty and util:
but also a metaphysicai world whether it is defined as a world of tosm
unknowability or in adheren&e to a specific creed. Every student can

and must know about these worlds, but he also needs sensitivity and

responsibility to them. . He needs not only language but acuity. - He

‘must know himself, strive to become his best self——unique, responSive,

and curious. Teachers need not only knowledge but humility, tolerante, -

-and optimistic perspective: if wisdom is to come it will come slowly;

“

perhaps even a lifetime is too short. But wisdom will come not at all
if the individual is disenfranchisedﬂfrom learning. impatienee and
narrow views lead to the prov151on of. 'education only for those adjudged

academically elite and to conde3cendinq captivity for the majority ,

Ideal and New.Directions in .
Alberta Education ,
\ T . .
The directiions for an approach to the ideal and to the future

.

“in education set fﬂ;th by Rieger, Lynass, and Buxton form a powerful

‘challenge for those\who are pessimistic about’ society and education.

1
>,

Those who would accept the challenge must look to the past to see if

4
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there are solutions which can be adopted. They must have conviction

and patience as wellﬁas knowledge. .They.must be able to view the -

. t '
present clearly and to work for change guided not only by historical
understanding but also by an optimistic vision of the future.
Ciearly, societal expectations and judgment of the schools must

be re—-examined, a re-examination which would include programs, school

-

organization, evaluation procedures, and practical research. Progress
in the futuré would also call for a reassessment of societal values;
parental,-teacher, and student attitudes; the role of{the humanities;

and the large composite schools. A future in which technology is to

T

play an important part must try to avoid dehumanization. The vision.of

s

education advanced‘by Rieger, Lynass, and Buxton, predicated upon

principles such as harmony, realization of individual worth, humility,

and co-operative intellectual inquiry, gdemands teachers who approach

-

teaching as an art. It is a concept which can be derived by substituting

“tgaching" for\"éoetry" in Carl Sandburg's poem, "Ten Definitions of

Poetry" (Untermeyer, 1950: 214). . -
1 Poetry is a projection.acrdés silence of cadences
arranged to break thatssitence with definite in- /
tentions .0of echoes, syllables, wave lengths. ‘
2 Poetry is the journal of a sea animal living on land,
wanting to fly the air. ' .
3 Poetry is a series offexplanations of life, fading off e
into horizons too swift .for explanations.
4 Pgetry is a search for syllables to shoot at the
- barriers of the unknown and the unknowable.
5 .Poetry is a-theorem of a yellow-silk handkerchief
knotted with riddles, -sealed in a balloon tied to
the tail of akite flying in a white wind against
) .a blue sky in spring.
\ ¥ 6 Poetry is the silence and speech between a wet
‘ struggling root of a flower and a sunlit blossom
of that flower. ‘
7 Poetry is the harnessing of the paradox of earth
cradling l1ife and then entombing it.



v

8. Poetry is a phantom script telling how rainbows aré€
made and why they go away.
9 Poetry 1is the synthesis of hyacinths and biscuits.
10 Poetry is the opening and closing of a door, leaving
those who look through to guess about what is seen
during a moment . ‘

SOME RECOMMENDATIONS FOR FURTHER STUDY .BY
USE' OF THE INTERVIEW APPROACH

The consideration of the natura of education, past, present,

ideal, and future, according to the perceptions of three Alberta'educé—
‘tors of .note has provided much n;wlianrmation and.insight; but it algo
"points to areas Qhere né;N;nformation or more intensive knowledge can
be sought, especially by using the oral history approach‘of the present
study. Rieger, Lynass, and Buxtqn‘havé'referred to many people who
have contributed to Alberta eduéa£ion and about whom little is known.
There are éurrent.edpcators of recognized ;tature in Alberta who cén
provide accounts of their encoun;érs‘with some of the peopie who have
conﬁributed to education‘in the province. fhese people w6u1d>include:
early inspectors, sucbvas McLean, Le Blanc; and Hay; former ﬁormal}
‘school.instrﬁctors, such as Fisher and Dickie; members of The Facult§
of Education, such as Smith, Coutts, Pilkington,_Gillies; Hémpson,
Sparby, Simpéon, and Jonason; members of The Faculty.of Arts and Science,
such as Broadus, Salter, Mardiros, Thomas,IWOnders, Forfeﬁt, and McCalla;
Ministers and Deéugy-Ministers of Education, guch aé Baker, Aalborg,
and Swift; and educato;s sﬁch as Clarke, Ainlay, Ronning, ané Gairison.
To this‘list could- be’ added "the historian and biographer, John Chalmers.
. v

Some of these educators might, themselves, consent to being interviewed.

