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~ . | ABSTRACT

S
The purpose of the study'wasth"examiﬁe the record of events

associated with the writing of tﬂe Schooi Act, 1970_and analyze the
processes employed in terms of recently develobed conceptual frameworks

.

for making public policy. ‘ 2

The conceptual frameworks against which the processes of

A3

writing the ‘Act were viewed were drawn from the policy sciences, which
consist of policy analysis, the design and identification of preferable
policy aIternative5° megapolicy, master policy; meta policy, policy on

~

pollcymak1ng, and realization strategy, the study of ways ‘and means to

implement p011cy deciS1ons An additional area, viz. , 1dent1f1cat10n of -

implicit policy from ong01ng activity is suggested as a f1fth but basic

-

" concern of the policy sciences.

@

Examlnatlon of s1x.spec1f1c policymaking models was undertaken

which resulted in identification of five of the models as either struc-
tural or fﬁnctional variants.of the more comprehensive systems model.
Amarafs F;AQQyork, a‘systems view of polic&makiﬁg and Lasswell's:Contex-
tugllmap, an gﬁerational way of identifying élemcnts of a social system
were employed as the analytical constructs frbm which to view the Alberta
ﬁolicyméking experience that writing the School Act fort;ays.

An operational definition of policy was derived from many
sourc;s which suggests that policy is a major gﬁideline fdr future dis-

cretionary action. It is generalized, philosophically based, and implies

an intention and pattern for taking action.

iv
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Five‘policies which are implicit in the Act were derived
-Jretfosoeotitelylusiog the methodology developed in ‘the ‘study. It
was determined by a paoel of participeots in the rewriting-activity
- that policies dealing with improved‘tomprehensibility of the Act, in-
creased local . autonomy, reliance on negotiated”agfeqments.for resolu-
tion of local relationship problems emphasis on individual rights and
retention of Separate Schools undor constitutional guarantees were
implic1t1y addressed by the Committee but that prospectively derived:
policies concerning these policy issues were not made explicitly.
Writing the Act was presented both as a chronological narrative
and in the form of a contextual mAp. Data was drawn from primary source
nnterials in Depoftmeht of Education files, periodicals,vandvnewspaper

Y i |
accounts. _ ) e : . L

| In' comparing the activities associated with writing'the.ACt
and the conceptual frameworks presented in the study, several findings
oecamg apparent. ‘The‘primary finding seemed to emerge that because a
conceptual oase was not formulated to guide the Qriting of the Act nor
was tﬁere an; attempt made to develop explicit policy statements, the
) similarities between the frameworks presented in the study and the :eality
that is reported were largely unintentioﬁal_and probably accidental. It
was the incremental model that seeus to hgve been intuitively followed

for it bears the greatest resemblance of any of the models to what

* actually transpired.

-

“  One can conclude that because the product has been relatively

stable, incrementalism can perhaps be justified. On the other hand, the

case is made that reliagfe on more ratiogal methods of deriving policy

has the promise of producxng policy out:jf\i;~tht~future that may be.

better ‘than current nethods can produce. ' : i j’
’ v d: , . 'f‘
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” Chepter 1
THE ?ROBL}M mnrrs SIGNI‘FICANCE-' - ‘ ~
Introduction - o ~‘_; o T |

The School Act, 1970 was proclei-ed on Angust 1, 1970,'

L]

event which marked the conpletien of twenty nonths,of intense political
action by those persons and groups.yho influence the direction of edu-

‘catiop in the Province. The antecedent events to the ectuel writing

of the Act the decision to proceed and the processes utilized in the o
writing, legal drafting and passing of the Act can be charecterized as
policymaking activities. Queries about the adequecy of the processes

used, the appgrent absence of a philosophical frenework upon which the "
School Act rested and the time spent on the project uere reised at the .,

Jbeginning of the rewriting activity and seem to re-ein, for questions .,

about the fhture intent of governnent respecting,certein educationel k_ )

[P

policy issues addressed in the Act continue tao be’asked, It thefefore

[y
o5

seemed appropriate to subject the records of the event to\syste-etic
analysis in an effort to judge more accuretely the edequscy of the i
processes used in creating a productvthet has policy‘ilplicetions'vhich
may still be in need of lodification. ' : l S
It was the purpose of this study to exeline the events re-t
ferred to, ennlyze the processes essocinted with‘the uriting of the' .

Act, and survey the setting in which it,was vritten. The, viewpoinﬁ- }.~~f~'"

edopted was the Policy Sciences, a new supre-discipline e.ploying .: i( )
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unique paradigms from which an improvednunderstanding of policy’and

policyméking may be gaiﬁéd (Lasswell, 1971a and Dror, 1971a).

Staiemeﬁf of the ﬁrobiem

- o The problem upon whigh this study focused may be stated as
’ .
follows: to examine and analyze thq'events associated with the writing
of The School Act, 1970 in term§ of recently developed theoretical

frameworks for understanding the processes of public policymaking.

Sub-ProBlems _ (

1. Doéé application of Dye's (1972) six models of public
policymaking and Amara's (1972) framework to the writing of The School
Act, 1970 brovide insights into processes of policy formulation ahd
identificafion?

f' , (a) What are the five majof policy issues that can' be
identified in the Act?

(b) How were the pqlicies associated with the five

#ssues fbrnulatgd and derixﬂi& ﬁi
. 2. Does application of ?&sswell's construct of contextual

mapp{hg to the poliéymaking process that characterized the'ﬁriting of
The School Act, 1970 pféVide useful insights for policymakers?

(a) Who were the effective participants influencing the

writing that identified major issues? .
(b) What gogl§ were held by the participants?
(c) Nhét perspectiveg were held by the participants?
(dj What situational factors.modiffed the perspectives
of the participants?

(e) What identifiable basic value positions were held



3.
by the participants?
(f) How did value positions influence the writing process?

(g) What. social forces influenced the writing of the Act?
(h) What strategies were employed by the participants?
(1) How did the varying strategies influence the writing

process?

A

(j) What were the immediate outcomes of the writing
\ process? )
(k) What effects did the outcomes of the writing p%ocess-

have.- on the new Act?

(1) What were the immediate implications of the writing
process (i) for the{ﬁmlicy sciences? (ii) for educatianal policymaking
in Alberta? .

(m) .What were the future implicétions of the process

(i) for the policy sciences? (ii) for educat{onal policymaking in

Alberta?

§igpificance of the Problem

The significance of a study of publig\educational policymaking
" in Alberta as manifest in the process ofﬂﬁriting ;ﬁQ\School Act can be
demonstrated from two perspectives: : '\\
1. The study makes a significant appligg;;on of concepts
- drawn from the policy sciences and attempts to co;tribute to further
development/in that field of knowledge.
+2, The study makes-a significant contribution to the gnder-

standing of educational policymakers in Alberta of:

(a) one way educational policy has been made;

I POV
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(b) the adequacy of educational policyﬁgt}ng that char-

acterized the writing of the Act; apd

(c) conceptual‘frameﬁorks against which historical prae-
tices can be evaluated and future policymaking can be mpdelléd,

The first perspective can be illustrated by an examination

st
of the work of Dye (1972). He suggests that public policies (which
include the type of‘educational policies addressed in writing the Act)
ggouldvbe studied for purely scientific reasons, for professional |
reasons, and for political reasons (Dye, 1972:4).' Jnterpolating from

his description, a number of scientific, professional, and political

reasons can bg?advanced for conducting the study.

Scientific Reasons

Obtaining an understanding of pbssible causes and consequences
of those policy decisions tagen in establishing the new Actaimproves
knowledge in a systematic manner. In conducpiﬁé the study, improved
understanding through systematic analysis of the linkages and inter-
actions between environmental forces and public policy formation were
obtained which may contribute to the breadth, Significance,Jreliability,
and theoretical development of social scien;e gener;lly and policy
sciences specifically. The study has attempted to analyze the implicae.’/
fions of certain coﬁceptual developments in the field of policx sciences
and apply them to an expe;ience in policymaking with the expectation
that recommendations for improvement of the processes employed in the
writing of legislation can be effected in the future. It can thus be

considered to be both scientific and policy sciences oriented.

<
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-.Professional Reasons

\

T Dye suggests that public policies can.be studied fof profes-
sional reasons (D}e, 1972:4). This statement seems to apply eéﬁally
well to thelstpdy:of public educational policies and their develspment.
The professionLI educator can achieve improved understanding of pogi-

‘ible causes and consequences of public educational policymaking and

their contents by systematic sfudy which seems to have the potential
to facilitate application of the knowledge gained to the solution of \\
sequential policy problems. The assumption is that if the professionai \&\
educator understands the forces, structures, and processes that shape \\
educational.policy, he can infer better ways of acting to create more \\
appropriate policies and achieve goals. For‘Dye, "policy Studies can

producé professional advice, in terms of 'if..., then...' statements,

about how to achieie desired goals (Dye, 1972:4;&" )

For professiohal policymakers in education then, whether they
hold policy veto power or are classed as pdlicy planners and executors,
(Gulick, 1937) greater knowledge of policy science§ concepts will enable
keener insights into the nature of policymaking tasks and thus facili-
tate better performance in senior érofessional positions. This applies
to political incumbents as well as to their‘advisors, for it is the
quality of the recommendations and decisions of bbth of these groups
of professional éducational policymakers that determine the quality of

the policies that dilrect educational institutions. ' //

Political Reasons

Within government, the political dimension is perhaps the most

immediate reason givéh for studying policy matterg. Systematic policy \\(k\\\
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studies of both the process of policymaking and the analysis of ;olicy
issues can provide guidance to politicians in making "right" policies )
in the "'right" manner to achieve'the'"right" gOAIS; This is'bye?; pesf-
tion and it seems to apply directly to the educational scene. Dye sug-
gests that policy studies are an aide to infofmed political diseussioﬁ‘
and to advancement of the ievel of political awareness which may improve

. N
there seems to be a need to. increase public awareness of the “functioni

the QUality of pthie'policy (Dye, 1972:4). In the field of educatio
L
of those processes. This study attempted to shed some light on these
issues as the} are seen in the development of the School Act. |
| ‘The second- perspective from which significance is V1ewed per-
haps needs less e1ahorat1on. It appears to be ev1dent that the study
provides insight into one way ‘educational pollcy has been made in Alberta.
The problem of judgihg adequaty of the processes used, however, is more
complex, and relates closely to the third portion of the second perspec-
tive mentioned, i.e., to the conceptual frameworks used in anelyzihg
and evaluatihg the writing experience.
Inf1969 and 1970 while the Act was beihg“written, there was
no consideration given by members of the Comnittee for Rewrltlng the
School Act, the Department of Educatlon, Minister, or any - -of the inter-~ -
ested reference. groups affected by the rewriting, to any consistent .
model for making educational policies. This is not surprising, since
the renewed em ‘asis on policymaking and the policy sciences began with
Dror (1968) just\prior to the start of the rewriting activity. In con-
ductihg this stu3§ then, it was thought‘that analysis using recently
developed models seemed to have the potential to assist in evalueting
the effectiyeness of the procedures that intuitively were used in writing

]
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‘the Act and to provide some insight into the efficacy of the
It is aga1nst these recently ~developed conceptual frameworks hen that

adequacy is judged and future patterns for writing legislation are

recommended .

Summary
In summary, the study waq;judéed to be sig;ifica t on the

- following grounds: (a) a contribution to the emerging schelarly field
of policy sciepces may be made by rationalizipg a case for/ inclusion

of policy identification as a legitiméte area for study, (b) scientific,
proféssional and political purposes were served by conducting the study,v
(c) the writing of the School Act was a significant manisestation of
one way educational policies have been made in the Proviéce of Alberta,
and (d) analysis of the processes utilized inéuitively aéaiﬁst models

of ideal ways in which public policy can or }hpuld be made sﬁggests

alternative modes of developing policy in.educatiomr-in ;the future,
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- Chapter 2 ’
CONCEPTUAL FRAMEWORK AND REVIEW OF

3

Overview

This chapter will introdﬁce,the.policy sciences and concepts
drawn therefrom. Policy analysis, megapolicy, metapolicy and realiza-

tion strategy will be explicated and a case will bé presented for the
i

[y

inclusion of policy identification as an additionai and essential area
»of concefﬁ.l Definitions of "Policy" are examined with the result that
two distinct avenues to the derivation of policy statements are concep-
tualized. Prosbective policy and its developmént i§ presénted.from 
the standpoint of six~models;  These are synthesized into a consistent
systems viewpoint. Methods of policymakihg are explored. ‘Discovery
of policy rétrospectively is rationalized and alternétive methods of
impiementing the concepé are presented. The systems view is examined
in detail through presentation of the concept of a contextual map, a
concept whiéh seems to suggest a method fér operétionalizing analysis

of policy and policymaking from the systems perspective.

“The Policy Sciences
o . .

Y

Lasswell (1951) identified the area and coined the expressioﬁ

lngpolgcf sciences" while plea&ing for an integration of various distinct
disciplines int¢ 2 more unified approach to solving the practical policy
probleqs of govermment. He suggested thaf "the policy sciences include

(1) the methods by Which the policy process is investigated, (2) the
results of the study of policy,<;nd (3) the findings of the disciplines

S N 8.



9,
making the most 1mportant contributions to the 1nte111gence needs of
Athe time (Lasswell, 1951)."

Lasswell's work was largeiy unexplored and ignored until Dror
(19§8, 1971) became interested as part of his work with the Rand Corpor-
ation (Dror, 1968). He has suggested that the eStablishment of policy
sciences as a new supra-discipline involves a scientific revolution,
requiring the development of ‘basic paradigms. Some concepts thought
by Dror to be basic to development of policy sciences and which he labels
as "parad1gms" follow: |

1. A concern with better understanding and improvement of
societal direction;

2. A focus on the macro-level, i.e., public policymaking at
the subnational, national and tiansnetional levels;

3. A breakdown of traditional boundaries between the disci-
plines in the behavioral and management sciences; | |

4. Bridging the usual dichotomy between pure and applied
research; | |

5. Aeceptance of tacit knowledge and personal experience
as important soﬁrces of knowledge in the policy eciences;
| 6. A focus on means and intermediate goals;

7. Organized creativity;

8. An emphasis on historic developments and future dimensions

as central contexts for improved policymaking;

9. A concern with the dynamics of change;

10. Recognition of the contribution of Systematic knowledge
and structural rationality to the imfrovement of public policymaking;

11. Acceptance of scientific and basic methodologies with an
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extension which includes creative uses of serendipity, and social
experimentation.;

12. Self concious reappraisal of its own paradigms, tacit
" theories, infrastructures and applications; P

13. A commitment to strive for increased utilization of policy
'sciences concepts in actual poliéyﬁaking and the‘preparation of profes-
sionals to serve.in policymaking positions (Dror, 1971a).

The main dimensions of policy sciences according to Dror (1971a)

consist of:

1. Policy ahalysis. An approach and methodology for design

and identification of preferable alternatives in respect to complex

" policy issues.
2. Megapolicy. Master policy, a policy providing guides for

a set of discrete policies. « '

. . 3
3. Metapolicy. Policy on policymaking, i.e., policy dealing

with the characteristics of the policymaking system.

4. Realization Strategy. Means and ways actually to improve

policymaking through the application of policy sciences and through the

realization of policy sciences recommendations.

Policy Analysis

The aim of policy analysis is to provide methods for idefiti-
fication of policy alternatives. Innovation of new alternatives and
selection of the best alternatives from those available constitute the

two distinct but  interrelated elements of this activity. A concern with:

underlying vglues,_understanding and predicting the behavior of various

individué}s; groups, organizations, etc., and political feasibility is

o
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required. This can assist in drawing a policy analysis network, a con-
cept not unlike Lasswell's contextual mapping formulation (Dror; 1971a:55-

62, and Lasswell, 1971a:4 ff:).

Megapolicy

Megapolicies, i.e., master policies, involve determination
of the postures, assumptions and main guidéliﬁ;s to be followéd by dis-
crete or specific policies. Megapolicies are "distinct from detailed
discrete policies, though these two pure types are [on] a continuum with
many in-between cases (Dror, 1971a:63)." Main facets of megapolicies
include: (1) overall goals, (2)vb;hﬁdaries between specific policies,
(3) a concern with the time over which a policy operates, (4) the degree
of risk that will be acceptable relative to a policy issue, (Sf*%he
choice between incremental and innovative policy change, (6) the degree
of comprehensiveness OT .narrowness of a policy, (7) the extent to which
a policy should achieve gigen goaIS'ﬁhrough a shock effect or iﬁ a mu-
tually coordinated (balanced) way, (8) recognition of assumptions being
made about the future, (9) the theoretical basis upon which policymaking
is proceeding, (ldj the availability of resources,.(ll) the range of
available policy instruments and (12) the extent to which discrete pol-
icies should be identicél with their megapolicies or should reflect a |

mix of different megapblicies (Dror, 1971a:63-73).

Metapolicy ~

Metapolicy is policy on how to make policy (Dror, 1971a:74).
It deals with the "major operations needed to design and manage the
policymaking system as a whole and to establish the overall principles

and rules for policymaking (Dror, 1968:164) ." Dror summarizes the

- .
:
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nature of metapolicy as follows:

The problems of metapolicy can best be considered within a
general systems theory frame of appreciation. Adopting a very '
simple general systems model, we can regard policymaking as an \
aggregative process in which a large number of different units |
interact in a variety of part-stabilized but open-ended modes . in
other words, policy is made by a system, the policymaking system.

This system is a dynamic, open, nonsteady state and inclddes
a large variety of different, changing multirole components inter-
connected in different degrees and through a multiplicity of chan-
nels; it is closely interwoven and overlapping with other systems
(i.e., the productive system, the demographic-ecological systenm,
the technological and knowledge system, and the cultural system),
and it behaves in stochastic ways which defy detailed modeling.

Even such a simple perspective of the public policymaking
system leads to three important conclusions in respect to
metapolicies: -

1. As policy is a product of complex interactions between
a large number of various types of components, similar
changes in the output (or "equifinal —states") can be
achieved through many alternative variations in the com-
ponents. This means, for our purposes, that different
combinations of a variety of improvements may be useful
0 in achieving equivalent changes in the quality of policy-
making. This is a very helpful conclusion, because it
permits us to pick out of a large repertoire of potentially
effective improvements those that are more feasible under.
o changing political and social conditions. This view also
emphasizes the open-ended (or, to be more exact, '‘open-
sided") nature of any search for improvement suggestions:
there is, in principle, unlimited scope for adventurous
thinking and invention.

2. A less optimistic implication of a systems view of pol-
icymaking is that improvements must reach a critical mass
in order to influence the aggregative outputs of the sys-
-tem. Improvements that do not reach the relevant impact
thresholds will, at best, be neutralized by countervailing
adjustments of other components (e.g., a new planning
method may be reacted to in a way that makes it an empty
ritual) or, at worst, may in fact reduce. the quality of
overall policy (e.g., through possible boomerang effect,
reducing belief in the capacity of human intelligence--

with a possible retreat to some types of mysticism, leader

ideology, etc.--or by implementing wrong policies more
efficiently, thus reducing an important social protective
mechanism--inefficiency as diminishing the dangers of
implementation of wrong decisions and as permitting slow

and tacit learning).
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3. The third, and again optimistic, implication of a systems

view of policymaking is that, thanks to the interactions
between different system components, it may be possible
to achieve the threshold of overall system output effects
through a combination of carefully selected changes in
controlling subcomponents, each one of which by itself:
is incremental. In other words, a set of incremental
changes in systems components can in the aggregate result
in fargoing system output changes. Therefore, because

we are speaking about changes in the policymaking system,
there may be a good chance that a set of relatively minor
and quite incremental changes in the policymaking system
will permit--through multiplier effects--far-ranging in-
novations in the specific policies made by that system.
This possibility is of much practical importance because
of the much greater feasibility of incremental change than
of radical change in the United States and many other
countries (though, I think, the readiness to innovate is
increasing, as a result of the shock effects of highly?
perceived crisis symptoms).

(Dror, 1971a:75-76) s

A conceptual framework from the systems viewpoint has been

developed by Amara (1972) which is presented on page 32 and used in ‘

applying the systems concept briefly described by Dror.

Realization Strategy

Because policy sciences has an intense commitment to achieving

actual impact on.reality, ways and means of applying policy sciences
. < B

concepts and implementing recommendations made are important dimensions

which form the subject matter of realization strategy. Three levels

]

of study and action are involved, viz., (1) understanding the dynamics

of change in respect to policymak{ng, (2) identifying change instruments

in respect to policymakiﬁg, and (3)'bui1ding up policy sciences so as

to operate through these changes instruments (Dror, 1971a:80ff).

Policy sciences as a field of study is still in infancy. There

" has not yet been a thorough explication of policy change but Dror calls

.for research which will explicate the "tacit knowledge and experience
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of pﬁiicy préctitioners (Dror; 1971a:80)."

Some additional facets of realization strategy are: (I an
emphasis on communication of the fﬁqdings of poli;y sciences to policy-
makers, (2) education of policymakers in policy sciences, (3) sensiti- |
zation of various interest groups and opinion leaders and shapers to
the potenti#l of policy sciences, (4) dispersal of policy scientists

throughout governmeﬂghl institutions, (5) creation of new organ;zdtions .

—

which will provide advice from iey—sciences—viewpoint o polity-—
. ' o ,./ ’
mgke timing the release of innovative policy proposals, (7) de-

velopment qf institutional studies and methods, and (8) stoic commitment
by policy scientists to improvement of policy through better policy-

making (Dror, 1971a:80-85).

Definitions of Policy ~—

t

Before proceeding, it will be useful to'define the concept
of policy beyond the intuitive understanding that has been éﬁsumgd so

far.

Policy is referred to familiarly in the following terms:
--- a guideline;
--- - a generalized statement of intent;

--- the taking of action on a major value;

--- a deci§ion;
--- part of the decision making process.

These meanings are further developed in the following quotations:

-

Public policy is: » -
. //
--- a guide to discretionary action (Davies-Brickell, 1960)

--- a general.directive (Dror,/ig§§;%47?//i,
/

,///////// - | -

-



--- & body of principles to guide action (Rothwell, 195

a critical decision (Selznick,

a political decision (Eastog, 1

those generalizations about org
affect the structure of the org

a gi;;ral statement i
objective . achieved (Kneze

the expression of broad goals o

--1962) ;

the outcome of a political comp

pu—

1957:21); |
957); - /

anization avior that
anizption (Katz § Kahn, 1966);

escribes the aim, purpose, or

vich, 1962);

r purposes (Campbell et al.,

[

romise among policymakers

which may spring from a new opportunity or just "happen'

(Lindbloom, 1968);

the outcome of an intricate and
policymaking (Lindbloom, 1968);

those decisions and actions whi
ramifications and the longest t
most information and contemplat

@

complex process called -
T -
ch have the.widest L

ime perspective requiring the
ion_(Bauer, IQ]I:Z); N

»

in all instances reserved for those parameter-shaping acts

which are taken most seriously,
difficult to arrive at, and at

which are presumably most
the same time. most difficult

-
-

and most #mportant to study (Bauer, 1971:8); o

a major guideline for action, d
aimed at achieving what is in t
best possible means (interpolat
policymaking, Dror, 1968:12);

irected at the future, formally

he public interest by the

ed from Dror's definition of
~ :

the structure or confluence of values and behavior involving
a governmental prescription (Kroll, 1969:9);

deliberate coercion - statements attempting to set forth the
purpose, the means, the subjects, and the. objects of coercion

(Lowi, 1970);

the authoritative allocation of values fbr the whole societx

(Easton, 1965:129);

whatever governments choose to
i*;, and what difference it make

using a very simple version of
of the public policymaking syst
""target systems," such as healt
public order, and the internati

- 185);

do or not to do, why they do
s (Dye, 1972:1); .
v Ve

systems theory, .. #an output
em and an input into various -/
h, education, transportation,
onal system (Dror, 1971b:154-
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In an unpublished document prepared for the Edmonton Public

School Board, Evenson states that:

t

~ess policies are statements which set forth the purposes and pre-
scribe in general terms the organization and program of the system.
They create a framework within which the [administration] can dis-
charge [its] assigned duties with positive direction. They tell
what is wanted. ﬁ%ey may also indicate why and how much.