More information about such well-known educators as Aberhart, Newland,
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Barnett, McNally, and LaZerte‘could also come to light through interviews

with current eddcators. The history oflThe Banff School of Frne Arts
and the people who worked to establish it could be usefully studied in
a similar way. Another possiple area of investigation would be fhe
Facclty of Educétion demonstration school. Studies could &also be based

upon perceptions of educators about issues--within the context of past,

present, ideal, or 'future--such as provincial government leadership in-
. b

education; research; effect of societal, parental, teacher, and student

attitudes and expectations upon education; community involvement in

education; kinds and_effects of criticism upon schools, teachers, and.-

. Lo
students; selection procedures for The Faculty of Education; internship

and.teacher competence;'progressivism and traditiopalism in Alberta'
schools;:inedurties }n’the educationai'éystem; goals, purposes, and
effects. of school programs, organizations, and evaluatiod Tﬁe dis-.
eatisfaction with larde schools, the poss1b111ty or the de51rab111ty of .

establishing a varlety of publlc schools or of creating private and

separate schools could form- valuable areas: of 1nvestlgat10n through an

3

1nterv1ew approach. "An espgeéeci 1ly provocatlve tOplC would be a study of

teachers who were themselve students in the overcrowded schools of the

post-war years to see if and how their perceptions of'education differ

from those of earlier or'later teachers. Another intriguing possrblllty

would be to attempt to determlne whether or not vocational and technical

training caquld or should be returned to’ private enterprlse, according -

to the perceptlons of noteworthy educators. Comparative studies among

.

older teachers,‘younger teachers, and studentSvmay also have some merit.

The chief recommendation, however, arising from the pPresent study -
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is that agencies such as The Alberta Teachersf‘Assoc%ation,_The Depart-
ment of Education, The Alberta School Trustees' Association, Tﬂe
University of Alberta, and school boards, pafticdla§ly the large urban
boards which, have research staff, could devote their energies or |
commission researchers to explore the livgsiand thoughts of Alberta

educators whose contributions to education should not cease upon their

'~ retirement from tqQ\schools of the province.
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9503 - 52 Street
Edmonton, Alberta
December 31, 1976.

-
i

Deea Mr. Rieger: i, : T o ‘ R

A

{
] You may, perhaps, recall that last summer we brlefly discussed
an’'idea I had for a Master's thesis. I am now worklng toward completlon
of my program in The Department of Secondary Education (English) at |
The University of Alberta. I am still 1nterested (and have the sup?O :
of my adviser, Dr. John Oster) in working on a the51s which would
involve 1nterv1ew1ng three’ hlghly regarded Alberta educators. More
explicitly, my study would entail exploring the professional lives as
well as the thoughts of these three éeducators to discover their insights
into where we are in education, how we arrived here, and where we go
from here. I am writing to ask you if you would honour me by agreeing
to be one of the three. ST '

I should explain that my proposal has not vet been formally
.accepted, but it is necessary for-Te fo have your permission before D
can proceed further with the proposal. If you do agree and' if thé”
Vproposal is accepted the study would involve a personal interview w1th

you. _

I have enclosed a stamped and self-addressed envelope which you
may find convenient for your reply. Also, if you would like further
information I am home most evenings after six. My phone number is
466-9548: I would be dellghted to hear from you.

Yours most cordially,

Phyllis M.E. La Fleur
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9503 - 52 Street
Edmonton, Alberta

~ Dgcember 31, 1976. ' : : , ,

Dear Miss Lynass:

‘ I am now working toward completion of a Master's"brogram in The
Departme of Secondary Education (English) at The University of Alberta.
I am inte}ested in working on a thesis which would involve interviewing
three highly regarded Alberta educators. My adviser.is Dr. John Oster.

My st would involve exploring the profe§sional lives as well as the
thoughts of these three educators to discover their insights into where

we are in education, how we arrived here, and where  -we gorfrom here. I

am writing to ask you if you would honour me by agreeing to be one of the -
three whom I would interview.

I should explain that my proposal has nothEt been formally
accepted, but it is necessary for me to have your permission before I
can proceed further with the proposal. If you do agree and if the.pro-
posal is accepted, the study would entail a personal interview with you.

T have enclosed a stamped and self-aadressed envelope which you
ma 133 convenient for your reply. Also, if you would like further
infdrmation, I am home most evenings after six. My phone number is

.466-9548: I would be delighted to hear from you. ~

Yours most cordially,

Phyllis M.E. La Fleur '



9503 - 52_Street
Edmonton, Alberta
December 31, 1976.

Dear Dr. Buxton:

-

. . :
Earlier this month, upon my importuning him, Dr. Bell was kind

enough to give me your address in California. I hope that you have
found sunshine, palm-trees, and relaxation in splendid profu51on‘ and
I regret to intrude academic concerns upon yQu

Perhaps you recall that last spring we briefly discussed the
idea I had for a Master's thesis. Upon further consideration and with
the support of my adviser, Dr.. John Oster, I have. concluded that the
idea should be pursued. My study would involve explorlng the profes-—
sional lives as well as the thoughts of three highly regarded Alberta
educators to discover their insights into where we are in education,
how we arrived here, and where we go from here. " I am writing to ask .
you ' if you would honour me by agreeing to be one of the three.

..

I should explain that my proposal has not yet been formally
accepted, but it is necessary for me to have your permission before I
can proceed further with the proposal. If you do agree and if the
proposal is accepted, the study would entail a personal interview with
you. (I have been given to understand that you will be returning to

Edmonton ,in the spring.)

Yours most cordially,

" Phyllis M.E. La Fleur
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Thomas F. Rieger, ’ .
11704 - 41 Avenue, , ;
Edmonton, Alberta.

January 4, 1977.

Dear Phyllis:

<
I am still quite happy to assist in your thesis topic and am
willing to undergo the interview. -

Although I spent some 40 years as a teacher, including seven
years as an employee of the ATA, my experience —wvas not as broad as it
might have been. Many experiences I had over .nd over again. Also
- all my teéching was in small schools, in towns and villages.

In- addition to my years as an employee'of the ATA, I also
served from 1947 to 1965 on the ATA Executive Council. Thus you may
well imagine that my views may have an ATA bias. ' :

I thought you should be aware of the above before you "signed -
me up." - C ‘

K

Bést wishes for your thesis.

{

Sincerely, - ’ : ‘ .

“To&bRieger"



73 - 561 Broadmpor Drive : .
Thousand Palms, California 92276 o

January 12, 1977

Dear Phyllis:

: I am not at all sure that I ought to be included 1n a category
entltled "Alberta's Leadlng Edycators." However, I shall be very happy
to part1¢1pate in_ your study by answering your questions about where-
we' are in educaﬁ!‘l' how we arrived there, and where we go from here,
even though I don' t‘pretend_to have any earth-shaking answers. As you
indicated 'in your letter, I plan to rdturn to Edmonton about March 31,
so that if your proposal is aé¢cepted we might have the interview any
time that is convenient to you after that‘date,

Meanwhile, Mrs. Buxton and I are enjoying our stay in Califorhia.
We have a very comfortable mobile (24 x 56), a heated pool and jacussi
a hundred yards away, and golf course to keep us occupied. ‘A delightful
climate--every day the temperatures run between 65 and 75, and lots of
bright sunshine. This retirement is great stuff.

: I am glakoohn'Oster‘is acting as your adviser. Give him my
- best regards. My best wishes for 1977, and Good Luck with your thesis.

Sincerely,

"Earl Buxton"
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9503 -~ 52 Street,
Edmonton, Alberta.

February 9, 1977.

Dear Mr. Rieger:

Thank you for your prompt reply to my earlier letter and, most o,
- especially, for agreeing to, participate in my project. Thank you, also,

for your candid statement of bias vis-a-vis the A.T.A. and for the brief
outline of your teaching experience. I must assure you that your teaching’

and your A.T.A. experience make you an excellent candidate for inclusion

in the study.