(Evenson, "1971)

Evenson continues by describing some characteristics of a

3

policy statement:
In_general terms,. a good policy statement:
1. is philosophically based and -helps establish goals.

2. 1is a brief, general stafément of a belief about a certain
matter,

3. tells what is wanted and why,
4, defines and determines a major function of the system.,

5. constitutes the basis for the development and implemen-
tation of administrative regulations and procedures.

6. permits the [administration] to respond to changing con-~
ditions without recommending fundamental changes in policy.
» .

7. provides”goals by which performance may be evaluated.
(Evenson,- 1971)
Katz and Kahn approach the ngpe of making policy in the fol-

lowing quotation:

As abstractions about organizational behaviour, policy statements
:may-be either prospective or retrospective. If the latter, we
‘are dealing merely with a process of recognition;-the pattern was
there but was not previously stated or formally acknowledged.

(Katz and Kahn, 1966:254)

They then suggest that the more interesting’ process is prospective

1
[y
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policymaking, i.e., making "présﬁective generalizations aboﬁt what or-
ﬁanizational bechaviour shall be ... (Katz and Kahn, 1966);“" By implica-
tion then, retrospective policy is not cqnsidered to pose a problem for

the organization for the topic is not again mentioned by them.

Operational Definition of Policy

For purposes of this study, a public policy is defined oper-
ationally as a major guideline for future discretionary action. It is
generalized, bhilosophically based, and implies an intention and pattern

]

for taking action.

Classes of Policy

*Notwithstanding the overarching definition of policy gi?en
above, there are two distinct avenues by which a policy can be .derived.
Despite the method by which it is derived, hoﬁevef, it h%y/character-
istics congruent with those i?cluded in thevoperationéi/Aefinition.

The two classes of policy are: (1) policy .which 'is made pros-
pe;tively; the formal, manifest and explicit poiicy output of a policy-
making system which is or can be written, and (2)’policy which is made-
as experience accumulates and is only discovered retr65pective1y; that
which has arisen through tacit acceptance of practice and is implicit,
latent and ﬁnwritten, residing only in the collective perceptions of
its formulatofs and implementers. -

| Most writers on policy confine their discussions to prospec-
tive policy and its development. Typiéal of these writers is Dye who

in examining.the shifting‘focus of political science suggests that the

discipline is:concentrating on public policy which involves:

[#)

w?
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a description of the content of publie policy; an assessment of

the impact of environmental forces on the content of public policy;

an analysis of the effect of various institutional arrangements

and political processes on public policy; an inquiry into the con-

sequences of various public policies for the political system; and

an evaluation of the impact of public policies on sbciety both in
- terms of expected and unexpected consequences.

) (Dye, 1972:3)

Dye's listing seems to accentuate elements of prospective
policy. He writes as if policies are explicit but need analysis and
improved methéds of formulation. He does not address the need for.dis-'
covery of implic?t or retrospectively derived policy statementsbwhich,
this study suggests is a major need in the field of public education.

It is argued that identification of public policies for education or

a deséription of the content of public educational pblicies is not read-
ily available. Governments and their agencies seem to act as if policies
were explicit, but in reality most policie; seem to residé in the col-
lective mémorieszof senior personnel. If some practi§a1 method for
drawing these hidden policies togetﬁer'into'a concise directional gqide-
line for action were found, the result should contribute significantly

to the'elimination of-contradictory or purposeless actions‘in the public
arena. If the procedure were to do no mo;& than p:Zﬁetuate current
practices, the denunciation expressed by Jantsch wolld be applicable:
... political bureaucracies favor any degeneration of thinking
which permits them to formulate pseudo-policies as emanating-from
their current operations, from interactive strategies, and from
existing institutions and instrumentalities. Policy analysis is

‘ frequently practiced in this self-perpetuating way which does not
recognize the logical and practical need for 1nnovat1ve pollcy

design first.

«

(Jantsch, 1970:32)
If, however, explication of underlying policy directions were

to lead to policy review and possible change as a part of or sequel to
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the identification process, significant improvement should result,

N

Prospective Policy Development

The many discussions.on-methods of imbrovéd policy formulation
in the prospective mode can be focused and analyzed by classifying theufﬂ
and relating them to models as Dye has done (Dye, 1972). But before
meaning can be attached to Dye's models, some understanding of the na-
ture and purpose of models is necessary. A discussion of the genéral |

applicability of models follows.

Nature of Models

Kaplan suggests that:

... any system A is a model of a system B if the study of A is use-
ful for the understanding of B without regard to any direct or in-

. direct causal connection between A and B. For in that case, A must
be like B in some respects: if we wanted to infer that because
A has the property p then B has some other property q we would need
to know that A and B are somehow connected, according to the speci-
fic relation between p and q, while to conclude that B also has
the property p, we need only know that A and B are similar in ap-
propriate ways even though. in fact they have nothing to do with
one another. On the other hand, just which ways, are appropriate -
is already limited by the condition that no conditions are imposed .
on..the physical relations between the two systems. ~The systems
must therefore resemble one another as systems, that is, in ways

_ which do not depend on the particular elements of wﬁ%ch each con-
sists, or else we would need to know just how eleme s .of these
particular kinds affect one another. The resemblance is in terms
of the pattern or order exhibited in each system, the information
which each contains, in the current idiom, rather than in terms
of the configuration of mass and energy in which the information
js embodied. In a word, when one system is a model of 'another they
resemble one another in form and .not in content.

(Kaplan, 1964:263)
Kaplan‘further suggests that'"models_are isomorphs of one

anotlier.” A model has in some sense, the same structure as the reality

-

that is being modelled such that:



20,

... whenever a relation holds between two elements of one system a
corresponding relation holds between the correspond1ng elements of
the other system., The two need' not stand in any causal connection,
for what is required is only that the relations correspond, and

to satisfy this requ1rement it is enough that they can be put into
correspondence, that is, think of them as corresponding. Then,
.whether a system does or does not show a certain pattern in its

own internal relations is p1a1n1y quite independent of what the -
other system shows, If there is an isomorphism, the systems signi-
ficantly resemble one another only in their structural properties.,
additional resemblances, if any, being irrelevant,

- (Kaplan, 1964:264)

Models and Theories

Kaplan examines .the differences between models and theories
end proviees an explanatiop of why the two concepts are often confused
and used interchéngeably.' A model is conceived of as a structure of
symbols which can be iﬁterpreted gn certain ways. Discovery of the realé.
| ity that -is being modelled is contained in t%e interpretation of the
symbols and their structure used in building the model. The subject
matter specified in intérpreting the symbols is what the model is at-
tempting to portray. Relatlons among the symbols used in building the
model are presumed to exh1b1t corresponding relatlons among the elements
of the subject matter in the reality that is being modelled.

A theory is-more or less abstract. It neglects certain vari-
ables in attemptiﬁg to deecribe njdeal" entities which have exisfence-
only within tge theory itself, not necessarily having a counterpart in
percelved reallty. It is hoped that the theory will be 1somorph1c, in

_appropriate respects to the real system’ whlch provides the sub;ecg mat-

ter for the theory, but this is not a necessary condition for a theory,
at least not to the extent that the model is expectaS to correspond to -

the reality being modeled. Quoting again from Kaplan:
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... not all theories are in fact models: in general, we learn
something about the subject-matter from the theory, but not by’
investigating properties of the theory. - The theory states that
the subject-matter has a certain structure, but the theory does
not therefore necessarily exhibit that structure in itself. All
theories make abstractions, to be sure, in the sepse of treating
as irrelevant some properties of their subject-matter.. But not
-all of them abstract to the point of treating as relevant only

the structural properties ... the tendancy to view all théories

as models stems from an old-fashioned semantics, according to.
which a true proposition must have the same structure as the fact
it affirms, and the still current but controversial realist
epistemology, according to which theories offer ever more detailed
and comprehensive pictures of reality. I have grave doubts whether
the working scientist is committed to either of these standpoints,
to say nothing of both together; model building is only one of

his cognitive strategies, and .is not to be-identified with the’
scientific enterprise as such.

(Kaplan, 1964:265)

With these cgutions in mind, one might be-accurate in viewing
‘as models only those théories that explicitly direct #ttentiqn to certain
resemblances between'theéretical entities and the subject mafter in
. the reality that is being exaﬁined. As such, a model is a "scientific
metaphor" (Kaplan; 1964:265), which, like an aphorisﬁ, coﬁdenses in
a phréSe a gignificant éimilarity. When models do serveAin thiévhay,
they are often éonceptualized as analogies. The model builder recognizes
similarities .that havg)previququ escaped a;tention and systematizes
themn. ?hus mbdei building, or the creation of analogies not only leads
to furthef abstraction about reality resultiné in theory development,
but becomes an essentialvpart of theories. Theories are sometimes

. spoken of as models in recognition of their analogical features

(Kaplan, 1964:266). . R

Functions- of Models , SRS

Models function as heuristic devices in science. One can

- learn from the analogies -that are presented.

The familiarity or the concreteness of a model in-contrast

1 ' . )
]
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to the intangibility or abstraction of a theory makes ahalysis using
a model more undef;tandable.» Wprkfng in(ter@s‘of the familiar subject
matte; of the model, its user need only ﬁéke the most routine transla-
tions into the theory of concern after he has arrived,ét desired results
in the model (Rudner, 1966:26). | |
Models assist in the organization of data. A Tramework is
. - :

provided in a model which brings the correspondence of elements of the

subject matter into focus. The move to theory deve10pment; if that is

of interest, is facilitated.

Limitations of Modelsv . - ' " \

Kaplan identifies certain shortcomings associated with the
construction and use of models that must be kept in mind. Firstly, he
attacks the blind belief in omnipotént’symbolism which oftén unéonsciouslyl
charétterizes exﬁosure to intriéa;e models. One must be careful to make
the iranslation to reality br theory, recognizing tﬂat’thé symbols and
their.relationships,t0'one another provide only an analogy or form and
that the model and iéz symbols are not reality itﬁglf.'

A second 1imitation of models is the tendency which they oftén_
exhibit to overémphasiie form. In contemplating a model, one tends to
focus on what is trﬁe "in principle".réfher than what is true in fact,
Kaplan stétes, "Science advances on the basis, not of what is logically
possible,?but of wh#% is actuélly a;ailable torit in the concrete pro-
bleﬁat}c sifhation (Kaplan, 1964:279)." ‘One Tust therefore be careful
not to form conclusions on tﬁe basis of relatiohships discovered. in a
model but must again relate the insights gained by examining the mddel

back to reality.
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Models tend to dve:simplify objective or evén perceived
reality. While this is a necessary‘condition in the ‘construction of
models, for it wguld'be pointleés to duplicate in all its complexity
the real situation (one might study reality directly in;tead), this
poses a‘limitatiop on the ﬁtility of a ﬁodel that must be keptlin mind.
One mst not presumé that all possible relationships are portrayed in
models, no matter how"sophisticated they are.

Models tend to 6veremphasize exactness and rigor. While ;;
is desi;able to be as exact as po;sibie, sometimes that exactness with
respect to. certain details in a Lodel‘tendg to mask other equally impor-
tantlconcerns where exactness is iess possible. Consequently, models
are often imprppe¥ly efhét and Eall for measures that cannot be obtained.
Making judgments on the basis of assumed eiactitude then, should be done
with caution. |

Model usage suffers from a limitationb yhich Kaplan refers to
-asufmap reading" (Kaplan, 1964:284). The map reading error is a fail-
ure to realiée that a model is only a particular mode éf representa-
tioﬁ so tth;;ot all of its features neceSsafily correspond'tb specific
chéracteristics of the ;ubject matter to which the mgﬂél is referenced.
There always are some irrelevant featd?é; to a model which.must not be
related to the reality ﬁeing modelled. Mapbreaging errors are ''the ob-
.verse of the error of oversimplification: instead of leaving out of

_fhe model sohething which should be in it, we read the model as contain-

ing something which in .fact is not a part of it (Kaplan, 1964:285)."

Models for Developing Policy in the Prospecéive Mode

v

Keeping in mind the naturé and limit;tions‘of models as
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discussed above, an examination of thé models described by Dye (1972)
which are used in political science as frameworks against which to view
public policy development seems useful. In discussing the models, how-
evér, it must be borne in mind thaE they are not mutually exclusive.
Application of part§ of one model to i particular policxgg}ing situation
does not rule out analysis b} other of the models. In ;act; in many
respects, a discrete policymaking activity may proceed according to the
elements of several of the models. This notion of multiplc models for
analysis of a policymaking sequence is useful to this sfudy in < at

>

evaluation of the mades by which the policy matters that were addrc-sed
AN
" in the rewriting of the School Act can be undertaken from the vantage
Points provided by each of the mpdels presented by Dye.  The six models

‘examined by Dye are as follows: |

--- the elite-mass model (Dye and Zeigler, 1970);

--- the group model (Truman, 1951); : i /
“—- the rational model (Dror, 1968); /_
--- the incremental model (Lindbloom, 1959); \
--- the.institutional model (Friedrich, 1941); and
--- the systems qodel (Easton, 1965). '
A brief degéf{ption of each 6f the models follows. o Qﬁ

The Elite-Mass”Mbdel: Policy/;s Elite Preference

- B . ) -
The elite-mass model can be represented as follows:

1. - Society is divided into the few who have power and the many
who do not. Only a small number of persons allocate values
for society; the masses do not decide public policy.

2. The few who govern are not typical of the masses who are
- governed., Elites are drawn disproportionately from the upper

socioeconomic strata of society.
N
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3. The movement of nonelites to elite positions must be slow and "
continuous to maintain stability-and avoid revolution. Only
nonelites who have accepted the basic elite consensus can be
admitted to governing circles. : )

4, Elites share consensus on behalf of the basic values of the
social system, and the preservation of systém, In America,
the bases of elite consensus are the sanct of private pro-,  ° °

perty, limited government, and individual libegty.

5. Public policy does not reflect demandy of masses
the prevailing values of the elite. ,Changes in publN
will be incremental rather than revglutionary.

6. Active elites are subject to relatively, little direct influ
ence from apathetic masses. Elites influence masses more
than masses influence elites.

Elite

- A

Policy Direction

~ ‘Officials and
Administrators : ,

Policy Execution

Mass

FIGURE NUMBER 1. THE ELITE MODEL

(Dye, 1972:20-21)
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The Groﬁp Model: Policy as Group Equilibfium

~

Truman (1951) in developing an approach to political science
suggested that the group model rests on the notion that interaction
among groups is the‘central fact of politics. Individuals with commop
interests come togetﬁer either formally or informally to make their de-
mands felt by govefnﬁénts. - Truman sees'an interest group as "a shared-
attitude group that makes certain claims upon other groups in the soci-
ety" which becomes political "if and when it makes a claim throuéh or
upon any of the institutions of government (Truman, 1951:37)." Conse-
quently, it would seem to the writer that individuals become important
politically oﬁly when they act as part of, or on behalf of, group inter-
ests. Dye suggests that: |

The task of the political system is to manage group conflict by

(1) establishing rules of the game in the group struggle, (2) ar-
ranging compromises and balancing interests, (3) enacting compro-

| mises in the form of public polij;;’gng_£4)~enforcing these com-
. promises. ,
© (bye, 1972:23) ' |
Accordingly, it seems that public policy is defined by pro-
i'bonents;ofm;he group model as the equilibrium reéched in the group
strugglé”ZE?any given time. It is determined by the relative strengfh
of influence of interest groups. Changes are determined by the varying
pfeferences of groups and movements are directed toward preferences of
those grbups gaining in influence at the expehse of those groups which

are losing influence at any given time (Latham, 1956:239). .

Ed

Rationalism: Policy as Efficient Goal Achievement

L 4
The rational model derives from economic theory and is ideal-

istically designed to maximize net value achievement. Net value

-
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achievement is discussed by Dye who also develops the central assumptions
in this model which has been explicated in the field of political science
most notably by Dror. In discussing the rational model Dye states: ’

... a policy is rational when it is most efficient - that is, if
the ratio between the values that it achieves and the values that

~ it sacrifices is positive and higher than any other policy altern-
ative ... . Rational policymaking also requires information about
alternative policies, the predictive capacity to foresee accurately
the consequences of alternate policies, and the intelligence to
calculate correctly the ratio of costs to benefits. Finally,
rational “policymaking requ1res a decision-making System wh1ch
facilitates rationality in policy formation,

(Dye, 1972:27)
The following diagram illustrates the stages of policymaking

by the rational model (Figure 2 on page 28).

~

Incrementalism: Policy as Variations on the Past

.Incrementalism suggests that public policy is simply a con-

tinuation of past gevernmental policies with modifications, either addi-
tive or subtractive, being made at a relatively slo;'pace, i.e,, incre-
mentally. Lindbloom (195 )'first suggested this epproach in criticizing
the traditional rational model of decision¥makihg. He felt that deci-
sion-makers do not make regulé{\reV1ews of thelr p011c1es nor follow

the model of rational policy deﬁe}opment unless the constralnts of time,
1nte111gence and cost are sufficiently minimized so that a formal pol1cy

development activity can be mounted. This, he infers, occurs only in-

frequently.

A more conservative approach usually suffices. Existing pro-

grams, policies, and expenditures/are considered as a base, and atten-
! .

tion is concentrated on increases, decreases, or modification of cur-

»

rent operations. Policymakers seem_to accept the legitimacy of this
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approach and simply agree to continue with increments to existing policy.

Five reasons are given by Dye for the popularity of the in-‘
cremental approach. The first reason given is that policymakers do not
have the time, in;elligence or money to investigate all of the altern-
atives to existing policy. Secoﬁd, they accept the legitimacy of pre-
vious policies or extensions théreof because of the uncertainty that
accompanies the adoption of totally different policies. Third, there
are often heavy material, human, and structural investments in existing
programs that tend to preclude radical changes.' Fourth, incrementalism ‘
seems to be politically expedient. It tends to cause ittle gphflict,
maintain stability, and preserve the existing political syst%%i. It is
complementary to pragmatic man: he seldom searches for the Jéné best
way'" but grasps quickly for 'a way that will work.'" The fifzﬁ/and fi-
nal reason given by Dye for a preference.for the incremental approach
is the absence of agreed-upon societal goals or values. It is easier
for government in the pluralist society to continue existing programsi
than to engage in overall policy planning toward specific goals which

society may not approve (Dye, 1972:31-32). »

-

Institutionalism: Policy as Institutional Activity

In the institutional model public policy is authorﬁtativelf
determined, implementéd, and enforced by governmental insii}utions which
give public policy three distincéive characteristics. First; governﬁent~
lends legitimacy to policies. They become legal oblié%tions which com-
mand the loyalty of citizens. Seconé, governﬁent policieséare universal

"in their application, extending to all people in the society. .Finally,.

governments monopolize legitimate coercion in society. ' Because of these

-

o
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characteristics, individuals and groups in society tend to work for

enactment of their preferences into public policy (Dye, 1972:33).

\]

- Dye ‘makes the relationship between governmental institutions
and their structures clear in the following quotation:

Governmental institutions are really structured patterns of behav-
ior of individuals and groups. By 'structured" we mean these pat-
terns of behavior tend to persist over time. These stable patterns
of individual and group behavior may affect the content of public
policy. Institutions may be so structured as to facilitate cer-
tain policy outcomes and to obstruct other policy outcomes. ' ...
In short, the structure of governmental institutions may have im-
portant policy consequences ... . We must be cautious in our
- assessment of the impact of structure on policy. We may discover
that both structure and policy are largely determined by environ-
mental forces, and that tinkering with institutional arrangements
will have little independent impact on public policy if underlying
environmental forces - soc1a1, economic, and political - remain .
constant. : X

(Dye, 1972;33-35)
Although'Dye makes a rathef strong case for identifying 'the
institutional model as unique from the others presented,~it'pan pro-
bably be defended that-this'model is a special';asg‘qf.thg.g:oup model

presented earlier. The difference is‘thai the group under consideration

’

. is not in fact a special interest group in the. same sense that the other

groups that influence" government are but is directly 1nvaﬂved and offi-
cially sanctioned in 1ts moves. Other groups may or may not enjoy such
. . .
direct privileges.
o -

The Systems”Approach: Policy as Systei Output

f®

In describing the systems éﬁprpach, Dye paraphrases Easton

as follows: o
- . ‘
One way to conceive of public policy is to think of it as a
response of a political system to forces brought to bear upon it
- from the environment. Forces generated in the environment which
affgct the political system are viewed as inputs. The political
system is that group of interrelated structures and processes which
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functions authoritatively to allocate values for a society.

31.

Outputs

of the political system are authoritative value allocations of the
system, and these allocations constitute public policy ...

The value of the systems model to policy anélysis lies in the

questions tha‘ it poses:

What are the significant dimensions of the environment that

1.
generate demands upon the political system?
2.  What are the significant characteristics of the political
system that enable it to transform demands into public policy
and to preserve itself over time? .
3. How do environmental inputs affect the character of the pol-
itical system? :
4, How do characteristics of the political system affect the con-
tent of public policy?
5. How do environmental inputs affect the content of public
. policy? , o,
6. How does public policy affect, through feedback, the environ-
ment and the character of the political system?
The following diagrém of the systems model focuses
discussion:
WS ’ EWVIROMER
‘Q,O‘&\@’ ) ‘ . ~ » MNT
QSN Demands . ‘ : . ' 0
I i © u
N T
P THE .| Decisions and P
U POLITICAL : U
T ) SYSTEM - Ac;ions T
S Support - i S
@Qmmd | LNGHNOYIANE
1y ‘

The Amara Framework

FIGURE 3. THE SYSTEMS MODEL
(Dye, 1972:18)

™

A more comprehensive portrayal of the systems gpproach and’



. : . 32,
an explication of its utility in examining policy q#estions has been

formulated by Amara. His representation of the poiicymaking system

follows: ’,/;"

In this representation, inputs to society (SP) are grouped
into three categories. First are the controllable inputs ‘which
result directly from policy, planning, and program choices (S);
such inputs are designated strategies

<

E
1
E ,
2
: v s ~ sp ——+ I J-——uo0
R A ) I
V = Values ' SI = Societal Indicators
G = Goals , E
. ' 1 = External Societal. Events’
A = Attainments E
S = Strategies (policies, 2 = External Inputs to Strategy
plans, progranms) formation
SP = Societal Processes ., I = Internal Societal Events
0 = Outputs Comprising V, G, S, SI Descriptions

v

FIGURE 4, THE AMARA™ FRAMEWORK
and include direct actions as well as societal operating rules.
The other two types of inputs are uncontrollable and probabilistic,
and serve largely to set constraints; these are designated internal
events (I) and external events(El), depending on whether they are
generated inside or ocutside the representation of sociéf;j— Outputs
from spciety are its resulting conditions or states, which can be
. Tevealed by selected measures or indicators (SI) that provide in-
formation on the states of society as a function of time and at
various levels of disaggregation. '

\
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) Controllable inputs, with which we are brimarily.conéerned,
consist of programs generated from-plans that stem from pelicy

choices. Policies, in turn,. otrginate from an interplay of goals
(G) or aspiratons, perceived attainment (A) levels and externally
derived judgmental inputs (E2). -Policy choices are normally made

"to reduce the gap or mismatch between what society -pércéives to

have and what it perceives to want. In essence; these judgments
reflect complex interactions of societal measures or indicators .
on the one hand, and value (V) systems on the other. h

It is important to note the rolé of ‘indicatérs in. ereating
a closed loop out of the policymaking process; the process is thus
iterative, with the end product of -oné round sérving as the basis
for the start of the next. This point cannot be over-emphasized.
No implication should be drawn that.the process operates linearly
from values, goals, and attainments, to preferred strategies. The
emphasis is rather on an understanding of the ends-means relation-
ships necessary in defining and modifying values, goals, and at-
tainments in response to perceived and projected social outputs.

'Sumarizing‘, the six basic elements proceeding forward through
the loop are (as shown in Fig. 4):

-~~~ Values - - NN
--- Goals

' ==~ Attainments S ‘
--- Strategies (polices, plans, programs)
--~ Societal processes ‘
--- Societal indicators

 (Amara, 1972:60-61) . =

Furthé: insiéht into the Amara Framgwork; particularly regérd-

\ . :
ing the category labelled "Strategies" is provided in the following

quotation:‘

~ Strategies are policies, plans, .and programs. Policies are stated
in terms of detailed goals, plans in terms of objectives, and pro-.
grams in terms of direct actions and-operating rules. The gener-
ation of strategies is normally done through the political process
and is characterized by incrementalism, bargaining, fragmentation
and discontinuity. .

One of the starting points for policymaking is the perceived
mismatch between goals and attainment levels. The methodology for
generating strategies that will produce (efficiently or otherwise)
a specified attainment level is in a primitive state of develop-

" ment. No known analytical approaches can evaluate satisfactorily
tradeoffs at the highest levels (e.g., health, education, welfare).
Attempts to view policymaking remains a subtle art form
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that must include a large element of pragmatism and so requires
the judgment and experience of those keenly sensitive to the
workings of the social system.

) " (Amara, 1972:66)
It will be recognized that the systems model and Amara's
Framework in particular is more thoroughly developed than are the other
.models presented in the study., Its complexity seems to encompass con-

cepts drawn from each of the other models and as such merits analysis,

cate the relationships_that may

the purpose of which might be to

exist between and among the Systems model and the other models presented

by_Dye An attempt to spec1fy those relati n§h1ps follow

Analy51s of the Models . ’ -

ey

. = 4n

The systems model as presented here and as developed by
Bertalanffy (1951) as a general theory, and by Easton (1965) and
Sharkansky (1970) as 1t relates specifically to public policy, is suf-
ficiently complex and accommodating of diverse variables and interactions
that it seems to be amenable to subsuming under its rubric many other
models or theories of the way pub11c p011c1es are‘made and 1mp1emented
If one considers a basic system composed of inputs, throughputs, anqlsl
outputs ‘within an environment which can influence the system at any
.- point eltder d1rect1y or as-a result of feedback from effects of outputs,
| ;a structure\for creating a system or for analyzing it céh be inferred
and the functions of the system‘that must be carried.Out, including.
the effects that the environment will have on those functions become -
apparent. It is argued that the five models in addition to the systems
model that Dye identified can be classified as segmeﬁts-of the systems

model, thtee,of which relate to a structural aspect of a system and

the other two relating to the functioning of the system.
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The institutional model identifies a group which is endogenous
to government as being the prime group in formulating and executing pub-

lic policy."Referring to the"systems‘model then; the institutional mo-
. / ‘ :
del locates a'group'within‘afstructure whose basic sphere of activity

/

'1s within the thrgughput seft1on of the pol1oymak1ng system. It may

extend perrpherally 1nto the environment; certainly it acquires input

i

and produces pollcy as output but it is essentially, according to the

del,\concerned with its own internal stability.

/

, .
model has similar characteristics but the pressure

inst1tut10nal

‘groups it attempts to explain are less struttured than ére'the insti-

'
J

tutions of government' Pressure groups exist pr1mar11y out51de of the

throughput section of the system although they do have some influence -

'

on the throughput processes when their relatlve power to influence is
'ih the ascendancy as ompared with other groups. Interest or pressure
. ' :

groups select those environmental forces that appeal to them and trans—
late them in the most effective ways that are open into 1nputs which
are then processed/ by the throughput mechanisms, One could argue that
interest groups act in ways which are s1m11ar to those used by govern-
mental institutional groups, the difference_being a shrft in the posi-v

\ . . .
tion which each occupies relative to the total political and social

system.-

. A similar structural shift emphasizes the-iocation of the other
special interest group, viz., the elites as described ih the elite-mass
model. 'In.this case the elites are effective both within'the throughput,
where they seem to exercise policy-veto power and outside where they

select those env1ronmenta1 and feedback impulses that will be perm1tted

to result in throughput action. Again, the major difference between
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eliteés and pressure groups seems to be location which seems to affect
power to influence action. Like the group and institutional models,

ona’ :

the elite-mass model can be thought of as a. section of the iarger, all-

encompassing systems model.

. The following diagram may assist in visualizing the concepts
L |

presented above:

" (Group
Model)

(Elite-mass

| //,—~\\\ ~ Model
THROUGHPUT = e OUTPUT

INPUT

(Institutional
Model)

\ .
FIGURE 5. THE SYSTEMS MODEL

" Examination ofifhé'functions of the system requires é shift
in emphasis away from structure and location.i One mjght argug-tﬁat the
functioning syétem is caﬁable of accommod;ting all possible influences
‘on poliéx formation., If alsystem were to function such that no possi-
ble variable were td be negiected-in éoﬁ;idering policy matters, the
'process would be entirely consistent with the ratiqnal model as herein
.preSented. The ratjonal model then, can be thought of as the manner in

which a systeﬁ woauld function if it were all-inclusive in its operation.



-~

. 37.
A\
HoweVef,-the public educational policymaking system does not.
seem to account for all of the many variables that exist. In addition,
the interactions of variables are often non-forecastable. In these
real circumstances, one must opt for something less than full consider-

ation of all factors. What is often done is to select and limit the
factors that are to b;-;onsideréd. This seems to éorrespond with the
incremental approéch or model, It recognizes that thé full rational
mbdel is in fact unattainable and opts for iﬁcremental development,

What may be considered as a mid-way position has been advo-

cated by Dror (1968). He rejects incrementalism‘and although'he recde

nizes that the pure rational model is beyond attainment, urges movement

in that_direction. His approach is a systems approach, wherein he

seems to advocate incremental attempts to maximize ratipnal policymaking.
This meldiﬁg of the six models presented by Dye under the

unifying systems viewpoint is not inténded . cast question upon the

utility of the other five models as analytical constructs. In specific

c#ses each of the ﬁodels may serve as analogies which may bring iﬁsight

to what.pay have happénéd in_that‘particular.case. In this stpdy,

each model did.serve'to focus understandings of ways in wﬁich particular

policies were made.

Maklnngollcy Prquectlvelx

< How then, is policy made prospectlvely’\ The discussion of
the sys;ems model adopted from Dye'and the Amara Framewonk.both describe
policymaking in the prospective mode. Dror élso develops,the stages
and phases of pol1cymak1ng in a systems approach in his original pollcy-

making work (Dror, 1968), a summary and adaptation of which will next

be presented.
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Metegoal Setting (Megapolicy)

-Drer indicates that good policy cannot be made until good’ﬁol-
icy has been‘made about how to make good policy (metapolicymaking). It
is the position of the writer that there.is a prerequ;site to metapoli-
cymaking)which might be termed '"metagoal setting", or setﬁigg/the goals
of the goals of the organization. This is essentially what has earlier
been referred fo as megapolicy. Bennis, in using.the term "metagoels"
defines them as’ "supra-goals which shape and probide the foundation for

. the goal.Structure (Bennis, 1966)." What are the purposes of this or-
gani;etion? What is its mission? What'is-it tfying to accomplish?

Amara incorporates this concern in his framework. Answefs to these ques-
.tions with respect to the organizatign in its totality should be form;
ulated explicitly in grossly generalized, idealized, corporate a‘ :s ch
are believable and believed by the persens hoidingfdireetional authority
- in the organization. While it is risky to reify an organizatien, in

eome respects, accordinF,to.Katz and Kahn (1966:14), an orgahization
.like a real person, is ﬂ;ssessed of built-in goals, because they were

‘_bullt in by the founders of the organization, or because they emerged

§ .
mysteriously as the organization funptioned over time. In any organi-

zation that would attempt~to control itself through policy, it seems

“essential that the gdals be made‘explicit.

concept of metapollcymak1ng and its phases can apply
54 well to the explication of metagoals. Inztlally it seems essen-

tial that a phase like Dror's "Processing Values'" be conducted. Accord-

1ng to Dror:

Every society ... has a general reservoir of values that change
constantly and that diff:im the degrees to which they are conscmus
intensely held, realisticfor backed up by power, 1n their structure
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and formality, and in the way they are distributed. These differ-
ent "raw" values can be mutually independent, mutually reinforcing,
contradictory, or anywhere in between. In their raw -form they are
not very useful for evaluating problems or formulating goals for
public policymaking; for such purposes they must be ordered and
made specific. .

) (Dror, 1968:164)

Dror does not seem here to be discussing polity on policymak-
ing (metapolicymaking) as he claims, but seems to be‘lgoking at process-
1ng values to formulate goals. It is suggested that'this is a metagéal-
setting process, which will need to be done cont1nuously but not neces-
sarily before every particular policy is written, as Dror seems Fo.
suggest. | 4 ‘ ' _ :

‘The rest of Dror's discussion conceining progéssing values
seems to belong to metagoal setting. Values which the.Srganizatiqn
"holds" can be specified and ordered in various ways. In some cases,
they may only be specified in very general terms, such as "in the public
intefést." At another level fhey may result iﬂ'a fully operational goal,
such as "maximization of profit limited by'conditions a, b, and c." Dror
feels that it is essential to examine values held in deta11 and speC1fy
them "at least enough to point out the»ma1n avenues of actlon (to be
purSued) and_some priorities for them, including the basic values that
must not be impaired (and so receive almost infinite weight) (Dror,
1968:165)." . | _

Specifying values ihvolvés as much rational analysis as the
system can muster. Rational attempts to ensure internél chnsistency are
essential if basic value confliqés are to be minimized. Social implica-
tions,bfeasibility and .opportunity costs of providing for projected out-
ﬁomes if particular value positions are adopted can be rationally delin-

t

) :
eated. But, in additon, final values adopted and their order of priority

s aleat Lo

|-
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in the organization can only be &éferﬁined by human value judgments.
These then should be written.as goals, subject to change, but having »
been well enough considered that they can be used to reference directidn-
al questions about aims at all levels of the organization.

When metagoal setting has occurred, metapolicymaking (policy-

making on policymaking) can begin.

Metapolicymaking

The concept of metapolicymaking is seen by bror in seven phases.
Since this discussion identifies one prior phase ;hich incorporaies Dror's
phase one, six ;f his phases for metapolicymaking remain to be accommo-
Q@aggd‘in a pre-policy formulation, or metapolicymakiﬁg stage.
| Metapolicymaking deals with the "major operations needed t§
design and manage the pof!cymaking s&stem as a whole and to edtablish
the overall brinciples'and rules. for policymaking (Dror, 1968:164)."
This description seems to imply that metapdlicymaking deals not with
distinct policieé but with over;rching policy on policymaking. It seems
to suggest that metapolicymaking activity need not be initiated with
respéct to eQery poliéy review that is undertaken: Once,it‘is‘complete,
it can stand, subject to periodic review in the same way that metagoals
_ might be changed incrementally over time, so‘long as the mission of the
organization remains reasonably stable.

Metapoiicyﬁﬁking‘begins as metagoals begin, to be thought of

o

in terms of constructing pians for realization of those goals. This

-

is characteristic of the prospective mode of policy development and Dror's

phases two through seven should be considered (Dror, 1968:166-176). Their
c&-—g

scope implies the conduct of a needs and resources assessment survey.

Dror's "processing realitj“xbategory (Phase two) can be operationalized
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by considering qpe context within which policymaking activity will occur.
When projected against system metagoals, an understanding of perceived

reality of the situation and resources available will reveal discrepan-

cies between the "is" and '‘ought" positions of the organization. From

this needs assessment activity, problems will Secome apparent, which

then can be fed into (allocated to) the proper policymaking arm of the *
organization. Some decisions respecting stra&egies and structures for
solving policy problems wiil-be desiéned in this’metapolicymaking stage.

.1t will - be seen that much of metapolicymaking is nonrepetitive.

-

Continual needs assessment-evaluative type of activities must be fed

back into the system, however, if the organization is to remain dynanmic.

~ Policymaking

Although vague attention has been given under métapolicymaking
to the allocation of problens, resogrceé and values, it is suggesggd

that this ‘activity, because it deals with specific issues, is more appro-

priate to the policymaking stage, thaﬂ to métapolicymakigg. Thus, it

is suggestéd ‘that Dror's phase eight, suballocating resources, include,
except for very general allocations, the matters discussed in phase six,
allocating problems, values and resources. Apart from this, Dror's

policymaking stage discussed in phases eight through fourteen seem fully

_agteptable.' A brief synopsis of those phases follows.

After resources are Suballocated, Dror suggests that the next .

step- (phase nine) in adequate policymaking is to establish operational

goals, with some order of priority. The goals that have been agreed upon
for the organization must be stated in operational terms. Consistency
of goals must be examined as priorities are established. Phase ten deals

with establishing a set of other significant values, again with some

-
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order of priority. The tasks falling under this phase deal with values
which do not constitute the direct operational goals o} the polic}, val-
ues which are associated with but are not directly part of the problem.
The values dealt with in thisrphasg must be limited to tho;e that would
probably be affected in some maj;r way by the policy alternative that
w#s under cﬁnsideration. - i .

Phase eleven, preparing a set of major alternative pol%ﬁies,
including some 'good" ones, is the heart of Qhe*policymaking'process
here being described. The emphasis ;s to apply the concept of opti-”f

mality to the set of major alternatives that is proposed. There is

significant -difference at this point between this description of policy-

L 3

making in a systems approach and that which-is describedlin;cohnection
with the rational model in that many fewer alterﬁatives need be consi-
dered. Yet, optimality implies more than j;st satisfactéry in that it
suggests that alternativ;s should cqntinue to be proposed until<;k least ’}
oné and if possible several proposals seem to promisg a net output after
~:‘ximp1ementation of thé policy that is not oﬁly satisfactory but good.
Prbposed policies §hou1d continue to be geﬁerated until the formulat;rs
conclude that either the optimal policy has been@found or that no such
al;ernative within the means at- hand can be found, in which case the
_signal to ﬁobilize additional';Egéﬁrces;*abort, or change the standard
.of go;d iS.evident.

Generating the ?good" alternative depends to the greatest ex-
tent possible upon the most rational techniques that can be mus;éred.
These are essential in examining the effects that all known policies

might.have if implementéd relati&e to the problem at hand. But if ipng-

‘vative policies ‘are indicated in areas where riew directions seem to be

¢
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needed; it is Dror's opinion that 'the best way to acquire them 1; to.
use extrarational resources (Dror, 1968:179)."

Phase twelve consists of preparing reliable ptedictiens of
the significant benefits and costs of the various alternatives. Teo
requirements are necessary to make this phase optimal' The basic stra-
tegy ch01ce between generating more innovative alternatives ‘and making
more re11able predictions of costs and benefits mist be pade explic1t1y.
‘Then when either strategy is adopted, the policymaker should construct as ¢

-

.reliable a set of predictions as possibie within the limits of ava11ab1e

Vs
resources. Te .

PP )

In deriving an optimal set of predictionms, Drpr sees four main

L -

subelements that should be considered for each altermative:
1. The foreseeable benefits and costs, in terms bf operational
, goals and other values, with an. exp11c1t estination of ‘how
) probable their occurrence 1s,

2, An indication of how valid those predictions are, including
.a critical examination of the assumptions on which they are
based and their sensitivity to mistakes in those assumptions.

3. An indication of how probable it is that unpredictable conse-
) quences, will occur, with some 1nformedcguesses about .the main
directfon they might take, as well as an estimate of how valid
- the indication is and an explict examination of its assumptions
(1nc1ud1ng sensitivity estimation).

A\ 4. A clear demarcation of the cutoff horizon (1n terms of time,

[ territory, and spheres of social act1v1ty) on which each of
the above predictions and estimates is based,. some indication
of what the long-range spillover and chain- renction consequences
might be, and an evaluation of how reliable this indication
is and of the assumptions on which it is’ based (1nc1ud1ng sen-
s1t1v1ty estimagion) i

(Dror, 1968 180 181)
From the foregoing it is evident that there must be a balance
struck between reliance on extrarational and ratioﬁal methods_used in

preparing predictions. According to Dror, the most 1mportan$ rational

-
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techniques for reducing uncertainty about predictions are the following:

1.

Theoretical analysis leads to predict1on by way of a theore-
tical understanding of the involved phenomena. In essence,
such analysis requires a behaviora] model of the involved
phenomena, which can be qualitative ("theory"), qua§1 quanti-
tative, or sometimes quantitative (as in econometrics).

. These models allow simulation of the alternative policies,

.- and lead to pred1ct10ns whose validity depends on the quality

and validity of the models.

Extrapolatlon from th past} insofar as conditions are simi-
lar enough that diffe encesy can be compensated for and insofar
as the alternatives are conservative, i3 a usable basis for

stood, in which case their future states cannot be predicted

. prediction, even whenithe involved phenomena are not under-

by analysis. These reémarks also hold true for analogies with
pelicies. in the past dr in other systems.

Focused research is a jpowerful tool for reducing uncertainty,
though it is often time-consuming. It may dbe directed at pro-
viding data and knowledge that will allow the other techni-
ques to be used. It may also be directly aimed at providing
predictions; as in collating intelligence about international
relations, or in public-opifiion research about public reactions.
Pilot testing altermnative policies is always Hard and often
impossible, but in maEy more situations than it has been used
in, it is the only feasible way to arrive at reasonably reli-
able pred1ctions particularly for complex, basic social issues

~where the time needed is available; among such issues are birth

o

control, housing patterns, and traffic-control systems. Gaming
belongs here as a weak form of pilot testing by analogy.

-

In sequent1a1 dec151onmak1ng, parallel approaches are adopted
for as .long as significant learning from them takes place.

. This is both a technique for rgducing uncertainty that could

be tsed as a component of this-phase; and a basic strategy
for dealing with uncertainty that could 'be set down in phase
7 (determining policymaking strategy).

An impoggint method for making predictions that illustrates
the possTbilities for systematically using extrarational pro-

. .cesses by means of exp11c1t rational arrangements is canvass-

ing the intuitive op1n10ns and tacit knowledge of experts.

A recent and promising method for doing so is the Delphi meth-
od, selected groups of experts answer detailed questionnaires
about their op1n1ons on future developments (or other problems)
and then receive feedback, in the form of summaries of their
replies, to which they again respond. In this way the effects
of a group meeting that depress innovations and opinions are

v
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reduced, but the advantages of mutual stimilation and of give
and take are largely.retained. Some problems remain to be
solved, such as how to identify, among equally famous experts,
those who are especially capable at making predlct1ons, and
how to sum up non-converging opinions. But in principle the
Delphi method shows how much room there is for better predic-
tion methods that rely on both rational and extrarational pro-
cesses. Some other possibilities would be to“set up interdis-
ciplinary teams that would work mainly on predictions, to
encourage individual scholars to pay more -attention to fore-
seeing the future, and to use operational gam1ng to get better
insight into p0551b1e occurences.

These and other rational methods can often significantly re-
duce uncertainty in predicting the benefits and costs of alterna-
tive policies. But they can rarely Tresolve uncertainty completely,
and often leave a great deal of uncertainty unresolved. Extrara-
tional processes, therefore, play a very important part in construc-
ting the prediction sets, both within the rational methods (review

e by specialists relies greatly on their "expert feel, to use the
phrase of Mr. Justice Frankfurter) and as a separate source. Gen\
erally speaking, the more complex and novel the alternatives are,
the less will rational methods be able to predict their effects,
and the more must (and should) judgments, hunches, and similar
extrarational processes be relied upon, after they have been nour-
ished by the f1nd1ngs of the rational methods.

Even after everythlng possible has been done about it, policy-
mak1ng continues to face much uncertainty. What its basic orienta-
tion in dealing with uncertainty will be is a strategy that must <.
be established during metapolicymaking. How much uncertainty there
is also largely determines what the optimal form of the policy should
be, because different forms have different capacities for putting
up with uncertainty. Among those with a large capacity are frame-
work policies, conditional policies, and multiple-alternative poli-

& cies. The high, residual uncertainty is also a major reason why
dntense feedback and repolicymaking are needed to adjust policies
as their unpredlctaBle effects are learned. ,

(Dror, 1968:181- 183)

L’

Phase thirteen, comparing the predicted benefits and costs

»

of the various'alternatives and identiinng the "best" ones combines
calculatlng and comparlng net expectatlons as described in connec LN
wlth the ra;1qna1 model.‘ Balanc1ng of beneflts and costs of each al- \\\\
ternati&e_is cariigd out primagiiy by employing mixtures of the process |
nf calculation - ere that is possible, estimation where calculation i;
less possible comparispn‘?f projected results and intuitive judgment.

1

3
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The main problem that occurs in operationalizing this phase
is in trying to compare qualitatively different types of benefits and
costs, wgich differ not only in substance but also in their chronological
distribution.and in how reliable the predictions that they will occur
are. It is relatively simple to identify the "best' alternative when
predicted costs and benefits are in all ways judged to be superior to
all other alternatives. But when there are various alternatives whose
predicted costs and benefits show competing patterns, choice of the
"best" is more difficult. Inithesg cases it is sometimes possible and
preferable to generate additional ¥lternatives by combining features
of those initially develoﬁed. Thi implies that theré must be continuous
feedback between this phase. and phase eleven where alternatives are gen-

erated.