I am sending you the échedule of interview questions as well as
some brief excerpts from the-proposal which refer to the statement of the
problem and the procedures. I am also making the questions available to
you ahead of time so that you can mull them over if you wish; to check
with me if the questions are unclear, or to refer to other sources.

You will notice thag;the<interview questions are general and open
ended. Also, the ‘questions fall under six major headings. It is these
headings which are of paramount importance. The questions within each of
the main headings are intended to provide direction and example~~to avoid
the describe-the-universe-in-fifty-words-or-fewer kind of question. While
I would be delighted to have a detailed response to each item, such an
expectation would undoubtedly exhaust your time and patience. I would
consider it more likely that you would concentrate on those individual
questions and topics which most interest you and which will, at the same
time, provide me with sufficient information for each category; perhaps,
for those which are not that intriguing you could provide very brief
responses. I am hoping for sufficient information to result in a chapter - -

of my thesis.

v

e

o

.I would like to invite you to contribute (before, at the time of,
or after the interview) any written or documentary material you may wish
to have me either peruse or include as part of the thesis. For example,
you may want®to prepare a brief, written autobiography or perhaps you
have an article which you wrote previously that might pertain. This
writtqn aspect is, of course, entirely voluntary.

o

<
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At this time, it is probably in order for me to ask if you will
permit taping of the interview. Should you object, you can let me know
at the time of the interview; and I will defer, to your wishes. As well,
you will have the opportunity of readlng "your chapter"” before it goes
to final draft.

el

When you.have had a chance to consider the questions, perhaps

you could. phone me (466-9548) so that we can arrange a suitable time.

o "Again, thank you for your co-operation; and I am looklng forward -
to -the interview. o

Cordialivy ™ v C .

« Phyllis M.E. La Fleur

R
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9503 - 52 Street, o
Edmonton, Alberta. N ) .

P
February 9, 1977. : , - ' R
=
JP;'\: 5 . . -
.Dear'br?~ uxton:
Thank you ,for your letter of January 12 977 and, most espec1ally,

for agreelng to participate in my project. I have taken he liberty of
further intruding upon your California idyll and ‘have enifosed the
schedule of interview questions. I have also included brief excexpts
from the proposal \which refer to the statement of the problem and the
procedures.. .
<2

The interview questions are general and open ended they fall
under six ma]or Headlngs. It is these headdngs 'which are of paramount
importance. The questlons within each of the main headings are intended-
to provide direction and example. ﬁhlle I would be delighted to have a
detailed response to each item, such an.expectation uld undoubtedly
impose upon your time and patience tor an unreasonable degree. I.would
consider it more likely that you would concentrate on those topics which

' most interest you and which will, at the same time, provide me with

sufficient information for each category. Perhaps, for those which are

' not that intriguing you could provide very brief responses. I am hoping
~ that the information will ultimately result in.a chapter'of‘my thesis.

v

I would also like to invite you to contribute (before, at the
time of, or after the interview) any writtén or documentary materlal you
may wish to have me either peruse or include as part of the the51s. This
wrltten aspect 1s, of course, entirely voluntary. 3

At this time, 1t is probably in order for me to ask if you w1ll
permit the interview to be taped. Should you object, you' can ‘let me know
at the time of, the interview; and I will defer to your wishes. As well,
you will have th& opportunity of reading “your chapter" before it goes ,

- to final draft.

An interview at your convenlence after your return will be entlrely
suitable: I have enough work to keep me going at least until then. I
trust that any questions you may have prior to_the interview can be
settled after your return. I will be looking Fforward to seeing you and
envying your Californig tan. .

Cordially,

Phyll‘ M.E. T2 Tleur

240

G



%;%‘EVISED

S

APPENDIX B

CHEDULE OF INTERVIEW QUESTIONS

241 .