Phase fourteen, evaluating the benefits and costs of the '"best"

alternatives and deciding whether they are ''good" or not, completes the

cycle of processes that prospective‘policymaking might follow. This phase

is simply an extension of that described under phase thirteen. Where
phase thirteen is directed towards the comparing of costs and benéfits
between and among the various alternatives that had been generated, phase

fourteen directs attention to comparing the "best" clternative with the

If the best alternative has a ''good" expectation by.this stan-
dard, (i.e., the "goodness" standard of the relevant policymaking
unit) it should be adopted as policy, then the post-policymaking
phases begun. If the alternative's expectations are 'not-good
enough," feedback processes should set off a search for more altern-
atives or lead to changes in the standard: ...)

{Dror, 1968:187)

Determining the goodness standard is one of the most crucial
P _

processes in thi§ model of policyméking. It deterﬁines whether an’

»

-

desired notion of "a good".alfernagive. Quoting again from Dror: '4t‘

C——
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alternative is accepted or rejected., If the standard is set too low,
public policymaking will not be as good as it could Bé. If it ig set
too high, waste will result in endless searches for additional and per-
haps nonexistant alternatives...Setting~the standard then could léad |
to the dilemma faced by proponehts of the rational model, In order to
fproViae some guidelines on achieving some degree of opfimality without:
becoming too figid, Dror suggests the following conditions that again
involve a mix of rational and extraratioﬁal components in specifying
what may yield a goodness standard that should almost alwaysVSatisfy:

It should require: (1) a high probability that the society
will survive (in the larger sense); (2) .a.high probability that
the policy will be politically and economically feasible; (3). con-
tinual improvements in the net expectation of policymaking in the
same unit and-of new policies as compared with similar policies
in the past, unless the major envirdhmental variables become worse;
" (4) better net expectations than in any comparable policymaking
system; and (5) highly developed search for alternatives, with,

at the least, extensive surveys of knowledge. It should also

(6) pressure policymaking to be as good as possible, by requiring
checking up on the policymaking phases through which the proposed
alternative has passed, and by demanding independent simulating -
of some of them. Finally, it should (7) generally be explicit,
and known during all earlier policymaking phases, whose activities
it will influence because the various actors will anticipate its
verdict. Establishing a "goodness" standard that satisfies these
seven conditions, especially condition 6, will obviously impose
certain structural requirements, such as that it be slightly redun-
dant, on the policymaking system. '

(Dror, ';968:&63, 188),

All partsvof the metapolicymaking and policymaking systems
nust be-interlaced with adequate communications and feedback mechanism;,
which cfdsscut and interconnect all other phases. The following model '
iilustrates‘Dror's view of this feedﬂack’feature'which is accepted.

>

Post Policymaking

—

The model on page 4§ ends with phase fifteeh;3motivating.

the executing of the policy. It is the position advanced herein
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that motivating %he execution of po{icy, although it is crucial to later
success of policy implementation, need not necessarily beAa function
of the arm of the organization tﬁat formulates pelicy. As argued above,
the policy when enunciated may be given official sanction by the legis-
lators in the organlzatxon. It will then be glven to the executors (who
may or may not have formulated it). . It will be this latter group that
will motivate execution, execute and evaluate. But again, there may
be significant pa;iicipation in these aetiyities wi;h the official sanc-
tioners of the policy; Again the importance of communication and feed-
back into the metagoal setting, metépolicymaking and ﬁolicymaking arenas
., must occur. |
Hhe methods of making policy that have been developed using

T .
the systems approach as elucidated herein with specific reference to

: .
Dror and Amara can be applie@.generally'when the other five models pre-
sented Sy Dye are being considered. ) Whether 1t is one of the three
structural alternat1ve type groups that is 1nf1uenc1ng policy primarily,
"or one of the two 1deal1zed functional perspectives that is being em-
plbyed the steps to making policy proSfectively can be thought of as
following in some respects the procedures‘outllned ‘above. In eacﬁ case,
the details and extent of cons1derat1on of each step will differ, but
in the general case, the description given is typical of the processes
that deliberafe'policymakiﬁg seems to follow. What seems to'be called-
‘for, is more rigorous application of the”know;edges aVailable,'serthat

~ over-reliance on intuitive methods only can be reduced.

Y

Retrospeetive Policy

The second sense in which the term policy is used in this

study refers to policy that is made as experience accumulates and is

3
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only discovered retrospect1ve1y, viz., that which has arisen through

taC1t acceptance of pract1ce and is 1mp11c1t latent and unwr1tten re-

siding only in the collective perceptions of its formulators and imple-
menters. An explanation of a rationale for considering retrospective
policy as a distinct type of pol1cy will be g1ven and some notions about

how one mJght der1ve such policy from ongoing operations will be explored:.-

A Rationale

-

Retrospe@tivelpolicy development or discovery can be rational-

-

‘ized by considering certa1n aspects of the models presented above. -Each
of the nodels seems to accommodate the argument herein presented but
reference to systems models most clearly makes the case for the central
place that retrospective policy is claimed to occupy in this study.

The development'of the rationale for Tetrospective policy dis-
covery is facilitated by extracting from the arguments presented above
relative to development of policy in the prospective’mode and the Amara
framework; the.following ;impiified diagram of relationships that exist

between and among goals, policies and activities of an organization.

[ Meta goals - oolect1ve54

/
/ ) .
rollcies
y .
v

'Ith1V1t1es|

FIGURE 7. PROSPECTIVE - RETROSPECTIVE POLICY DETERMINATION
A"

‘The three boxes represenc goals_(meta,goals to basic objectives),

N
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policies, and activities as descriptors of distinct-elements.thﬁt to
some degree ¢xist in all drganftations.é”lf organizations have purpose
as classic definitions of organizations suggest, goals and/of objectives
exist either explicitly or implicitly. If one accepts the definition
of policiesvused‘herein, it can érobably be argued -that drganizations
all opefate consistent with pqlicies (again thgsé may only be implicit)
which‘reflect the intent of Basic goals. An organization exists to "do"
something. What! it does constitutes its activities. At this level,
because -action can beiobserved, we find somefhing that can be measured
andvanalyzed. The ﬁncertg}nty surrounding exisfénce of goals and poli-
cies does not seém to apply to activities af the operating level of the
organization. ! ’ |

A BaSic activity, and one about whigh;;nalysis has b;en under-
taken is decigion-mékiﬁg in organizations. TQo generalized types of
decision are characterized by the reversing arrows in the ab§§e diagram,
These suggest that activities and-poli;y at the lower level are tied
together\by decisions. Similarly, goal formation and policy creation
are linked by highef level decisions. The.direction_of the decisions
depends upoﬁ whether one is considering prqépe;tive or retrospective
approaches. Under‘the'prospect've mode, the arrows poipt‘down while
the reverse is true when the retrospective mode is being utilized,- Thus
a policy may dictate the type of decision to be made about a particular
actiyity (pfospective'mode) or a cluster of ongoing dcéivitie;Amay be
ethined, anq a decision made to extract a.unifying statementf%r des-

)

cription of the relationships operating, thus resulting in an explicit

| policy statement (retrospective mode). Aliernative methods of extracting

'unifying policies from ongoing activities and ways of examining‘the hajor
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decisions necessary to facilitate'the aggregation of commonalities among
activitiee and decisions into policy‘Statements are diseussed below.

.Katz and Kahn (1966:260) seem to equate deciéions about goals,
procedures for achieving goals and evaluating performance with policy
and argue that;fhe prospective mode is the appropriate way to formulate

such policy. They then consider decisions affecting routine administra-

gt *

tion ané ad hoc decisions as non-policy decisions. The policy-adminis-
tration dicﬁotqmy is‘discussed at length and dismissed with Gulick's
(1937) proposition that modern decision‘theory should concern itself

- instead "with the decision between policy veto on.the one éide and policy
planning and execution on the other." Several references are made to
the frequent occurrence of ad hoc decisions, each time accompégied by

the notation that these "... decisions have precedent value nevertheless,

(and) reflect a need for policy which is inherent in the nature of the

N

organizatione (Katz and Kahn, 1966'260)>"
k Furthermore, Katz and Kahn state that ""the mere announcement
of an official that the policy of the organlzatlon will be thus and
so is not inxitself proof of policymaking ... (but) we should lpok qt
the -actual Bysteqic chanées taking place rather than accepting the state-

—

‘ment at fece value ... the fuhetioning 6f a system is not necessarily
N . :
given in the statements of its leaders no matter how sincere'they may
be." Thus, it may be argued that Katz and Kahn perhaps unconsc1ously
do con51der retrospectlve modes of discovering implicit pol1cy

It would be interesting to examine policy manuals of public
bodies aed compare -the adequacy and completeness of fhose policies with

§:§hgoing operation‘bf the system. It is the writer's contention that

a wide discrepancy may exist and that in the area of public education,
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~written policy that reflects reali;y and guidg§ opgrations is mbre of
a need than an actuality.

One could accept the preferred Katz and Kahn mbdel.énd 6pt
for more frequent and better'prosﬁective policy. All would agree that
this is a desirable direction to pursue but since fhiS'historically seems
. to have been the route to such explicit policy as does exist and since
there is such a scarcity of public policy statements, perhaps the direc-
tion to move if we decide to make policy_explicit and reaiity based
is the retrospéctivéiroﬁte indicated above. |

Before proceeding in either direction, howevqr,ﬂthe caution
raised by Dror (1968:235) relative to "Restraints on Pé?ﬁitted Findings"
mst Bé‘considered When controversial issues are involved ther; are
times when public policy may be to avoid making policy public. In such
circumstances Lindbloom's (1959) "muddling through" or Etzioni's (1969)
"middling" policymaking may have to satisfice. It would only be within
the context of a specific ﬁolitical incident that a decision to.move
in this direction could be rationalized.

Additional insight into the place of retrospective ﬁolicy can -
be gained by further examination of the Amara‘;ramework (Page 32,.Figure
4). His framework, by directing arrows to the right seems to be repre-
senting prospeétive policy development. -By including.inputs to societa1
processes from the external environment.and as a resﬁit of infe;nal or
oﬁgoing changes, many of ;helweakneéses ascg&bed to the strictly r;tional

model of policymaking dishussed above are avoided. The problem that

AN
\

may arise, however, is that societal procésses may be guided by external
societal events and internal societal events to the minimization or even

exclusion of inputs that rationally could result from Amara's strategies
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(policies, plans, prOgrams). If the institutional modél was the one
which seemed to be being followed, this would not likely happen, for
governmental institutions because of their proximity to the decisions
and actions of government can be‘expected to be conscious of the need
for plannlng and policy.” But if interes; groups or ruling elites were

controlllng bl ik %, it is entirely possible that their se}¢btion

of,envirbpment; : - gid largely negate planning or policy consi-

derations, stanée?‘at least. If this were to happen

w')

. fand thls study

wll
ds - that iﬂlfrequently does) policy is not effect1ve

Tin gu1d1ng actlon andAEhy never be exp11c1t1y formulated Methods of
aggregating 1mp11cat10ns of ongoing societal processes resulting in poi;
icy statements again seem to be missing. What may be requireq in'the
Amara Framework i§ a feedback'mechaﬂism connecting societal procegges
and'stratggies where retrospective poliéy discovery could be accommodated.

. One might argue that Amara's attainment category which obtains
feedback frqm societal indicat;fs does in fact allow for explication
of‘implied_pdliCy arising out of action. The diécuéssiéﬁ of attainment,

. )bowever, dOes!noé seem to include discovery oﬁvimﬁlicit'policy. Attain-

Jment;‘are défined_as "subjeqti?e_m@asqres of acthVement or accomplish-
ment (Aﬁéra,.1972:64)." Perceptioné-filtered through value screens form
the basis of_Amaré';uattainments concept and seem to be most useful in
mﬁking evalﬁétive judé;éhfs.:These judgments seem to be an essential
ingredient of improved policy fdrmulétion in making "go," "ﬁb-go," or
"modify" policy decisions buf the entire description seems to be insuf-
ficient to account for the policy-bf-extraction proces§ which the term
retrospecti;e policy discovery connotes. It may be argued that attain-

ments can only be u#ed asvthcéériterion'against which emergent or
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implicit goals may be ju&ged after a retrospectively derived policy has
been enunciafed.
Amara's discussipn of strategies quoted on page 33 of this,

) . . 2 * - ) » ’ . !
study merits further examination relative to discovery of policy hy the
i

retfdspecgive approach. He is careful to point out that there are sig-
nificant relationships between aﬁd among policies, 'plans and pregrams,
- i.e;;.his strategies. The.implication seems to be that these,th{$e Stra-
' tegles proceed in sequence 1f policymaking is to be effective. Again,

the prospective mode seems io be descrlbed. But as far as daccommodating
“the notion of retrospectlve pol1cy development,; perhaps the direction

: " ®
of thinking might be reversed. By conslderlng‘programs flrst plans

next and policies thereafter, greater success in discovering ‘what policies
- - [ .

in fact guide programs may;be“experienced. If programs are direcfﬁactioﬁs

' e .

and operat1ng rules which are- being carried out to meet ob;ectlves the *

inherent plan must be discernible, for plans exist, for Amara, in terms
2]

of objectlves. One step further back i,e., 1nferr1ng "detailed goals"
- leads to, expre551on of pollcy. V1ewed in thlS 11ght polxcy, plannlng
A ‘and programmlng could be v1ewed 1ntegra11y. The failure in making: the .
relatlonshlps more clear may perhaps be a result of trying to 1mpose
--van unnatural d1rect10na1 blas to a process that more: commonly is asso-

cxated in reverse of the ra®ional model, which again seems to be 1mp11-
:l— »
., citly assumed.

Dlscover1ng Pollcy Retrospectlvely

/
The foregoing discussion seems to suggest several ways by whlch

’

anfanalyst may infer and_write pollcy statements from his observatrons
of action. Among p0551b1e star§1ng p01nts are analy51$ of activities,

T cr1t1ca1 dec151ens,.or actual-and ant1c1pated crises. - If an observer,
. ' \ \

-
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either participant or non-participant, were to éq into a publric organi-
zation and simply list the activities.that are beiﬁg carried out, clus-
ter them into related areas and analyze both manifest and lateﬁt intents
of the actions, he may be in a position to infer a. policy statement which
had implicitly been guiding thé actions. Such a taék ﬁould, in a large
organization, prove to be of such magnitude that meaningful, generalized
policy.statement;,probably could only be ponstructed with difficulty.
Hence; an examination of critical decisions affecting action may be more
productive in that the class of decisions chosen for analysis could be

s
selected to deal with broad pollcy matters, thus eliminating the many

operatlonal qr simply administrative decisions that guide minute actions.

- Hayes and March (1970) used this dpproach in studying univérsityvgovern~

-

"ance. The problem, however, lies in knowingawhat decisidns are critical,

and which ones ought to be includéd in such analysis, 'It seems that
theAbniy'wanyne.c§n decide whether or not a decision is critical is
to'réconsiéer the context in which the decision was made. .

Entering the search for éxplicit policy via analysis of past,

present, and anticipated crises, as determined by interview of key per-

sonnel in the organization and content analysis of available records

of communications may be more effective for the reason that consensus
on perception of critical issues ma; be-mbreAreﬁdily discernible than
'identifying.major decisions. However, the problem 6f determining who
the key pérsonnelﬂére and whéiﬁéf their. perceptions of critical issues

are representhtigg;f ins: , a problem not unlike that raised in the

preceding parég;gph which again can probably only be regolved within

“a%specific context. ' o

!

5
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The Evenson-lleron “Approach : N
; : ERN

A procedure for policy identification was developed by person~

o~

nel of the Edmonton Public School Board which may have application to

identification of public policy at the goVennment level. o
:Followinﬁ proclamatiog of the Scnool Acts‘onpAngustvl, 1970,
the Edmonton Publlc School Board addressed the problem of policy identi-
fication'and policymaking. Evenson;ano Heron evolyeo a definition of
policy which is similar to thevone used herein, described the character-
istics ofﬁpolicy; and examined the’telationship of policies, regulations
and procedures They then proposed a format for classify1ng school board

policies and soughtiboard sanction to proceed with development of a pol~

1cy manuallf-- e adﬂlnxstratlon wanted the new manual to reflect intent

more nearlylthah did the existing Davies-Brickell‘(1960) catalog of fég~

wn

‘ylations that was considered to ‘be the board' s policy.

. _
The .approval was granted and the guper1ntendent was author-

’r

,ized to prqéeed He delegated the task to a Polzcy Development Adv1sory“
Comittee (P D.A.C. ) whlch in turn delegated orgamzatlonff the prOJect-
to'Evenson and Heron. In eonsultatfbnﬁwith P.D. Avc.: Evenson and Heron
1dent1f1ed twenty e1ght general areas: about which, it wai felt, policy
should be written. Each m;mber of P.D.A. C :hen was made chaxrman over
alfeé policy areas.‘ Staff was seconded, the public was qpvited and stu-
"dents were asked to assxst in development of a policy statement for each
of the twenty-e:ght aréas. These committeé} were 1n1tlaliy drged to
write a short but comprehen51ve policy g?atement concernipg current pol-
icy. Th1s they found dlfflcult so they were instead encouraged to v1suq
alize an ideal policy and write that. When this had begnfdone, it was

relatively simple to move back to the '"what is" statemeg' s long as . -, ;

t

N
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a "what ouﬁht" possibility wa3 kept in'sight?‘ . »~
o

" Thus twenty-eight statements of policy ‘were extrticted from

practice and board philosophy. ¢

It is interesting td';ote that Jantsch's objegtion to activ-
K

v
-

1ty such as this (whidh is mentioned earlier) is anticipated and answered

R
in that the process focussed onépolicy change. It did not stop at 1§en-
. 8§ o S
tification only. . ' oo s

4

oy C .. )
“ . Evenson and Heron a:d P.D.A.C. were able to identify,the .
twenty-eight areas where policy explicat1on'was needed because of their

knowledge as board émployees of the system. Thus their methodology

.-could’ only be applled,xn other 51tuat10ns by a part1c1pant observer.

‘”were to objectively identify policy in an organization under study.

«y

&

Somewhat different~techn1ques would be necessary if an external reseﬁrcher

]

"RetrOSpectively Discovered Policy and the Policy éciences-

The dxscu551on of retrospective policy as présente"herein

seems to suggest thai implicit or retrospectively derived policy exists

/

~and that 1t can be made explicxt. If these supposxtions are correc:,ﬂp

‘ with. polzcy analy51s, i. e., identificatidn of policy alternatives. .lt'

then their relevance to the areas 1dent1f1ed for incIu51on 1n/the pol1cy

»

'sciences becomes importint. Policy scieqces 1n1t1311y are concerned

would seem difficult either to develop inrovatixe policy alternatives

NS

or. to select the best alternative from among,those generated 1f the un-

¢'der1yin;,or 1mp11c1t policies guiding current actions:.;;

Mi$ib1°‘ig a 8°31 ‘it is argued that detailed cbnsideration of pol1cy fﬁ

B 2

¥
not first

‘-made explicxt._ Thus 1f improvement of rationality by accommodation of

RERS A &y -
Ao ) W

v?“as'many factors relating to pdlicy development in the system as is pos-

'v

‘; ? . s
o ide?tification or policy discovery by the retrospective route is -

- a
LS . o 2 v s e . - @
'Kr".'l’vf o - . Lot . . L d
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essential, This process is in need of research and'development as much,

as any other facet of the policy f1e1d and in the gp1n1on of the wr1ter, .

should form an addltlonal and basic concern of the pollcy sciences, dvi

Contextual Mapping ' . .

A way of eXamlnlng the factors identified by Amara 1s prov1ded
*

by Lasswell through h1s conceptuallzatlon of Contextual happ1ng whlch ‘z:V

bffers perhaps the most comprehensl'h;’ method of extracting policy from

.<~ b
L v ° . -

Y \ ,.-r'_.,r"‘d./‘ |
practlce. ot 3 T o ,_13

g Lasswelli; Work rests upon a model of the Decisxon and Social

, .
Proceg‘s nyﬂ,.he develop? as follows""

Vseeklng to maximlze ‘values

»(gratlfylng outcomes)-—————-———ut1112e

e e ’
. ,..
Y s

.«
VR VX ] %

g 1nst1tut10ns

~affecting resouraes.
S R

v
M

Tﬂis is developed in Figure 8,_L’,‘f*

The part1c1pants are all who 1nteract in a social context cho-

o -
a

sen for pol1cy ana1y51s, v1z.. groups, or 1nd1v1duals and those groups
and ind1V1duals that shape or shire values. Value shaper's rnglude active
pol1t1cai leadbrs and off1clals who share ‘power, 'Becipients of benefits

of the pollcy become value sharefs. ' ‘ - .
. o4

The perspectives are | the subJect1ve events experlenced by the
/

part1c1pants 1n the soc1al protess. Perspectlves of identxty 1nclude

the I, me, or the pr1mary ego symboﬂs b;The perspeinves of demand are
L,» ]

-

preferences an@ v011t1ons. They‘are value demands wh1ch can be c13551f1ed
. / R - “84

under e1ght base yidues 11sted in Figure 8. B g
- . #
Perspect es include expectetlons, wh1c are_ matter-of-fact
A P

references to’ past, present or ‘future events,

s

o Myths refer to a11 relatively stable and coherent patterns

A

‘. "‘

B . %

[
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.

" of perspective. Doctrinal cohponents of a myth include the more abstract

statements (the phllosophy) Formula myths refer to prescriptive norms

- of conduct that are adhered to on pain of deprivational sanctlon. The

-

‘miranda are the relatively concrete and expressive elements, such as

‘the popular culture.’ o o af&p”
s 7 .
. -Thejsituations are .ones in which interactions occur aﬁﬁ ¥

@

1nc1ude ecolOglcal or spat1a1 dimensions, temporal d1men§1ons, aréﬁa§§&i
<:inc1us1ve or exclusive, cr151s or inter-crises as well aé\:rgan1zed and
unorganxzed : S ' . \
o . .- . 3

Lasswell next considers the 1mportance of base.va\ues. Before '

\ -

preeenting hlS categor1zat1on, however, it will be useful to 1nvest1gate
N —_

a def1n1t10n of the concept of value.. S ‘

Argyrls (1970:64) says that values are 1nternal1zed commands.
. S
Ross and‘Van Denazaag suggest that they "are probably best thought of *\

not as part1cular ends that are de51red but as criteria or standarqg

i

" in terms of wh1ch we choose or evaluate such ends 1957: 274) " Thus jus-’

tice, l1berty, dempcracy, wealth ‘self fulf111ment and happ1ness may

be cons1dered to be values for they are crltqgﬁa or standards wh1ch can-

\ not be d1rectly obtained; they are reallzed only by the attaxnment of

ends which y1eld these values. Erlckson (1962) stn’tes tﬂeat 4'ualues are'~

cee concepts, character1st1c of the 1nd1v1dual vee 'y of what one ought,
o ) .

-

in ‘some ult1mate sense, to do. "

o » |
Values do not exlst alone. ..Hence the concept of value'pat-

terns or Nalue framework is 1mportant for understand1ng. Graff and

Street (1957 120) suggest that: | - R

s .
v

Value framewolk means - the careful integratlon of a number of fac-
tors so_as to arrive at a concept of what is 'good' for mankind,

- and what.behav1ora1 choices are open to him as he strives to reach
thxs 'good' I The factors 1nvolved in such an integration 1nclude

e Ty, . -
. . . . . g

'y
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understandings of: (1) the nature of the universe, (2) the nature
of man, (3) how things work as causal systems, (4) what is good
for man, and” (5) what choices 'are possible.

To summarize, then;~whengwe talk of values we refer to person-

ally heid,-ihternalized stahdsf8§‘which are based on oug,inhermost
convictioﬁs of what ultimately is "right" and "good" for man. The
values we hold may be thought of as those principles by which we govern
ourselves when we are doing what we feel we ought to do and are not

necessarlly those we profess: ‘%ﬁﬁ?e§“¥1y, man is consistent in h1s

£

values, but careful observation of self dlscloses 51gn1ficant contradic-

-

tions that generally remain unperceived.
. . 7/

Lasswell groups the base values into eight categories under

which, it is claimed, the nearly infinite number of preferred value s

outcomes may be classified. They are:

Institutions.with which each value

~ Value : ’ | is associated
Power - C- Government,~igw, political parties_
Enlightenment Languages, mass hedia, sc1ent1f1q‘§
establishments S
Wealth : "‘: - Farms, fhctor{es, banks
. Nell-being A o Hospitals, recreatiohal'facilities
)ff;:Skill L Vdcational, professional, art schools
K Affection . . Families, friendship circles .
573 L - &
-aesn;ct L "~ Social classes and castes v
oo z(g. ) R _— )
Rq'titude- siff\ o Ethical and religious associations
o .
.)j. ,, Nhe ajﬁslue is held with suffic1ent conviction to 1nst1gate

: s

el
' V"

‘j._-‘

9
-Aﬁlction, it can be !hogght of as{hav1ng been the impetus behind a soci‘.

force. Extracting fiom.ﬁhp ugrk of G1dd1ngs (19223, social forces

.

g

are energibs that arise both from within and from outside of society.w,

| & -
hE
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They are value laden and in an analysis of the social context a descrip-

tion of their variety, strength, and value orientation can provide

A} .
- slgnificant insight into certain environmental influences surrounding

a System, .
In describing his contextual map, Lasswell éefines strategies
‘as the m#nggeheht'of base values to affect value outcomes. These value
outcomes may be classified as value indulgent or value depiivational for
the participants. To be induiged is to occupy an improved position in

the social process; to be deprived is to occupy a worsened position.

Lasswell's model of .the decisign process distinguishes seven

power outcomes: -

\

Intelligence - - gathering, processing and dissemination of informaQ
tion. : '
Promotion ‘ - adds agitational intensity fg_the dissemination

of a value demand.

promulgation of regulgtions by constitutional conven-

. Prescription - i
tidns, legislatures assemblies.
Invocation :- the® act oé:charactetiﬁﬁng a concrete situation, in
' terms of its conformity or nonconformity to presctrip-
tion - by policy, juries and courts, N
Application . - fd; final characterization of concrete gircumsfancés
' f,_ in terms of prescription - task of appellate court,-
‘ and bureaucractic structure in public administration.
'Termination - cancels dﬂprescription,ahd deals with_residual
\ claims.
Appraisal - characterizes the aggregate flow of decision accord-

ing to the policy objectives of the body politic
and identifies those who are causally or formally
responsible for successes or failures.

‘Interaction can be summﬁrized in terms of value shaping and
v FY A - - _
sharing, and especially:..of value priority, accumulation, distribution;..

'investment and enjd&méntté-When a value is invested, it is employed

iﬁ the shaping of further values of the same kind; when a value is

[ “ - -

oo
iy
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;gnjoyed, it is used to obtain other values. The‘investmeﬁt of wealth
is a good éxample. A wealth value is invested when the wealth ﬂ?“used

~ for capital purp?ses; It ?s enjbyéd when it is used to purchase enlight-
enment, 4nd well:zbeing. ’

The effects of interactions can be analyzed by summing gross

and net outcomes,
S N
Gross value outcome

value indulgences reccived

= gross outcomes less value -

Net value outcome

, .aéprivations

Net vaiue, change, = values i at the beginning qf a
period pius or‘hinus net value

‘ ”outcome,at,the:end of the period.
7 Institutions re%#@&;b the’ samg events that 3@@ designated.by
. ) , '.‘fj‘" ol Teoa e

&

’ ! ! ORI 9 :
the value terms; Lhey make it possible to fE%mulate fundamental questions
about the interbjay between any specific institution and the Gaiue-shap-

ing andrﬁalue-sh ring processes which the institution affects; and which
it in turn effects.
Analysis of the social»process in thesh terms enables the con-

“struction of a contextual map which Lasswell sees as being a central

activity in the study of the policy sciences. ‘

= . " . . 1 . '. . "

' . ~Once a contextual map is drawn, examination of specific pro-
: 1 .

blems is facilitated, for the map proves a guide to the®explorations

i

that.are‘necéssary,if specific issues are to be dealt with creatively.

L3

'LaséwellbsuggestQ that five intellectual tasks be undertaken

relative to any, specific problem. Jhey are:
l N . ) “ =Y . sy E .
Goal clarification: ' What future states are to bé realized ™
' ' as far as possible in the social
process? :



65.

Trend description: To what extent ha&e past and recent
events approximated the preferred term-
inal states? What discrepancies are
there? How great are they? Lo

i

Analysis of cbndition§: What factors have conditioned the di,
rection and magnitude of the trends
described? . ,
‘Lrojection of developments: If current policies are continued,
- - what is the probable future of goal

b realizations or discrepancies?-

Invention, evaluation, and What intermediate objectives and stra-

selection of alternatives: - tegies will optimalize the realization
of preferred goals?
r o . : r
¥ , (Lasswell, 1971a:39) <:>

. ;
- . . /

The five categories of intellectual tasks stress content

»

and procedure, emphasizing that the contextual map must be clarified
- . / . A

and drawn so that it is relevant to the’f!’e taéks. Alternate prefer-

ences shonld beeome visible and trends should be apparent if the histor-
ical sequences:that reelized or failed to realize preferred goals are
adequately deécribed Scientific content, brlnglng necessary knowledge

~ to bear on the problem must be 1nc1uded in the: map. Thxeaﬁﬁould isolate’
conditioning factors that have influenced trends. Some 1nd1cat1on\gf
future development shbuld also be included in the maﬁ\-—Finally, a “
contextual map must assist policymakers to 1nvent spec1f1c pol1cy
objectives theQ;);e compatible w1th goals establls“ed and to weigh
comparative value benefits, costs an? risks. The map can only accom-
plish these objecti&es if it contains’an adequate\description'of the
sociel and‘_ecision proceeses that hdne a bearing 'on the policy problems

‘- {5 |

that are_td¥be addressed.

'
1 v
s B N \

A Contextual Map Applied

“

The foregoing summary of Lasswell's work would, when applied

*
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to any policymaking activity, create a climate in which policy issues
could be rather comprehensively examined. A contextualfmap-would seem
to be ofvsiénifieant benefit when policy was being made prospectively.
It woold also seem that it might ossist in extracting policy statements
from‘praetiee in a retrospective policy discovery orientation as the

fb110w1ﬂg paragraph illustrates.

Suppose that a government becomes interested 8 submitting

its practices and procedures to the analysis of a po}icy scientist f-
are

the Lasswell persuasion.' The initial task might be to,define the

of immediate interest. Then a map ‘consisting of charts, illustrations,

descriptiqns models,” simulations, and any other commun;eative device

that would shed light on the actors and their complex interac ions would .
¢

be assembled. Doing thls would necessitate identification of all partft

cipants (as defined by Lasswell), assessing value or1entat1ons of indi-

viduals, groups and refe{ent organizations according to the eight-part

classificatory scheme presented above. Perspectives held, the situations

\

in which_the various interactions occur, the strategies employed together
S : ' . ' -
with aniigsis of intended and unintended outcomes and effects woul&éshow

N i - - . s L] . ) ) . ¢ '
where the organization is consistent and 1ncons1stent with any professed

\

goals it nnZ have. Attentlon would have to be glven to goal statements,
trends condltions, projections, and alternatlves as. descrlbed on page
64; From an exam1nat1on of these factors, statements of current implied
policy could be drawn and implications for needed change may become
apparent. The information could then be fed back to policymakers for

e .
further consideration and possible action.

PN B
- In applying the eognitive or contextual map, certain cautions

must be kept in mind. The process is not simple. It requires thé"f

—
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assembly of much data by competent researchers using a Yariet; of tech-
niques. In examining govefnmént>policies, one might'oi%takenly assume
that policies are to be read in the legislation and teg&lations that
are passed. But just as Katz and Kahn (1966:260) cautign against tacit
acceptance of statements that a policy is thus and‘so} so must the
analyst be careful of too easily being convinced that a haw is a polioy.

Frequently politicians proclaim intent that is not bornefout in the

legislation that the government enacts.

Sdﬁma:i
This chspter has provided an introduction to the new supra-
discipline that has come to be called the policy scieoces. Four areas’
of interest sre thought to comprise policy sCiences, vizlh policy ahaly—’
_ sis, megapollcy. metapol1cy and reallzat1on strategy Policy anal}sis .
_con51sts of an approach and methodology for the design and 1dent1f1cat10n-

of greferable a1ternat1ves~w1th respect to complex policy issues. Mega-

policy is master'policyvgg the:policy which pro&ides a guide for a set

Rt

of discrete pdlicies."Metapolicy is policy on policymaking. It is that
pollcy wh1ch deals with the Haracteristicsjof the policymakingfsystem.
Reallzatlon strategy is an area of interest which relates to pract1cal
‘ways Qnd means of actually improving policy and policymaking %hrough
application of/the knowledges gained in studying policy.

An operat10na1 deff#itlon of policy is derived for purposes
of the study wh1ch suggests that a pub11c policy is a ma;or.guide11ne

for fugyrovdisc§gtiona;y action. It is generalized, philosophically

based and Tes an intention and pattern for tsking action. Develop-

ment of pol1cy prospectively is d1scussed iﬁ?deta11 and following a

Treview of the -nature of*models in sc1entif1c wo& an exammation of
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six specific policymaking models is conducted, It is suggested that
the elite mass model, the group model,‘the rationel model;‘the incremen-

tal model, the institutional model and the systems model may all be vari-

»

ations of the systems model when viewed in different structural and func-

tional perspectives., Further'development of the systems model is next

<

prov1ded and a method for der1V1ng policy prOSpectlvely using the systems

©

model is developed

An argument is next presented for the inclusion of a fifth
‘sﬁrea of interest in the pollcy sciences., It is asserted that much pol-
itten

Ay

resi-

icy concerning educat1on at the government level is 1mp11c1t

and hidden, It is the pollcy which guides ong01ng actlons al'
dent only in the collective memories of participants., This refers to
policy that is made as experience accumulates and is only discovered
retros?ectlvely. A process for 1dent1fy1ng such poli ¢y is developed

A
and thé assertion made that pollcy 1dent1f1cat10n should constitute as
'51gn1f1cant an area of 1nterest fog,ﬁolic} sc1ent1sts as do the other
'foum subd1v151ons of the f1e1d of pollcy sc1ences.

F1na11y a descrlptlon of the theoretical formulation labelled '
contextual mappiné is presented. This conceptualizatign, it is‘assépted,
provides a,conprehensive bachground,and'strncture for analysis of poi{cy'a
matters in a systems framework. | B

" The purpose of this chapter was to present a conceptual frame-

work and reviewof the litefatnre against which the wfiting of the School

Act could be analyzed. The enalysis based uponithe ideas presented
hereln folloWs preseutatlon of the narrat1ve ‘and contextual map which

”appears in Chapter 5
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3 ‘ \ Chapter 3 -

e RESEARCH PROCEDURES

Overview

The study attempted to test the conceptual, frameworks d15c33§zd
in Chapter 2 by relat1ng the events surroundlng development and passage

¥

‘of the School Act to those cohcepts. A‘case study 1s reported from
the vantage point of the p;rt1c1pa;t observer (Eas:well, 1971a:74)

-who was the chairman of the Copmittee for Rewrifing the Schoel Act.
Validation and correction for personal bias were secured through sub-
mission of material prepared by: the observer to selected participants
and observers who were assoclated w1rp the wr1t1ng prqqect. Access

to source mater1a1 in the Department of Education was- obtalned through

the cooperation of the Deputy Minister of Educatlon and his Assoc1ate -

Deputy. - ’ \

The Case Study Method : o Y

Fairchild (1962) has defined the case study method as follows:

‘ The method used in social research whereby data are collected
. and studied which depigk any phase or an entire, life process
“1 of a unit in its various interrelationships and in its cultural
‘.sett1ng The unit. studied may be a person, a fam11y, a social
group, a_social institution, a community or a nation. In contra
: to the §!§t1st1ca1 method, the case study method glves a more
‘or les$ continuous picture through time of the experiences, sogial
forces, and influences to which the unit has been subjected. :

.Selltiz (1963:60) suggests”that this approach is appl

L
to situat1ons as well as the categ;§1es identified by Fairchi
‘case study method is mg&e of a way of assembling data which/may have

been collected‘in the ways enumerated‘by Fairchild. This method is -

69. .
S - Al
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amenable to a longitudinalvapproach,priﬁarily but when it is used in
o ST . o o
a~réstricted time frame as it was used in this study, it closely resem-

bles the critical incident approach. _ . A

’

Identification of Policy

‘From the list of forty-six major changes made in drafting the

, initial Committee Report, ahd related meterials identification of the

- v

qﬁfive maJor 1ssues~eddressed by the Cbmm1tee! was “nade u51ng the basic

procedures developed by Evenson and Heron (1971) In esSence, their

method as adapted to this study was as follows. TWO Department of Edu-

:'cation observers and three partlclpants on the. Committee for Rewriting
v

LA

'the School Act were chosen on the bpsls of their current avallab111ty

and relatlve.neutrwllty with respect to controversial 1ssues to assist

T s

in the study They were asked to develop five brief pollcy Statements
@

that included what they considered Lo be the most s1gn1fieant issues
dealt with during the writ1ng process.w The 1nd1v1dually developed state-
ments were combined by the: researcher and refined by.the participants
and observers until basic agreement on three major policy 1ssues was’
seeured. ‘There was not fulf,agreement on the fourth and £ifth suggested
areas but a majerity of the participants did egree tha{ they also were
prime issues addressed in wrltlng the Act. T, .
The Amara framework and the concept of polle identification
.ihat is developed'above weré the'focal pexntsrupon which this sect;on

v S

of the research rested.

>

_The case fbcussed on the five policy areas identlfled and is

. presented accord1ng to the contextual or cognztxve mappxngaNOdel developed

by Lasswell (1971a).

S . A o "g D ¢

">

R4
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Data-Collection e

Files maintained in the Department of’ 'Education.\ newspaper
clippings available there, and selected interviews with participants and ,
referent indavid;als from participating groups to validate the reports
of the participant observer were the sources of data used in the study.
Thescnwere subjected to content analysas for material. relevant to the '
five policy issues identified and for materipl deemed essen}ial in dre:t-
ing the cognit:.ve map. ' '

' N
Because content( analysis of documents and assemblyv of the in-

formation garnered was the main source of data for this stpgy_,, a descrip- '

A

[

tion of the method is provided. SRR ' ; 7 '

Berelson (1952) defines content analysis as "a research 1:eoh-r

nique for the ob;ect:wk sthatic, and(\qjantitative descrd.pgion of”

.I‘
. o

the manifest content of communcation "

'l‘he researcher nmst define his universe, whether :l be a por- ‘

'lAi

tion of the press,. statistical records, person o; public, domﬁents bud-

3

Vo 2

: gets~o&?“any other facet of the relevant commico,t;bns thar,iare available.
He must then draw a defensible saiple ‘from that unNesrse Qselltiz, 1963.
" .
337, 509 545) which cons;.sts bas:.cally qf threﬁ’lfeps. sampling of °

' sources (which newspapers, radio statiqns, films, etc., are to be an-

\Jv

alyzed); samplmg of dates‘h:.ch period is to be covered by ‘the study); :

P :
and sampling of units (which aspects of the commm:.caoﬁns Gre to be ‘

‘analyzed). L R = - K
The primary met’hod of establishing reliability e.f classif:lca-
tion is to specify clearly the charac.tenstics of statements that are b
) to be placed in a g:.ven category -and then to. use many examples drawn
fron the source material to 1llustrate wh@t kinds of statenents are ~to

-
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Y L considered as belonging’ inw”given, category “(Selltiz, 1963:341). ...
“-d C% Ve . R .' o e ' L ;.:" , . . = 4 . . < v N :ﬁ’r';
'," & . ) B N ‘ r“»“, ) T Q | o &',,

Delimltatiuns : L : o &

N / e J‘l‘he stlfdg concentrated primarily upon the time period from .
o T e v

January 2 1969 to August l 1970 Necessary antecedents to the writing

Ce ;;;;‘/ T of the Act, particularly where deciagﬂbns c,o{s:qrning imp,lementation of i %. 1. L
! . L

N 4 N v\u‘;v

L tﬁe pro;e&t and methods to. be- used—were faken ﬂere also reported There

% .

P ”was,no consideration of either events or implications of the, legislation

s ' v K

s ) \that eme.rged in the penod followmg l\ugust 1 1970 % date~of~ procla- E
. ‘ » k .

mat:.on of the Act R ~
;,o . The focus was on the processes of policy identlfication and % .
fi & v DAY

analys:.s v Although 1mp11cat‘.npns concernmg relat1ve polit1ca1 power

i v ‘of referent groups ‘the dyna‘lncs of change,"the. 1egislat1ve,process and .

) methodplog:.es employéd by’ the Sor,%alr Cred:.t Partv in Alberta may, have
. Q 9}\

been drawn, they were not conmdered 1n any defmittva way? in th1§ study.
!’ - © - . . . A . ‘,

o u PR . o i . : ~' e ?,, .""Q‘ -,»~‘ ': . 1‘ a '\’ ) "N <, " .;‘.'4. o
o, L1mitations W o R S : R
L @ e - Y, ) b ’ “' S K !
N ™ Restncting the gnalys1s to five ma;orapollcy i’ U
o . tated the omiss‘ion of what may. be équally sigm.hcant 1ns1ghts. L e @
’ N F ’ . oo : . -44
A analysxs 3Ny »g all partlczpants on ‘the- Cbmmittee for.

R et ; . EI
- :/a Rewriting the Schdol Act would ‘ave pemltted greater :msight 1ntq the S .
various perspect1ves and gelecnv! ﬁTrceptmns concermng the act1v1ty ‘ g
ﬁj"’v P RN
R than miistudy has- pemitted.,,. “n» .‘E" - -'».:-j-~ -

S N time frame extendmg to the prisent would have 111ustrated -
_ ‘the contimung nature of certam d:.lemas faced by the Comnttee and L.",“:'._.,,': -
Lo would have shown that re'solution of all conflicts was not accomplished. B
. : ~ _.:‘-_‘., \.. ‘.’(‘.“‘. ) ;" o , M ) . ,/ .
- / k It was assumed that o ectivity was achieved despite thg, ,
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\limiations mentioned and that—the perspectives of the participant ob-

ﬁerver have provxded insfghts which make the risks of personal bias ac-_

C
ceptable. Although such a perspective might be inapﬂropriate for a dis-

ciplinary research mdy, it was assumed that the approach was valid -

}
1
}

fqr a poligr sgdy patterned after the paradigms oi’ policy sciences, C ‘
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R S 'Ihe Minister R :
* ’i,’*:\;'-)‘_‘-zf: el 2

':{\"_'.' Cs '. . . 1‘ ) .. i \ .;' . IT’ ‘. L ~\.‘
s Ty ;- Chapter'd S £
L [ L : e o S S
s o | . .IDENTIFICATION OF POLICY ISSUES- , . /N
B TR . y ' . : ; . " d f
: : LS. S s L /
| Initial Procedures - S ’%/ s "
o .. . The wri.ter ig consultat,ion \:‘th Mr. D Ewasiuk A/Assoc. “
" ? Director of Fie],,d Services‘*and Mj;;. D. Simonson, £ommun1cations .
; e . ot
z ITE ¥
‘ o Consultarﬁ: fréfm\%eir knowledge Of the School Act and events surround-
ing its passage ‘attempted to fo a3 ‘ i{é&“nt of ﬂ!aJO~r policy - - !
1 Y » Y . % Lot e E .
issues addresse:.};a.n writmg the P some dxscussmn and con e
- _deration, a policy ﬁ(gatement wh’ich mighg have beear;. written ’J@‘Q‘ e
"°’ Ministoi?‘o,f ﬁducation as a gxﬁﬂelﬂe to follow 1n writing th A?t was :
e _ ) . B3 . '
o ’éd%tructed ‘I—t was as fcf!ilows . . @ﬁ' N % o .‘; ,
;1’ 6 - o, .ﬁmr g v L . o @ i K R - ..
el . t . - ) . . l
e To the Go ee for Rewritin the School Act. I R
. \ - g g o
Co h&q - Wriﬁh a%et\ct which emphasizes. : : B O R
> 4 ‘W SR T $ y Sup o .
Cee A,A.' : brevity, clarity, and generality - elimmate«wredundancy. @ s
& S tradiction? and anachronisms, K - . Ao &
L S + the rights of individua 'gotecting rights.-tso religions - "
A . iﬂstructi n‘and the lan *of 1nstructa.qn,, allowing the ‘right
Vs Yo *: appeal decisions, allowing: all. res:.dents equal nghts to. .
SRS -, - ¥ Note and- hold . office, allowing citizens open access to. the ’ 4
, T board, and protecting minority mterests, T -
> S _.» CL - a balance between local autonomy and necesgry govermnent .con- - ,=
o I trol ‘leaning toward local autonomy thhin necessary coh,Stramts,
S “ D. ' the negotiation }?rocess between teachers and. boards for "‘
- resolving decisions affeéting local school operation,- d - .
S o B Separate School integrity“without jeopardizimg the Tights of -
3 R : rsons who are. and\vho are not mentioned 1n,Section 93 of *
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l o
' \Y" '"Ihis constituted the initial phase in policy identiﬁiiition
. P . .

conhucted in the study. Theistatement was formulated by one)partici-

i . P - .
| . AT ~ L R

' . t % M f . .
pant in the actual writing of the Act and two persons who have had a:

close assoC1at1on with pollcy issues

. thus f Ilow1ng clo;ely the pattern de}ﬁ\

R

%epresented,th
o )

|
/e R .
!

'5' by Evenson and ﬂggon.

® Déﬁaftment of Education,

-

The statIment “was then c1rcu1ated to Mr. L. G Young, M. L A.,

A.S.T.A. as a part1c1pant‘and observer; Dr.'H. T.