242

" REVISED SCHEDULE OF INTERVIEW QUESTIONS

I. FACTUAL BIOGRAPHICAL INFORMATION

A. Parents and Family
B. Date of ‘Birth - : ‘ .
C. Place of Birth . ‘
D. Childhood
E. Public Schooling
.F. Post-secondary Schooling
G. Employment
H. Activities
1. Professional Activities | .
B 2. Other Activities
3. Publications .
+.. PERCEPTUAL INFORMATION - _ ‘ : .
A. Subjective Biographical Informatibn

l. Who has infiuenced‘you significantly in your personal -

and professional iife? 8
2. ;n retrosp;ct, would you change anything in youf profeé—'
gional life? -
3. What was the most exciting or rewér@iﬁg time or avent
in your professional career?

4. What major frustrations, obstacles, 6? conflicts did

you encounter in your profession? ’ ] - o

.{). .
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Who were your own teachers whom you regarded highly?

In what ways ‘'did they influence you?

What originally motivated you to devote yout life'to
education? Did this motivation change or remaiﬁ a éonstant?
To what or to whom wduld you at;ribute your sucéess?

What vision, if any, haé informed you and sustained you? -

How did you come to choose yoﬁr subject field specialization?’

What have been-theymost exciting and/or disturbing develop-
ments in your subj;ct fieldz -

What do you consider to havg been your major contributions
tOfeducatioh in Alberta?

Were you in;olved in thé'development of innovative teaching

teéhniques? Did you discover (adapt, modify) a method or

methods of teaching that were successful?

B. Perceptions of the Present State of Education in Alberta

L.

"weaknesses of education in Alberta at present? ' %

" there be?

What major problems do you see Alberta teachers, children,

and schools facing at present? ’ - , . .
. _ :

‘,What do you consider to be the chlef strengths and kN

. | c \

Do you thlnk there is such a thlng now as an Alberta . : y
phllosophy of education? - Has there ever been? Should

>

What are your views of the goals of public education as

stated in'ThevDepartment.of Education Program of Studies?

" Are they being adequately pursued?



What opinions do you have on the following issues or

v

concerns in education in this province:

a.

other issues or concerns?

curriculum, in terms of policy and decision-making,

~control, and content;

v .

school'o;ganization, in matters such as semeétering,
stréaming, length of ¢1asses, length of school day,
length‘of school year, depa;tmentalizatioﬁ, and
specialization; ’

teachers,. in terﬁs of teacher training} competence,

certification, and professional involvement;

'procedures used to evaluate schools, students, and

5

_teachers;

the v&rious institutional structures and agencies’

related to education in the province (such as The

¢

Department of Education, The Alberté Teachers' Associa-

tionAahd its councils, parental and*lay groups, the

universities in Alberta, et alt.), in terms of their
aims,‘responsibilities,'co—operation,'and-USefulness;

other institutional structures and agencies related

to education outside of the province (for example,
The Canadian Teachers' Federation) which have internal

i

effects;

¢

research, in terms of who is doing it, the areas and

purposes, good examples, and vacuum areas; and -
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- Perceptions-of the Preferred State of Education in Alberta

Perceptions~of the Historical Influenceé and Issues in Alberta

Education

1. What historicél events, movements, and persons--outside Qf

-
-

education--have had most impact on ‘education in this

province?

" 2. Which events, movements, and persons--in education in the

,'past--have impressed you as being significant?
3. ﬁhat major. changes héve occurred in eduéqtion in Alberta
duridg your careef?
4. What are yoﬁr'vie;s of'thé‘following issues which have
been important; historically, in‘Alberta education:
a;, regional and/ofleconomic disparity;
b. the role of women;
c. cﬁildrehﬂs rights;
d. mihority'rights;
e. provincial autonomy; and

-
f. other issues?

1. HOW/I;;ge a discrepancy do you think exists between the

actual and the ideal in education? Is the discrepancy
‘larger orAsmaller'noQ than previously? In which areas

is the discrepancy larger or smaller?
. . g .
2. If you could wave a magic wand, what changes would you

wish to havejgohe about in education?

3. What would constitute an ideal teacher, school, of school

system?

245



4. should schools be leaders or reflectors of society?

¢

Perceptions of the Probable Future of Education in Albe;ta
1. Aséuming you have access to a érystal ball, what do you
» éee happening in Albertg education befweéh now and 19842 o
2. What predictions would you maké about the nature of education
in the twenty-%irst century?

3. What assessment would you make of the desirability of the

kind of future you envision in education?
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