»A . MA Young and Dr. Sparby were both members of the Commlttee for

1,

3

+

;he Chair&an of the Committee for Rewf1uin!'t School Rot, (Appendtéij

x

y

| Sparby, Pnofessor #f Educational Administration, University of Alherta,

etired; and Dr. T C ‘Byrne, Pre51dent Athabasca University (Appendlx:

-11

Rewrltihg the School Act and Dr. Byrne was Deputy Minister of Educatxon

in’Alb ﬁ% at that t1me,; Enclosed wgthjﬁhe letter was a menorandum from

¢

V'a list of maJor features of the Committtbﬂs flrst proposals (Append1 ),

e

B8

Lf

h S

e
'.', . , -

& The dlfferences wh1ch he noted ee\'the suggest1ons

Voo o SR .

three was ked:for an independent appralsal of the pol1cy statement

] v

. L
,and a copy of the School Att as. 1€lwas prlnted in’ 1970 ¢’The panel of

’ r,
,'-if thg!\xmerged Spec1f1ca11y, the panel wasﬁiskea tb rewrlte, amend
or redraft the in1t1a1 statement or to wr1te an ent1re1y d1fferent one ’

which would 1dent1fy f1ve major policy }ssues and would have been, had

’ ’

. of the A t“k . e
r’ } LN smmry of responses from Mr, Young, Dr. Sparby, and
Dr. BJrne folfow. S FAT x P s{‘ {1:; .;..‘

- } ,
-

ﬂtogether'thh a suggested;m1n1sten1a1 directlve as hadlbeen requested

given h1m and

it 1n fact ‘been wrltten 1n 1969 the p011cy statement gulding the wr1t1ng
- .

Xy -

..ﬂ‘.-{,‘) L

5 -‘ipazhdtw mmodat19n of alternate v1ews of . maJor iSSues would be effected

Mr.‘Young's responSeyxook the form of a-memorandum to the writer

-t

v .4

-
g
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the suggested directive which he prepared were based on three consider-
ations, The first was as a result of his experience in the legislature

as an M.L.A. with the. nature of the authority which a minister normally

PEN

_delegates. The second consideration Qasvbesed upon a preference for' o
slight'differences in ﬁordingt‘ The>third‘deeit with Mr. Young{s—percep-

~ tion of rights to sgparate schools, financing of education and labor

r .

relng;ons. His suggested mf51sterlal dquctlve follows.

fy

@uccssmn \IINISTERIAL DIRECTIVE - ber BRYANT STRINGHAH REQUEST

To: 'I‘he Comm1ttee for Rantmg The School Act
. ’W- ¢

Prepare a draft Act hav1ng regard t8 the fOIIOW1ng.

. . (a) The de51%ab111ty to 51mp11fy, update and modern1ze the exist-
ing School Act, while respecting the provisions of the British
North America Act.,

w - - - L . R o
(b) The r1ght of :él studﬁnts to.an adequate educational opportun-
ity; the na and def1n;t10n of that basic right; the r35pon-
Slbllty ‘of uden ar#jts, school boards,, teachers and
W prov1nc1a1 government to fulfill that dbilgatlon.. ‘
a' . v € - e
L The)trad1t10na1 and accepted rlgﬁ%s and pr1V11eges “oF 1nd1v -y
S - 1s with partlcular reference to relig;ous 1nstruct10n, lan- . -
= : guage of instruction, appeal of decisioms, voting and enjoy- - IR
. ment of . off1ce, access .to.school boasdugnd other decisions . - N
in the public interest, ,protectron of minority 1nterest S
Y . i
. (d) -Present government policy, with respect part1cu1ar1y to Iabour
refhtlons and, the financing of education, .

NG

o (e) ' The imp11cat1ons for the organlzatlon.and operation of an ed- v

' -ucational system, arising out. of the evolution of. our society. .
'Among the major implications for-consideration are those of . -
the relative’ reggons1b11ty and a;zﬁbrlty for organizations;

% |

« . the possibility of more economic And efficent educational or-
. ganization; the maxlmum:opportun ty fqr par icipation of stu-.
dents and parent5. Of particular interest to the commlttee .
‘will be the relatlvely recent evolution in'modern, educational. . .
‘ fac111tles, services and. techniqueg; the wide range in popula-- |
A t*on served by 1nd1v1dua1 schools and" 1nd1v1dua1 school dis-
,,4!q tricqs *the ¥rogress “in .teacher education and preparation, .-
! - Ythe growfh'o profigsithI‘!Eﬂbol board administration,: and
. Llthe development of - ‘comnunity, resources which either supplement
' the ‘educational opportunities, ‘or bear-directly on factors
which influence the opportunlty for 1earn1ng. c

T

N . ‘ L) . .
. N . . N -
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“t?? : _Dr. H. T. Sparby responded by rastating the five general issues
in:the following manner: e
7’ u v -
: A, COMPREHENSIBLITY OF ACT The wording of the Act should be both
% exact and concise. Eliminate from'the present Act all contra-
: ’ d1ct1ons an*romsms and obsolete provisions.
% R t. T
B. INDIVIDUAL RIGHTS Freedom with responsibility for in _
to make choices in appropriate areas should be prov1de “for;
also the right. to appeal unfavqrable decisions.

C..  LOCAL CONTROL The role of local school autm;ieéf,shoum 7
be enhanced and clarified. .Only. esscnt1a1 incial Govern- -
o * ment controls should be ‘retainedy :
1 . R # Y '-f,’ . ' W ’ . e .
D. scuoox. BOARD EMPLOYEE NEGOTIATIONS Areas’ for negotlatrons P
_between school boards, »the1r employees should be expanded,t.; .
ant egot1at1on procedu s “clarifi gd - TR T e ot

o

. .v
-iéf‘ SEPARATE SCHOObS gonstltutaona; rights regard1ng separate

* : schools )+ 8s stated’ln the Alberta Act 1905, §hou1d be retalned
’ 3‘ -

lr

: Dr.'T, C.- yrhe reSponded by réstatlng\the statement of obJec-
9 o B

: yﬂ,‘ t1ves which he hsq 6

=

( PirmgiVEn to the‘C E. A They were as follows K i
1. To e11m1nate through conswﬁ‘mn, transfers’ of respon51b11ty, -
and wlthdrawals, many of sqot;ons in the School Act that
* wad been~developed in response to spec1fic 1ssues over a per- '
iod of years. " , LY L 'h'i :

' a I
2. To rewrite 1eg1sldt10n thh a view to° 1mprov1ng its clanlty
by remov1ng wordy 1ega11st1c sections. ‘ _ “ff .
3. To transfer man items of dec1sion-mak1ng from the rigidity.
-of legislative nactment to the flex1b11ty of loEal administra=

tion. .

e T

"4, " To enhance the role of'local school author1t1es through more C
1ndependence in decision-making. Co

S

‘Sf To comit a 8'reater number of detisions affecting local school
o operation to the negotlat1ng process between school boards
" and thelr staff. . P ) P

e ..uu-: ’The three responses in the1r entlrety appear in Appenazces B,
- | : ‘F . _(..é!". B : | ‘ o el

Ana1y51s of Responses

4. E&. YOUng s re5ponse is 111uminating with rqspect to delegat1on
i h"n S v . 2

. A . .
~ . : . L
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X of authority to develop pol1cy. . It is h1s feeling that certain limits
on authority exlsted whether they were made explicit or not. - Although
R his wordlng of the possmle directlve to the Committee is somewhat dif-

" " : ferent the substance is essent1a11y the ‘same as the one that had been
o suggested 1nhthe c;.tcular.‘ ‘ Y - RO

. . Dr. Sparby's respdhs? agreed 1p ‘most respects w1th the sug-‘
l;‘ﬁted 'pollcy directive twat hJad been sent to thiP %anel Agaln the word-

ing %S somewhat dl{ferent but the concepts 'are the ’:;ame as those origin-
) K . . o e T i)
81713' de\feloped . W o E “e- o, ¢ |,

.. . PO S . . "
N . 'y 4 wl. . . P ,, &

) e

L Dr. Byvrne referred to the statement thlat he had" made at. the .
_i: "Q R ‘) , ‘{, , § - i . " , A‘df . ' . ‘/

9%0 E.A. convention an’d used the same llstlng of purposes for rewr1t1ng

’ o b0 ﬂ Ju

.:.,the "School Agt as a’ s*temq&t of pdhcy. . llr Byrne s f1rst and second Co

po:mts are, in combg.natiop, that was mtended 1mpomt A of the state- L}l.

i

Iy Tt w “
¥
ment sent _to. .Qhe panel.., H:Ls palnts three and four seem to be subsumed ‘/;
v _" D .._

uhder pomt C of. that statement‘z. Thus it would seem that pomt B, an / _

LN

'emphas1s on the rights"of 1nd3°v1d‘uals, and po1nt E the place of Separate \

.. Sohqa], leglslatxon were not though‘t by Dr. Byrne. mfo;rm Jnajor ggpusts ‘
e in the rewritlng of the School Act He d1d% agree that the negotiauon
9 process ;as me of the central thvlgusts addressed in wr1ting the Act. //
' W

. Flve Policy Issues : : ‘ L /

v

In summary, then, the pollcy, 1dent1f1cat1on activity undertaken
dlsclosed general agreement among the partlc:.pants on three polic issues,
viz,., the comprehen51h11ty of the Act, an accént on local autonomy, and
reltlance‘ on the negotlation process il.’or resolutlon of many local'_relation-"

~ ship problems between boards and thelr employees. With one exception,

all of the part1cipants in the policy identiﬁcatlon act'lvj.ty agreed

.-,‘.,.‘ . . . ‘ -
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79,
that emphasis on in%%vidual rights and the retention of Sepnrate egools
5 :
§ .

el et » . s .
under the ex15t1ng dmstitutional guarantees were also significant \policy

areas that were basic to the rewritlng of the Act While the two issues
.

" deal substantdvely w1th ‘the same or 51m1lar concerns w1th humgn r1gh‘s

viz,, the'rlghts of mdwiduals in general a&rlghts of Separate' Schqol

supporters specifically, the majority of the participants agreed that

the Separate School issue was sufflclently unique to consifler it as a

;‘u . + “. . ’ - : «

"distinct pollcy area. ) .

,u.',-,,

It will be noted xhat the policy related to comprehensib111ty
of the Act is descr1pt1ve of the 11terary content of the docuqent and —

not to substantlve, legislated issues, * Desplte this dlfference in content

?7"“&» J

of the issues 1dent1f1e§ﬁ’mt was’ 111ustrated that the matter of format ésg

<L o \):

interested parties associated with the .5ﬂf_ Ad.

S
it ’ L Lo Aoy
¥ 3 e . o PR R . L
* A . . . . o e .

S .
, ” - -

e : e : o B
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- 7 & Chapter S

WRITING T ACT

Methodology

-

Files_have been 1nta1ned in the Department of Educat1o

f,(

all materlals and correspo dence assoc1ated w1th the writing of the

. School Act, Subm1551ons fr m organlzatlons, school boards, aSSOC1at10ns

\

and individuals are avallabl 'and indexed, fn addition, the Department
of Education maintains a fil® of all newspaper articles produced in the

prov1nce whlch have. a bearlngAOn education. In assembling data for this

£

B study content analysis of the va11ab1e materials Wds carried out, i.e.,

Loa selectlon ‘was made from the c rrespondence, submg551ons and newspaper

against which further analys1s can be v1ewed ‘A7 contextual m - of the

tempt to descrlbe 1n "as complete a{mamner as p0551ble the env1ronmenta1

f
I [N
and contextual var1ab1es which aff%cted the rewr1t1ng of the Act
\ “ |-
‘Background‘ SR ‘-‘~‘ L 'f\ STt /
The f1rst recorded refere ceé 1n the file of the Department

a

*of Educatlon to a maJor rev1son of he School Act was found 1n a memo-

L&
randum from Dr. T. C. Byrne, Deputy1H1n1ster, to Hon. R. Re1erson,

N ) E .~ o . . . . "_. . (.
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ﬁinistermpf Education under date of July Dr. Byrne indicated
sthat the question of kevising the School Act had been under consider-

‘ation for several months and had been delayed pending completion of the

A,
!gy :

revisions to the Mun1c1pal Act. Attention was drawn to the need for
reorganization of the Act to make 1nformatlon much more readily ava11ab1e.

® Dr. Byrne indicated'that both the Alberta Teachers' Association. and the

Alberta School Trustees' Assotiation had made'representations to the - -

Igovernﬁznt, p01nt1ng out that much in the Act was de51gned for . the oper- .
ation of schools many years ago. It was argued th{f M1n15ter1a1 author-

ity for a yer@ety of aétions such as approval to sell a‘bu11d1n§ of any

type'wasvproEEbly no longer‘required. G ‘ ‘ g

.',_ _ " Dr. Byrne‘ sugges& that aftex

3_ A B.vWetter, Assistant

o
~F

'-H‘hadnset . certa1n sectlons that were |

"1v; P ' . '4; »-m

should be called of 1nterested‘groups to
: E)

R

\

in need of T 1ew, a meeting

explore further the directions that the revision mlght pursue. The mat-

T

ter. of manpower to‘complete'the task was raised and it was'sugges¢ed

byrDr. Byrne that one of the Superintendents or High,Schooi InSpectors_

could be seconded to work on the project along‘w1th agsistance from some- .fg
v one tranned in the drafting of 1eg1slatr{% Tﬁéﬁﬁgmorandum endgﬁ w1th . .

a\request for clarification of whether the government wanted the rev151on
. - . LI O .

. to take place. : S T g ?i

The Ministér of Educatlon responded to Dr. Byrne S memo On

' the fOllOWlng daﬁ%#g1v1ng tacit approval to proceed After statlng that '
. h -
. he had glven some thought to the matter of revxslng the,School Act he ‘ )

" -

suggested that con51derat1on be g1ven to asslgnlng Mr. Wetter to ded1cate

-

«
‘ six months to the tagfi with the help. of one sollcltor. He then suggested
that a .full scale meetxng with interested part1es be held and that it ." .

. ".. . . , ' . .

’
-
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‘be followed up byiappointment of_aﬁ advisory ofw66ﬁ§u1tant”grouP'éom-
posed of Mr, Wetter, a solicitor, and representatives'of the A.T.A,

‘_andtheASTA. - | o _
o ‘ Shortly after the M1nisxer‘s memo was received- by Dr. Byrne

Aits contents were d1scussed w1th Mr, Wette; and the Dlrector of School

| \ﬂlv
Administration, Dr. L. G, Ha11 dur1ng which dxscuSSion Mr. Wetter,

PN

“<~accord1ng to his own statement. given to the urlter, declined to accept

b4

" ‘the assignment, given the contlnued responsxbil1ty t perfbrm in the

-~

- office of A551stant Director of School Admlnzst 1on'

{/AN_\$>\ The next memo on f11e is Mr Wetter*s’%’%ments concerning .

) prihg Session of the Leg1slature in 1969. Mr.“WEtter's general prqposa1§
A ' C o I
for ‘revisidn follow: ] o R @ 2
¥ o 4 _—
PR General Prog_§als for Rev1s1on of the School Act L )
« 8-
N - 1. Establlshment of{qullc sthool dlstr1cts by pet1t1ond?
- s N longer practlcal ‘ndr used., Districts are established from’
recommendanoﬂ reCelved from scheol boards and. supenntendents.
M - : L4 o ’
y » 2. S1m11ar1y some, of the procedures relating: to the establigh-
o " ment of separate school districtsfcould also be- revxsed withw
= out interfering with- rlghts now enJoyed o . .
3. The union of a separate school ‘district w1th a d1v1sional
2 public school d15tr1ct needs to be 51mp11f1ed
Lo “ = ) ' ., 4
4, All references to consolldated school dastr1Cts should be. i
' ~ * deleted,- There are only four left: Barons, Lousana, Falher, ' -
- and Lodgepole. These could easily be handled by a general
provxsion, dlssolut1on or establlshment of one district.

e cant. : , 5 . o .
sl T T . -

116. - It is questhnable whether central1zed school boards, and lo-
cal school boards 1n div151ons and counties should be retained

A \l - ) . * . .\. N .

P TSP ) » . o -0 '\

1,Qg

L~

5. Annual meetings in dxvisional distrlcts are no longer sxgn1f1— o

-



12,

’

11.

- ence,
" it would first appear.

because of such limited powers.,

Many countles and divi

no longer encourage or recogn1ze local school boards.

83.

isions

-

The sections on.-the issuing, sale and refunding of debentures -

, should be rewritten.

over the years w1thput revision,

The parts relating to conveyance and tuition fees are also
out of date especially with the developments of vocational
schools and the introduction of the semester sysfem,

this part has already presented- problems.

e

In fact-

With data process1ng coming 1nto'use, sectlons refernang to

l'records such as school attendange need to be changed.

staff, suspension and dismissal of teachers, qterm1nat10n of

designation' and transfer need careﬁ@L
as’ they have been before the leglslatxve .committee on numerous

occasions,

Many of the approvals of tne M1n1§?§r

&zr c

5
. 3 " . Tevg

requared -could be e11m1nated o .o

\

rstudy in any rev151ons

R

of mlnor 1mportance how

Elect1on prgcedures and 'votes on by-laws dﬂd pleb19¢1tes need
t votes -

“detailed study.
for nonLd1v151onal towns and dlStrlCtS.

tricts could be: 1nc1uded

At present mun1c1pa1 offitials condué
Village sch o
In the case of divisions in’

Lo

absence of?a voters. list, the veting might be handled by, a
system of'reglstratlon, especially when proprletary electors

are involved.
The Municipal Election Agt.

and scﬁool requ1;ements 1q!conduct1ng polls. -

y

Those sections relating to principals and. other superV1sory

They are out of date having been'reta1ned

A system of reg15trat1on -is now possille under :
There- i§ presently misunderstand-
ing by people between the application of. mun1c1pa1 requlrements

-

»

There. should be spme prov1s1on for. Indians to- Rave exactly

. the same privileges and, obllgations as is now ap
\other electors* :

v
A

t0p1cal and alpﬁabetlcal arrangements. L

¢

- On the same day that‘Mr. Wetter s proposals for revrslon were

‘v

| .
>

submitted,tDr. Byrne,addressed,a memo tozDr. Hall,»Mr. Wetter, and

Dr. R.«E. Rees‘rChlef Superlntendent of Schools concernlng selectlon

,of someone to work on the proposed rev131on. Jt was, nq;ed that when"

: someone had been selected clearance to call in representat1ves of ‘

°

» o

<
N3
-

p{icable t0‘:»n

‘There .could be a rearrangement ‘6f sections’ EOr quzcker refer-
However, this criticism of the Act'is not as’ valid as’
There is always some conf11ct between

I\

\

S
1
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interested groups had beén_giien by the Minister. ' It.was suggested

. . Cw,

.that the most significant problem remaining was selecting;and‘trans-

”
%

_'fering the appropriate nefsondto carry the revision threugh.‘“

/

S

s A memo frem Dr. Byrne to Dr. Rees, Dr. Hall, and Mr. Wetter
'.dated Oetober‘l 1968 indicates that ser1ous consideration was being
 glven to moymg Mr. B. L ‘5,mgham to Edmonton durmg the wmter to' . -
,?g o T work ong;he rev151on. PYans to - call in ail of the organitations in- .‘;
b-_ - ‘ﬂ?ﬁ: . ,_"‘.~, . By . Lo S
' “2 Myolved to discuss the rev151on were -also mentqoned S ,

»

. ;%é',-»” B At the A . T A. cd‘rentlon gn Caigary on. NoVember 4, 1968 o

gﬁ@- interv1ew qf Mr Strlngham with Dr. Byrne ’br. Hall,‘pr. Rees, and

Q

. . ’° .
. . A '

_ &
: Mr, Wetter was condngted. On the followlng day ‘it was. suggested that

, rlngham w0u1d 11ke1y be transfered to Edmonton effective January 2,

\"

Lo o o _ L Y
8 o S e . . : f .
E e E i . 5
Ao r:mg the convenu‘* the followmg resolutmn was: passed by
% ,‘}.va : - ‘ L v‘% . } “,._" - . ‘
YL the trustees' ,',_,J : st e ; :
~- o . - v .

That The School Act be rewr1tten in its. entlrety by a. spec1a1,
work group appoxnted by the Minister of EJucat1om and represen- _
tat;ves of the various ‘bodies interested 1n educatlon in Alberta~*~*‘”“”j*

" < - .
tater comment 1nd1cated1that the1r~reasons for mak1ng‘;he re- ’,
O e - ’ a- PR .
quest were as fbllows. o ‘;; - ERCHEE R

v 1, Many of the amendments to the Adt. over the years have resufxﬁd\ L
in a patchwork that has’ not always been quilted into g qonszsh L
Sy . tent ‘philosophy of education that should prewai} in- the/spxrlt o
. of The Alberta School Act.- =~ -+ o - e
Yo N . - . PN .'P- . ‘

- 2. "Many of the. provisions of The School Act are -in the- fqrm ‘of
o . regulations. It is contended that leglslatlon should consti- °

- tute everal!’$011cy and. that- regulations pursuant to these .

ot *,polzcles %hould form a separate. document. : R

- 5

wde wThe School Act is unclear in'g number of 1nstances. For exam-"
o le, - the. school yeer and. the teacher's contract year/ may or
Sk - ) y not coincide, Generally, they dotgpt co1ncide ih practice.’
' ) The school year 1s-def1ned as "the period beginning on the
lst day of July in. any year and endlng on the 30th day of June

-~
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in the follomng year" (sectxon 37n. gr}tract yeax, for
teachers, in pracuce, generally Tuns fran eptember 1 to

August 31
" 4, | 'l‘he Act is very Spec1f1c about some mtters “of school, orgam-;
zation and administration and silent #n others. For example, °
A § 4 speclfies that the“school year shall contain as-ntly as
~~ 7 ‘possible 200 school days but does not spdcify whether thé board
" . may Tequire tgachers to attend periods of orientation for spe- =
cial purposos out.51de of regular teachmg duties.@' “ : ’
L s (AS.Te A. 1969 Armual Brief to
¢ ‘ the Cabmet) ) ’

v-; . RY

The ‘)pr bﬁeported passage of the resolut:.ona(rdmonton Journal

‘.November g 19 and dn edxtqtlal commen%m the St Paul J&xrnal' L __

(Dedember 4 1968) urged rewnting of)e Act, suggestmg that school .
laws Qere many and too restnctive.‘ ' S .
R BRI

On November 28, /'1968 Dr. L. G. lilll wrotg’to the Mlggter

of Educatf%n, Hon. R. Relegson mformmg }\;un df h1s Departmen‘t s mten-

[

v

. tlon to move Mr. Strmgham to Edmonton m Janua:;y, Tgsg. 'I'he Mlnist'er s N
s BN _—.-

appfoval was "souglxt and ev1dent1y was obtamed L i
| » g

'I'he -next. recorded deVelopment leaahg tov{ard 1mplementatron ‘

\;

_of the pro;pect ?Oas the December 19 1968 meetmg of the Depart;nem:,’s * o

o, h', o
Comnuttee on Leglslatmn axgd Regulatlons.‘ That; meetmg was. attm :

by representanves of*é\e Alberta scﬁool 'l‘t‘hSteesyc M?ncmr;. !

A-' q

the Department of Educatzon. Dr Byrn/e was chairman. " peni 1 b
' A R T

/.

the meetmg, Dr. Byrne discussed revi»smn of the School Act /\ﬁ

of the meetmg comtam the followmg account' Lo e *V e T

o The Cha1rmén dzscussed the ‘tentative pl?s for

usmn by a committee consisting. of representatjves! of the A.S. T A5
the A.T.A., the Department of Education and ,thg iversn:y under v
the. chairmanship of Mr,. Stringham. . iHe gﬂi asgune his duties’ sﬁort- :
ly after J.éhu ry 1, 1969. Members- “of . the A"?T A, ‘expressed the. [*

1.

"+ opinion that/ ‘because the roles of both Associztions are different, .
- Mr. Stnngham should fu'st consult w:n:h ea,c Assocxatlen befofe

,‘h

: ‘ 5 g o . - .-,-f L
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convening the committee, and also that an opportunity Yor testing
the application of the revision be on a broader basis. Dr. Keeler
(Executive Secretary of the A.T.A.) thought that consultation ‘
should be on a committeec level at all times. Dr. Byrme summarized
the following steps that might be followed:

Exploratory meeting with the A.S.T.A.

. Exploratory meeting with the A.T.A,

. Committee meetings (the most important step)
. Submission to a larger committee

. Final draft.

(300 - NI S

It was agreed that an’gbportunity should be given to all those
interested to make submissions to the committee appointed.
/
The possible makeup of the committee in addition to the chair-
man might be, two from the A.S.T.A., two from the A.T.A., one or
two from the Department, one from the University, if obtainable.

(Minutes of Meeting of Committee
on Legislation and Regulations,
December 19, 1968)

Initial Activities of the Committee

Thus the project after many months of preparation was

launched.

Initial activities centered on the chairman becoming acquainted
with the dimensions of the problem. Considerable time was spent in
studying the current Act and comparing it with school legislation in
neighboring proVinces. The relevant sections of the B.N.A: Act, the
Alberta Act and the School Ordinances of the Territories prior éo 1905 .
when Alberta was formed as a Province out of the Northwest Territc-ies
were examined. By January 9, 1969 the Minister of Education,
Hon.‘Robert C. Clark who had replaced{ft. Reierson in Deccmber‘of 1968,
asked for and received the following progress report on the revision
project:

PROGRESS REPORT

The Department has named Bryant Stringham as Chairman of
a Revision Committee. A. B. Wetter was named to act on the Committee
for the Department. ’

L BN
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Dr. G. L. Mowat (Chairman of the Educational Administration
Department of the University of Alberta) suggests that either
Dr. H. Sparby or Dr. F. Enns of the University of Alberta serve
on the Committee. The invitation to one of them will go forward
from the Deputy Minister's Office.

.
L

_ The A.T.A. and A.S.T.A. will each name members to the Committee
at meetings to be held January 18, 1969.

|
At this time, it appears that neither the A.T.A. or the A.S.T.A.
wish to pursue the matter of exploratory meetings with the Chairman.

The following interim statements of philosophy and prccedure - -
subject to revision and addition have bcen enunciated:

a. The revised act will be a minimum document, reflecting
permissive policies with a minimum @f prescriptive sec-
tions on the premise that the least legislation is the

- best legislation. ’

£ local autonomy and control wherever possi-
underlying principle in the revised act.

b. Preservation
ble is to be

c. The act will pe reorganized, cCToss referenced if possible
‘and contain an expanded index.

d. Outdated sections will be revised where possible.

e. The revision will effect greater harmony between the act

and ’
1. The Municipal Government Act ,
, 2. The Municipal Election Act -
3. The County Act
4, The Labor Act
5. The Department of Education Act
6. The Municipal Taxation Act, and
7. Other Acts and regulations as required.

Following public announcement of the Revision Project, letters
will be sent to: -

a. Home and School Association

b. Division of Educational Administration, University of
Alberta )

c. Division of Educational Administration, University of
Calgary

d. Alberta School Superintendents and Inspectors Association
e. Conference of Alberta School Superintendents

f. Association of Counties and Municipalities

’ o
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g. Dean R. J. Leékiw, Faculty of Education, University of
Lethbridge

requesting submissions regarding the revision.

At the same time, a press releasc will be issued which will
invite submissions from interested individuals and organizations.

Fxamination of the Atts to date suggests that reorganization
of the Act in its entirety will be nceded. In addition, at least
145 <pecific sections appear to need detailed review.

-~

(Department Files, January 9, LS@Q)

.
By January 23, 1969 appointments to the Committee were i&én-
A \
tified and letters of invitation to the first meeting of the Committee

L)

were mailed. Dr. H. T. Sparby was to represent the University of Alberta,
Mr. W. G. Schmidt and Mr. R. D. gruenwald were to represent the Alberta
School Trustees' As€ociation, and Mr. H. A. Doherty and Mr. W. L. Hughes
were to represent the Alberta Teachers' Association. The letter of invi-
tation repeateé muich of the content of the report given éo-the Minister
on January 9. It also attempted to focusAatténtiBn to concerns thought
to be of immediate import by the chairman as is evident in the following
quotation:

To date I have given some attention to the Act and certain
other legal documents and commentaries with a view to identifying
areas in need of revision. ‘Many details neced alteration as has
been pointed out consistently for several years. But the crucial
problem now facing us is to identify the basic principles of school
government that the revised legislation should reflect, to clearly
state them so that a rational, properly delimited but comprehensive
document can be prepared for the Legislature. Many suggestions
for alteration of specific sections of the Act have already been
received and we will no doubt receive many moTre, but decisions about
the overall design and structure of the new Act are needed now.

I have tentatively set February 11th at 1:00 p.m. in Room 622
of the Administration Building here in Edmonton for our first meet-
ing. Would you please let me know.if this date is satisfactory.
Before the meeting it would be appreciated if-you would try to form-
ulate those principles of good school legislation that you would
like to see incorporated into the Act into some form that we can

= daad s
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share at the meeting. If we can cpnsider these and perhaps look
at possible ways of rearranging the parts of the Act into a more
meaningful sequence, I belicve our agenda will be sufficiently full,

In the meantime, if the organization you represent or if you
* personally have suggestions for items: that need review, please note-
them and submit them as they occur so that in our further meetings
we may give consideration to all aspects of the Act that have been
legitimately called into question.

(Letter from B. Stringham to
Committee members, January 23,
1969)

While the letter referred to j ediately above was in prepar-
ation, Hon. R. C. Clark, Minister of fducation notified Dr. Byrme that
he felt it would be desirable to appoint a representative of the Alberta
CatholiE,Trustees' Association_to fhe Committee (J;nuary 17, 1969). On
January 30, 1969 Hon. R. C. Clark invited the prgsidentvof the A.C.S.T.A.,
Mr. J. Murpﬁy, to nominate a representative to the Committee. On Febru- |
arye6, 1969 his reply w;s received appointing Mr. S. T. Rusak, Executive
Direcfor of.the Association to the Committee. On February 10 Mr. Rusak

was invited to attend the initial meeting of the Committee scheduled

for the following day.

It was at this time that the first press coverage of the re-

writing pfoject appeared.' On February 7, 1969 the Edmonton Journal

printed a story concerning the need for the Act to be rewritten, the
appointment of the Committee and the attitude of various interest groups
toward the project. On February 10, 1969 an editorial in the ﬁﬂmonton

~ Journal called uﬁon the government to formulate a coh;}stent philosophy
of education prior to making any attempt to rewrite the Act. The Red

Deer Advocate on February 12 repeated the Journal argument and called

upon the government to disband the Committee. Although later events

indicate that wide acceptance of this position may have been held, little -



90.

comient Was generated initially and the work of the Committec continued.

First Meeting of the Committee

™ The first meeting of the Committee .for Rewriting the School
Aqt was held on February 11, 1969 with all representatives present. Dis-
cussionvcentéred first on whether the Committece w#s to suggest a revi-
sion of the Act or rewrite it completely, a bosition advocated most ener-
getically by the A.S.T.A.. Tt was clarifiéd tha;vthe task. was visual-
ized as a rewriting-activity - that simple revision was not sufficient )
in view of the numSer of problems that the existing Act was considered
tovcontain.' . ’

The advisory nature of the Committec was outlined. Qﬁoting

from the report of the fi{st meetihg of the Committee, the way inlwhf;h
the Committee woyld work Qith thé Chairman can be iliustrated: |

It was agreed that after divergent views are clearly explained,
the members would work toward an intérmediate position based on
the present Act, reasonable compromise, or on a new approach to
the problem, realizing that the Legislature may, in its wisdom,
make alternations before the new Act passes the House.

It was noted that the Chairman has been charged by the Depart-
ment of Education with doing the actual work of rewriting. The
plan of action he has been given is that once the basic principles
of the revision have been established by the committee and approved
..., he will spend considerable time in preparing drafts of the
new Act. The committee will meet periodically as the revision pro-
gresses to review all suggestions received from throughout the Prov-

“ince and give direction to the actual rewriting. Points of disa-
greement, suggested additions, deletions, omissions, clarifications,
matters of format, organization,. etc., will be examined in detail.
The process will be repeated until the committee can agree that
the draft before it represents the best solution which collectively
can be justified to school legislation in Alberta.

of the Committee for
Rewrit f The School Act,

It was noted that the draft produced by the Committee would
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be sdb;ected to the widest possible public scrﬁ(iny and - to redrafting
by the Attorney General's Department where revisions thought to be im-

portant by the government would be made. It was anticipated that a bill
. :

would go before the Legislative Assembly in the spring of 1970.

The balance of the first meeting was taken up with examination

— e -

of a statement of pr1nc1p1es prepared by the Chairman. Presentation of

those principles accompanies the discussion of value positions taken
L]

in rewriting the Act.

»

First Drafts

a

Based on the principles discussed at the first meeting and

L

working according to the general outline of the revised Act that seemed

to suit the maJority of the members, the work of writing the prelimina

drafts began. Initially three parts 1n a revised format were distributed

@ .

to the Committee members. When copies were duplicated and delivered to \
"selected" small boards anonymously, concern among several small boards \«
was raised for they mlstakenly thought that the very brief statement |
that had been produced was to be the new Act in its entirety. At the
second meeting (April 24, 1969) regret was expressed that the confiden-
tiality to which the Committee had initially pledged itself had not'mater;‘

jalized. It was then agreed that preliminary work would be referred to

Fop

the immediate associates of the participants but would not be spread

further until a completed document was available. - T Fo
In a meeting held at the Edmonton Inn in early March and re- .

iL o

ported in the Edmonton Journal on March 10, 1969, representatives of

the A S.T.A. were informed by the Chairman of the Committee that the

work of the Committee had only begun but that it was “the 1ntention of

,;)
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the govcrnment to have a draft of a new School Act before the Legislature
in the spring of 1970 On March 11, the Edmonton Separate School Board
and March 12 the Edmonton Public School Board both were reported in the

Edmonton Journal to have passed motions unanlmously requesting the govern-

ment to delay the bill until 1971. The purpose for the requested delay
was to allow boards time to prepare submissions and to react to drafts.
<M Separate School Board in Edmontbn specifically wanted to be assured
'that it would have the final draft in its p0550551on at least six months
before introduction of the bill in the Leg1slgture. The Mlnlster respon-
ded by initiating add1t10na1 publicity respecting the projcct.s The qhair-
man gave details concerning the first meeting and submissions received

by the Committe which was reported in the Edmonton Journal on March 26

and April 1, 1969. In addition, a press release was distributed to all

Alberta daily and weekly newspapers inviting public part1C1pat10n in
submitting proposals for change to the Committee. These continued to

appear across the province throughout the month of April.

Subsequent Meetings

- At the second Committeé meeting, a representative of the Alberta
Fedération of Home and School Associations was present. ‘Shortly after
the first meeting, severaf interest groups, jincluding the A.F.H.S.A.
were circularized informing them of the work of the Committee and invit-
ing submissions. In reply, Mrs. Lorna Haddow, President of the A.F.H.S5.A.,
requested the Deputy Minister of Education to perm1t the Alberta Federa-
tion of Home and School Associations to be scated on the Committee
(March 11, 1969). After some discussion with the Minister of Education
and the chairman, notice was sent to Mrs. Haddow on April 3,‘1969 that

t

N
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the Association was invited to nominafe a representative to the Committee
for Rewriting the School Act. Accordingly, Dr. E. G. Mardon, Professor
o% English at the University of Lethbridge was named as A.F.S.H.A.
representative. lHe attended meetings of thg Committee from the second
meeting until the project was completed.

. The major work of the Committec was completed in ten meetings
held in 1969 on February 11, April 24, May 13, May 30, June 17, June 24,
July 17, and 18; and July 29 and 30. The work consistgd of reacting
to the briefs submitted, reviéion of the drafts presented by the Chair-
man, and reconciling of divergent viewpoints where possible. Some
changes in peréonnel were experienced occasioned by illness, retirement,
and changes in assignment within organizatioﬁé. Perhaps the mo;t contro-
‘versial aspect of the deliberations of the Committee occurred when
compromise of pdlar positions was found to be impossible. In these
instances, which in the main dealt with contracts and conduqt of schools,
the position of each referent group was clearly stated. The Chairman
then éttempted to write a section which was somewhere between the two
views. While the various interest groups never agreed to thgse attempts
to mediate differences, closure on debate occurred when arguments on
each side seemed to abate. Thus there were many sections that persisted
into the final report of the Committee and eventually into legislation
that did not have the support of many members of the Committee, not

to mention the outright opposition that continued to be expressed by

the groups represented.

Bulletins

During the rewriting process two bulletins were distributed

Yy
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throughout the province advising the public-of the progress of the
Committee (May 14, and June 24, 1969). These attempted to ensure the
continued flow of briefs to the Committee and provide items of proposed
change toward which intcrested persons and organizations could reagt.
Bz;sic principleg, procedures, and lingering concerns were expr_esscd.

.Illsgtrationé’of unresolved questions were given in an attempt to elicit

public response. The fact that slightly ‘in excess of one hundred Sriéfs

wefe eventually received seemed to indicate that this attempt to work

in the open was productive. ) |
However, the project was scldom without.critics. On April

3, 1969 the voice of probably the most influential critic was reported

in the Calgary Herald as follows:

Alberta education officials will need more than three months
to give the provincial government sensible proposals on re-writing
the School Act, if the job is to be done properly, an Edmonton
school superintendent said Wednesday.

"To revise the act in three months is going to be nothing more
than a cut-clip-and-paste job," Dr. R. W. Jones told trustees at
an Alberta School Trustces Association seminar in the Highlanqsf
Hotel. ‘ s

E

Dr. Jones, recently-appointed superintendent of Edmonton public
schools, added that he was involved in working on revising the
school code in a Colorado school district. ‘

)

i
"It took three full years," he said.

pr. Jones was referring to Education Minister Robert Clark's
announcement that the government wants to prepare a rewritten act
for consideration at the Legislature session next year.

'SAME OLDWOTIONS'

"To revise the act in a couple of months, we'll just carry
over the same old notions of strong pressure groups and wind up
with the same sort of problems we have now," Dr. Jones warned
trustees. ' ‘

On April 9, 1969 an editorial in the Calgary Herald supported
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the position taken by Dr. Jones as did the Lcthbridgc Separate School

Board (Lbthbridge llerald, April 11, 1969) and the Calgary Public’Schqol
)
Board (Calgary Herald, April 23, 1969) whose Superlntendent Dr. Rq?nét

o
P
= ;/4 N ,IJ

Warren expressed concern that the objectives of the M1n15tgy’ d—the“

’ 22
Committee were not known by the board. The ”;Q}Ster'°£7§$ﬁﬁﬁ ior res-

I A
ponded in the media (Calgary quald Apr11 24 ”196 5

the new Act would provide "a frameworﬁ f&&“thc scﬁbﬁﬁfsystem of’ the 1970s,"
that it would recpresent a comprehen§1ve ;ﬁigructur1ng‘§§“pr1mary and
post- secondary educatlon 1n Alberta \‘He cautiqned ihat "you don't wrlte
educational ph11050phy into leglslat1on. You can't." He then noted
that pressure to rew}ite the legislation had originaMy .come from boards
and that they.now should avail themselves of the opportunity to influence
‘the directon that the new Act would take. Hé gave assurances that the
government would continue to hear representations throughout the period
of the rewriting.
bably in re§ponse to Bulletin 1, an editorial in the Calgary
Herald on Ma‘ 2, 1969 seemed to approve the ideal held by the Committee
that the new Act should be a minimum document. It pointed out that there
is still room ¥br concern in that ideal, for in creating a minimum dogu-
ment, removal of specific provision§ could lcad to abandonment of basic
standards. fn the words of the editorial:
By all means, keep the new School Act as i}mple as possible.
But let's not make it an open door for confusion and disorganization.

And let's not make it an escape hatch which the provincial government
can use to get out of carrying its fair share of the education-

cost load.

(Calgary Herald, May 2, 1969)




The Worth Commission

On May 7, 1969, newspapers across the province reported two
developments in education that were to have significant effect; upon
the rewriting project. Announcement of the appointment of Dr. Walter
H. Worth to head a Commission on Educational Planning appcafed in both

the Edmonton Journal ﬁnd the Calgary Herald.. The terms of reference“

for the Commission included responsibility to enqﬁi:e\in;o current

. »social andAeéonomic trends and to examine the needs that individuals
would likely have during the next two decades. Thus the demand that
the Government con51der the basic philosophy ynderlying education in
the province was met and attention seemed to be focused away from what
had earlier been a concern with respect to the School Act. On the
same day rather detailed coverage of the contents of ﬁulletin 1 was

given in the Edmonton Journal and the Calgary Herald. Headlines con-

centrated on the probability that boards would receive more freedom
and that perm1551ve policies were favored by the Comm1ttab

On May 10, 1969 the Edmonton Journal and the Calgary Herald

both repofted a speech given by the Minister of Education in a seminar
at the University of Alberta Sponsored by the Alberta %ﬁu;ation Council.
In the speech, Mr. Clark indicated that the new Act would not attempt
to write new educational philosophy but would develop gu{ffflnes for;

school boards in the 1970's. He said that it was his expectation that

the Act would only provide broad general parameters for the goals of

the education system.

Banff Seminar

The June 3 issues of the Edmonton Journal and the Calgary

/
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Herald contained reports of proceedings at the Secretaries' Short

a4

Course and Trustees' Seminar held in Banff. ‘At the opening session on

June 2, 1969 the Chairman of the Committee gave an outline of some of

_ the matters that had been discussed by the Committee and also reported

some of the ideas that had been submitted in the hriefs that had been
received to that d;te The trustees reacted with alarm that so many
matters were to be consxdered by the Committee and result in a draﬁ(/
within such a short time.. Led by Edmonton Public'School.Board Chairmaub.
Mr. J. D. Bracco, a motion was passed "reguesting the government that

the proposed maJor revision of the School Act be presented to the Legis-

lative Assembly not earlier than 1971. (Edmonton.Journal June 3, 1969) "

On July 3, the Medicine Hat Separate School Board sanctioned’

the above mentioned motion. (Medicine Hat News, July 3, 1969)

-
«The July 9, 1969 issue_ of the Edmonton Journal reported a meet-

-

\

ing with representatiues of the four urban boards of Edmonton and Calgary

with the M1n1ster of Educat1on dur1ng which Mr. Glark was reported to
have confirmed the government s 1ntent1on to present the Act to the 1970
session of the Leg1slature. He gave assurances aga1n that the boards
would have ample time to study the proposed leglslatxon before it went

to the Leg1slature ) ; .

a

Demands for delay from boards ‘seemed to diminish in freduency .
» -

and intensity after this statement was made although, as will be seen,

‘

they continued to come but from another source.

The Comn1ttee Report

On August 18 - 1969 the results of the Connittee s work was:

made public and was prefaced by the following_comnents.,

1
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This document is the result of the work of the Committee for\
"a new School Act. “The Committee members have examined some-100 - X
briefs, consulted numerous interested and informed individﬁatgfhna
have tried to seek consensus on direction Tor change.: The ‘result
( is a compromise which is as close to agreement as tﬁef Committee
members could come. : ‘ ¥

Public rniction to this proposal is essential and sﬁould:be
directed to: . ‘ . ' . '

-

\

"The Deputy Minister - . ‘ T
Department. of Educagion o . et
Edmonton, Alberta e N

, Modification of the . proposal will be continuous from now until
the new Act is passed in the-Legislature.  The Department will pre-
pare revisions in consultations with the Legislative Counsel. The -
Committee for Rewriting the School Act will also ‘continue’ to. meet
and suggest revisions as publié appraisal is received. The oppor-

tunity to influence the revision process or to suggest major changes
. is ‘open to all. )

. ~ W Co - L
(Preface to the Comiittee Proposals,
August 18, 1969) A '

.

0@ the same date that thye proposals were made:public they were -

" also delivered to the office of thp Leégislative Counsel within the Depart-
edrafting into correct legal form. 4

ment of the Attorney General for
Lawyers worked continuously on/the proposals from -August 18, 1969 until

At

January 19;'1970 wheJ the proposals in bill formvuereisent to the Queen's.

ﬁrinter'iﬁ prepiiation\for presentatioh\on the floor Qf the Legislé?ive‘ o
Aséeﬁbly; While tﬁié f?gal drafting ﬁasAbeiﬁé accoﬁblishgd,'hhpFrSQs | ﬂk\
suggestions for change_were receivea by the Degpty Mi;is;:r of Educ;:?gg..
Most of these suggestions, whether(tﬁey came from boa;ds; teachers, t&é‘

general publlc or the press were related to specific bolicy‘issuei gndl

‘not with procedures.being used in writing the Act or with whether or a

_not the project should be continued'?s had been the case earlier.

. - 13 . ) K
« ? . PR e v RN
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" was reconfirmed (Calgary Herald, November 4, 1969).
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The Minister's Conferences

- ' To encouraée discussion and reaction, two conferences were
sponsored by the Minister during the fadl of 1969. On October 16, 17,
and 18, 4 conference on Urban EﬁuCation was ﬂeld in Calgary and on Oct-
rﬁ?r 23, 24, and 25 a conference on Rural Education was held in Red‘Dger.
At both conferences the proposed Act was discussed and debated with gen-

eral acceptance of the principles enunciated in the 1>pument receiving

some approval (Calgdry Albertan, October 25, 1969). Detailed accounts

of reactions to various'policy issues follow.

External Inputs

~ The convention of the Alberta School Trustces' Association
held November 2 to 5, 1969 and a Seminar on the School Act sponsored
by the Alberta Federation of Home and School Associations on November

18, 19 and 20 in Galgary provided additional suggestions for change.

At those meetings the decision to proceed with the legislation in 1970

t

vt

Duriné the A.F.H.S.A. seminar, the Minister of Education sug-
gestéd that considev.tion was being given to putting some kind of limit -
on supplementary requistions including the possibility of a plebiscite

on_locally-financedlschooi programs. This matter was to be the subject

of considerable conflict as the project continued.

The Legal Draft

g

All suggestions were discussed within the Department of Educa-

tion, with the attorneys in the Department of the Attorney General and

" with the Committee in two additional meetings held on November 26, 1969

3

and January 7, 1970. The role of the Commiteee, though, had changed

]
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K ’ ‘abruptly. Its voice was only one of many urging adoption of those
points of view on which it could secure consensus. The Department,
together with the legal draftsmén in the office of tﬁe Legislative
Counsel, considered all proposed amendments, amended them where differ-
ences between the Committee's compromise postions and legal realities
and government policy were found and released a legal draft on
December 15; 1969. As could be expected, there were many changes in
the second release. It was written in a much different style of expresQ
sion because four lawyers had cooperated in a virtual rewriting of
the proposals inté fﬁlegally correct form. Many other changes were
noted which were attributable to amendments suggested by the public,
policy decisions taken by the government, and interim points gf view
inserted with the Minister's approval for public debate and eventual

resolution on the floor of the House.

Reaction

»

Reaction was immediate and explosive. The Alberta Teachers'
Association suddenly became vocal, condemning the new prqxifion that
allowed regulations limiting requisitibhs by means of a plebiscite
to be passed: and objecting strenuously to ;értain provisions deal?ﬂg’
with teachers' contracts, teachers' duties and regional bargaininé.

Dr. N. P. Hrynyk, Associate Executive Secretary of the A.T.A. suggested
that adoptioB of the principle of reéionél bargaining would render

school boards obsolete (Calgary Albertan, December 19, 1969). There

was lamentation at the removal of the provision to allow Indians to

sit as trustees, even though the reason was that representatives of

the Indians had requested the deletion (Calgary Hérald, December 22;

Calgary Albertan, March 4).

R AR 1 i A i atnte Sl o At S
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A.T.A. Emergency Meeting

On January 3, 1970, the A.T. A. announced that it wouid hold . .
an Emefgent Representative Assemb.y on ‘January 10 to protest ¥recent |
proposals by the edueation department to amend the new School Act ( algary
Albertan, January 3, 1970)." At the meeting, a demand ‘to halt implemen-
tation of the School Act was endorsed. Chief reasons advanced for thiS
position was a feeling that insufficient time had been allowed for thor-
ough discussion of controversial sections that appeared for the first
’tlme in the draft that was released on December 15, 1969 and,xhoseNdlseussed
in the preceding peragraph. The Minister, though invited to attend fhe
meeting, did not aﬁpear, but sent his Deputy Minister, Dr. T. C. Byrne
and the Chairmaniof the Committee to represent him. This did little to
meet the expectations of the A.T.A. representatives assembled (Calgary
Albertan, January 12, 1970) .

Six Per Cent Ceiling

8

A corollary development had its impact upon public reaction
at this time. An announcement was made by the Minister that boards
would be held to a six per cent ceiling on supplementary requisitions '

during the current year. This combined with proposed legislation to

implement a plebiscite provision in the new Act attracted the genuncia-

-«

tion of both boards and teachers (Calgary Herald, January ISJ algazz

Albertan, January, 12),.a1though individuals writing to the M1n1ster
and to the press seemed to favor control of school budgets by whatever

method (Calgary Herald, January 16, Calgary Albertan, January 20).

First K.ading

On February 18, 1970, Bill 35, An Act Respecting Schools was
. o -
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introduced into the Legislature and given first reading. In introduc-
ing the Bill, lon. R. C. Clark announced that the public would be in-
vited to present arguments for and against provisioﬁs of the Bill io |
the Standing Committce on Public Affairs, Agriculture and Educatibn

on March 3 and March 4, 1970. \

'Public Hearing \

At the hearings, twenty-six written briefs and numerous oral

su?missions were heard. The Alberta Teachers' Association from its

<

head office and from its locals throughout the province presented twelve
briefs. The School Trustees' Association and boards presented, five

' /
briefs. The Association of Certified Accountants of Alberta presented

a brief as did the Indian Association of Alberta; tlae Council for Excep-

“

tional Children and the Association of Private Schools and Colleges.

One individual, Reverend J. Sheppard, expressed a private point of

3

view as did three representatives from libraries throughout the province
4
who felt that one specific provision violated the mandate given to

library boards.

Despite the rather wide interest in the hearings, the press

reported reactions as being moderate as is evident in the Calgary Herald

headline of March 4 which stated "School Act Changes Generate Little

Fire." The major opposition came from the A.T.A. in the form of a

fequest for a delay, and mo&ification of sections where the Association's //
point of view had not been fully accommodated. Othér reactions were

relatifély minor and government decisions taken later seemed to amelori-

ate most of the other items of contention.
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Adoption
Following the hearings, a.final list of changes in Bill 35
was prepared and presented to the House during second reading of the
Bjll on March 11, 1970. The document received third and final read1ng
on April 15, 1970. Proclamation of the Act was set for August 1, 1970.
This provides a background and summary of events surrounding
the writing of the Act agalnst which analysis of policy issues can be

oriented. But before that task is approached attention will be pa1d

to analysis of the social context in which the pro;ect took place.

* A CONTEXTUAL MAP OF THE SOCIAL ENVIRONMENT IN

WHICH THE SCHOOL ACT, 1970 WAS WRITTEN

The coptextual‘map will be presented in the following format:
Participants
Perspectives
Sitdations
Base Values and Social Forces
Strategies
QOutcomes

Immediate Effects

Participants
Lasswell (1971a) defines an effective participant in the pol1cy-
making process }% nthe combination of individuals and groups, organlzed
or unorganized, dﬁo control the base values required to innovate, main-
tain, or destroy the system (Lasswell 1971a:52)." In the writing of

fthe School Act, 1970, ten groups and many identifiable individuals seem

to fit the definition. N
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A.S.T.Qé The effective participant group that formally
asked for the revision to take place was the Alberta School Trustees'
Association.. Members of that Association who were directly involved
inifially were the Executive Directpr;'Mr.‘w. G. Schmidt and Mr. R.

D. Gruenwald, Chairman of the Lethbridge Separate School Board, and

President of the A.S.T.A.. Upon Mr. dchmidt's resignation to pursue

gfaduate studies, Mr. L. G. Young attended Committee meetings as an
observer. Later, Dr. D. Girard who replaced Mr. Schmidt as Executive
Director of the A.S.T.A. was a member of the Committee.

Other prominent A.S.T.A. members who influenced the writing

process include Mr. J. D. Bracco, Chairman of the Edmonton Public School

Board and members of the Executive of the Assoc1d§\on.
2, A.T.A. The Alberta Teachers' Association can be consi-
dered to be an effective participant. The A.T.A. was represented on .

the Committee by H. A. Doherty, Executive Assistant for Professional

Relations, and Mr. W. L. Hughes, District Representative from the city

of Edmonton. In the absenéé of these two, Mr. R. V. Mundell, Edmonton
D1str1ct Representatlve and Mr. C. E. Connors, Executive Assistant for
Teacher Welfare acted as spbst1tu§e members of the Committee. Outside
of the Committee, the A.T.A. point of view was presented by President
Ivan P. Stonehocker, Executivé Secretary Dr. B. T. Keeler and Associate
Executive Secretary Dr. N. P. Hrynyk. Other persons in the Association

participated in less direct ways.

3. A.C.S.T.A. The Alberta Catholic School Trustees' Associ-
ation was represented on the Committee by Stephen T. Rusak, Executive
Director of the Association. Other effective pértitipants would include

Reverend C. Kinderwater, former Executive Director of the Association;
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and the then 1ncumbent Pres1dent Mr.. John V. Murphy @

1

i | 4, AF.H.S. A. The Alberta Federatlon {f Home and School
Assocxat1ons was represented by Dr E3 G*éMardon, f. the Unxver51ty
of Lethbr1dge. The Pres1dent of the Assoc1at1on, Mrs. Lorna lladdow
of Calgary, the School Educatlon Chalrman ‘of the Assoélatlon, Mrs. Janet
A. Elves, and the Pres1dent df Area 11, Mrs. C. E C. - Dawe of Lethbrxdge

were 1nvolved s1gn1f1cant1y.
!

5. Universities. The universities in Alberta were thought
by the Deputy Minister ‘of Education to have a valid viewpoint and
Dr. H. T. Spqrby'was invited personally to provide such representation.

After Dr. Sparby accepted an assignment in Thailand, Dr. G. L. Mowat ‘

. was asked to :assist but named Dr. D. A. MacKay to the Committee to

complete the task.

6. Department of Education. The Department of Education'

was represented on the Committee by Mr. A. B. Wetter,_Assistant Director
of School Administration and B. L. Strlngham, Superintendent, who was

the Chairman. Hon. R. Reierson and Hon. R. C. Clark, Ministers “of
Education gequentially;Ybr. T. C. Byrne, Deputy Minister of Education;
and Dr. L. G. Hall, Director of School Administration each had sufficient
involvement to qualify them as effective participants. |

7. The Committee. The Committee for Rewriting the School

Act itself can be considered to be an effective participant.

8. 'Attorney General's Department. The Legislative Counsel

within the Departument of the Attorney General had significant impact

upon the final form of the Act. Mr. David C. Elliott, Legislative Edltor,

~ Mr. W. E. Wood, Legis¥arive Counsel and Mr. S A. Friedman, Q. C.,

'
Associate Deputy Attorney General all contributed to the writing process.

o}
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9, Legislature. The Legislature, including the Cabinet,
the Educational Committee of Caucus, government members and the opposi-

tion were additional participants.

10, General Public. Finally, those members of the general pub-

lic who expressed opinions, either through briefs to the Committee or in
public meetings held to discuss the Act, or wh0'wrot; to newspapers,
because they Helped to shape publicwopinion and influence the reactions
of the éovernment, can be considered participants in the project.
Lasswell categorizes participants as follows:
Iﬁdividuals
Groups
Unorganized
Organized
Value Shapers and Sharers’
(Lasswell, 1971a:24)
The participants identified above are listed in ten groups
and many individuals are mentioned. Many other individuals played sig-
nificant roles also but not of the magnitude of those named. Eight '
of the groups can be considered to be organized. All but the represen-
tatives from the universities and-from the general public which were
unorganized were in the former category. All of the participants both »

helped to shape and then have shared in the value redjétribution that

occurred in the rewriting process.

. Perspectives

In discussing'the perspectives of the ten groups that partici-

pated in the rewriting of the Act, an attempt'will be made to identify

'viewpoints of the groups, although same of the statements will necessar-

ilnﬁbe the reflection of the tﬁihking of a person thought to be represen-

tative of the group. Statements iill be presented that will attempt
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to portray the self-image of the group, to show the official preferen-
ch,and reveal if possible what the group would do of its own volition
if it were not hampered by the realities of the situation. The expecta-
tions of the group, where they can be documented will be presented.
Myths surroundinq.ipc group, including statements of their official
doctrine, formulac and miranda as they impinge Sn the rewriting of

the Act will be summarized.

1. A.T.A. ‘The pesspectives held by the Alberta Teachers'
Association scemed to change from support for the activit} #t gﬁe begin-
niné to one of severe question near the end. The prelimin?ry presenta-
tion by the Alberta Teachers' Association to the Committe/ for Re-
writing the School Act indicated that the Association wighed 'to do
a}l in its power to aid and expedite the rewriting proj?ct (Preliminary
presentation by tgi Alberta Tea;hers"Association)." f%ere was, however,
concern about the deadline which the Minister had set. The A.T.A.
yanted mee:ings of the Coﬁmitteebto proceed on a weekly or bi-monthly
basis (Report.of April 24 meeting of the Committee).

The basic position of the Alberta Teachers' Association indi-
cated that while there was interest jn all parts of a proposed new
School Act the greatest interest would lie in matters which dealt with
the oﬁération of schools and contracts of teachers. Theré was support
for the inclusion of onl; a minimum amount of detailed regulation and
maximm freedom for school boards to operate their own business affairs..
The A.T.A. advocated a position whereby large school systems which
employed adequate professional technical staff could be delegated néarly

complete authority to adopt their own operational rules and regulations,

‘while boards of medium sized school systeﬁs should have a moderate amount
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of delegated authority, and small school districts should continue to
be subject to most of the detailed control to which they theQ;Qere'subject.

The A.T.A. advocated the position that a school board should
be required to seek the advice of* its professional staff before making
_ decisions or taking actions which would affect professional tasks. Th?y
also supported continuation of bargaining rights enabled by the School
Act with detailed procedural legislation as provided by the Alberta
Labour Act as the best way of providing for collective bargaining between
teachers and boards. |

Removal of many outdated and obsolete sub-sections respecting
the duties and powers of teachers was advocated. It was felt that only
those duties which are directly related to teaching should be assignéd
to teachers and provision should be made for delegation of all non-

teaching tasks to para-professionals.
'Qk

The Alberté Teachers' Association stated that all dismisséis,
terminations of designation and suspengion should be subject to appeal
to a board of reference; that termination of contracts and designations
_ could come at any time exceptgﬁn July and August by giving thirty days
notice in writing subjeét to appeal to the board of reference and that
all proposed transfers’of-teachers that were not mutually agreed upon
should be subject to appeal to either a committee of the school board
and the local téachersf association or to some neutral body where all
evidence could be heard under oath and be subject to cross-examination.

The Association advocated sections dealing with the conduct
of schools which would not increase the “length of the school year but

n .

would decrease the amount of required instruction time per teacher to

240 minutes per day. Additional attention was paid to development of
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a divided school ycar under terms of the revised act (Preliminary pre-
sentation by tﬁe A.T.AL) .
These perspectives were in the main held consistently through-
out the pgriod of the rewriting. At the time of the Minister's confer-
ences on Urban and Rural Education, held in October, 1969, no gignifi-

cant changes in position were noted (The A.T.A. News, 4:5).

WIth the release of the legal draft on Deccmbcr the ISth 1969
however, an abrupt change was noted. In the A.T. A News of January 16th,
1970 the resolutions passed by the Emergent Representative Assembly held
in Edmonton on January 10th were reported (A.T.A. News,, 4:6). Three
basic changes in perspective occurred at that mecting., First, a con-
certed demand for delay in passage of the School Act until at least
1971 was made. Second, fundamental objections to the provision which
would allow boards to bargain regionally were registered. Third, opposi-
tion to the 1egi§létion which would potentirlly control the amount ‘

A
of supplementary requisition that a board could levy on its ratepayers

was heard (A.T.A. News, 4: 8y

At the hearlng of the Standing Committee on Public Affairs,
Agriculture and Education on March 3 and 4, 1970, the position of the
A.T.A. remained essentiafly unchanged (A.T.A.'brief to the‘StanQing
Committee), Although thekAssociation found many commendable features
of the almost totally rewritten act, attention was drawn to the per-
ceived need for delay to allow time to assess ram1f1cat1ons of the’
perceivedsloss of fiscal autonomy of school boards and the change in
.status respect1ng reg1ona1 barga1n1ng units for boards that was contained
in the Qraft act. Certaiq_other items of concern, judged to be lesser

in import, were also noted.
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2. A.S.T.A.. As is noted in the general summary of the re-
writing process above the Alberta School Trustees' Association was
the body that publlcly requested rewriting of the Act in November of

1968. Wr1t1ng in the June, 1969 issue of the Alberta School Trustee,

Mr. R. D. Gruenwald, member of the Committee for Rewriting the School
Act and President of the A.S.T.A., stated that the association supported
the s;rections which the rewriting of the act was taking. He advocated
a decentra11zed system of school boards rather than a central system

of education operated by the Department of Eduation which would permit
‘variation and evolution in education w1th respect to the loéﬁr 51tuat!on.
However, he saw that basic school law ﬁust reqain the prerogative of

the Provincial Legislatdre\and that government must continue to exeécise
some coﬂ}rol and supervision by way of fulfilling its basic responsibil-

ity to all citizens (Alberta School Trustee, 39:3).

v

The initial submissions from repfesentatives of the School
Trustees' Association indicated that it was their desire that the Act
be kept to an absolute minimum. Proposed drafts prepdred by the chqir-_
man were subJect to massive elimination of detail in,the committee led
pr1mar11y by representatives of the Alberta School Trustees' Association.
Unlike the Alberta Teachers' Association there was no section of the

R J

Act felt to be of less significance than any other part. Hence, the

attentlon to streamlining all facets of the Act can be characterized

as perhaps the major perspective held by the Alberta School Trustees'

Association.

7

As the writing progressed and as noted above, opposition to
the tight time-line for submission of briefs and for introduction of

the 8111 into the legislature was spear-headed by trustees (Lethbridge

~
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Herald, Fecbruary 19, 1969). Opposition to methods of controlling supple-
mentary requsitions was also registercd when the concept was introduced

in the legal draft released on December 15, 1969 (Medicine Hat News,

January 8, 1970). =
3. A.C.S.T.A.. The basic viewpoiht from which the Alberta
Catholic School Trustees' Association c be said to h9we begun is perhaps

contained in a newspaper article (Edmonton Journal, January 21, 1969).

The headline read: "School Act Prejudicial-Trustees." The article
.charged that the.draft of the School Act as it was'theh written discrim-
inated against developmeﬁ% of a Catholic School System‘in rural areas

of the prov1nce A strong argument was made for development of Separate
School divisions throughout the province of Alberta Other points of |
view expressed included a request for credits to be grantedqfor high
school‘religion courses in Catholic High Schools. Quoting further from
the article and brief which was presented to_the provincial cabinet

in January of 1969, the following is characteristic of basic viewpoihts.
"The purpose of Catholic Education is prostituted if the phllosophy

of secular humanism is forced upon the Catholic School if it is not
perm1tted to fulfill its aims which include a :el1g1ous orientation

toward life and society (Edmonton Journal, January 21, 1969) "

It may perhaps be fair to state that the posatlon,of the Alberta
Catholic School Trustees' with respect to education and particularly
the School Act in:Alberta was, in January of. 1969, very similar to the
point of view expressed in the m1nor1ty report to the Cameron Commxssion

submltted by John F Cormack in 1959 (Report of the Royal Commission

on Education,‘1959). As the rewriting of the Act ptogressed some speci-~

fic concerns entered the perspective of the as;pcxat1on.. On June 18,

-
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man o

pressed the fear that the estab11shment of Scparate School

a | RS § ¥ R

Reverend C. Kinderwater, in a memorandum addressed to the Chair-

f the Committece for Rewriting the School Act and attac ents, ex-
y ‘

risdictions

was perhaps in jeopardy. Fears that Separate Schools would lose the

right

to their share of assessment of U.S. industrial and financiaf\\\\

.
was expressed. A guarantee that Separate School jurisdictions

firms

could form regional distriets was requested (Letter from Reverend C. '

Kinderwater to B. Stringham, June 18, 1969). - 4 ) J/
On September| 23, 1969, a paper entitled, "Areas of ConceJ;“\

to the»Alherta‘Catholic School Trustees' was forwarded to the Honourable

R. C.

Rusak.

Clark by the Executive Director of the A.C.S.T.A., Stephen T.

In this paper, certain concerns with respect to the p?elzmlnary

proposals were presented. Inclus1on of Human Rights leglslatlon in

Ywe S

chool Act was questioned for fear that it might Jeopardlze consti-

tutionally guaranteed rights which had been in Alberta Leg151at1on s1nce

1905.
proce

Elect

to give their children the' type o@ education wh1ch they des1re consistent .

Concurrence was expressed with the pr1nc1p1e of standard1z1ng
dures for elections for schools\ug\er the provzs1ons of the Mun1C1pa§

jon Act. The A.C.S.T.A. agreed that Indlans should have the r1ght

with Article 3 of the Un1versa1 Declarat1on of Human R1ghts of the Un1teﬂ

Nations, which is quoted on page 117.° There was opposition to the princi-

ple which had been suggested that spec1f1c determ1nat10n of thelﬁnnor1ty

-or majority status of existing boards mlght affect theé future standing

of Separate School jurisdictions. It was pointed out that once the
ki

estab
socie

“estab

lishment had taken place by a minority, future changes in the larger
ty would make no. essential dlfference to the legalxty of the earlier

lished entity. Certa1n other differences in deta11 were noted

N

)

-

‘,l,}‘ei
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consistent with the perspecfives enumerated herein.

,

i

4. A.F.H.S.A. The Alberta Federation of Home and School
. Associations presented a brief to the Committee for Rewriting the School
Act in July, 1969. Quoting from the'brief, "the basis for the stafements
made here is theApolicy of the federation as evolved through resolutions;
briefs and submissions supported by the general membership."

fhe perspectives of the association can be inferred from a
cénsideration of the recommendations made which‘foliow:

1. The Alberta Federation of Home and School Associations would
ask that the committee give very close consideration to the
ways and means of upgrading the present inadequate school
library facilities before contemplating the inclusion of public
libraries under the jurisdiction of school districts.

2. The federation recommends that grants be made available to
local school boards to permit the establishment of publicly
supported kindergartens as part of the regular school system.

3. The Alberta Federation of Home and School Associations believe
that Indian people should have the same education, legal,
economic, health and social opportunities accorded other Canadians
with right to retain their own culture.

4. The federation recommends that the school entrance age be
based on criteria other than chronological age, such as reason-
able individual and local differences and the use of readiness

tests.

5. The federation recommends that a student be required to remain
in school until he has completed Grade 10 or has reached the
age of 16. ' -

6. The federation recommends -that the rewriting of the School Act
allow for modifications of the school year other than the pres--
- -* ent organization of two terms, September - December and January -

June.

7 The federation recommends that a referendum on the establish-
ment of the county system be held prior to the establishment
of such a county in any rural area,

8. The federation recommends that revision of schools not be-under-
taken without the consent of the majority of the residents in
the districts involved and that no schools should be closed
without the consent of the majority. : ‘
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9, The federation recommends that provision be made in the School
Act for the education and training of mentally, physically,
or emotionally handicapped children requiring special accommo-
dations, and further that the provincial guidance clinic facil-
ities be enlarged to meet the nceds of all the children in
Alberta.

s

10. The federation recommends that school authorities and munici-
palities cooperate in providing comprehensive recreation and
sports facilities for the use of children and adults.

11. The federation urges that the committee rewriting the School
Act give serious consideration to naming the Alberta Federation
of Home and School Associations as the organization represent-
ing parents on ad hoc committees established by local school
authorities and further that the committee rewriting the School
Act make active use of the Alberta Federation of Home and School
Associations as a means of disseminating the contents ¢’ pre-
liminary drafts of the School Act to the Public and receiving
reactions to it.

[ ]
(Alberta Federation of Home and

School Association brief to
the Committee Rewriting the -
School Act)
In view of the fact that the Alberta Federation of Home and
. School Associations had, in their annual convention, reported in the

Calgary Herald on May 10, 1969, been forced to face bleak financial pros-

pects, it can be seen that the federation viewed their involvement in
4he rewriting of the School Act as a significant rejuvenating activity.

Quoting from the Calgary Herald drticle referenced above, 'and they know

after the three-day meet that without a great financial shot in the arm

and a renewed surge of enthusiasm for the activities, Home and ‘chool

has no choice but to dissolve," and further, "Mrs. T. A. D. Haddow; President,
said, "unless signs of life appear within a year, the Alberta Federation
should seriously consider dissolving," Mrs. Betty Garbutt is quoted as

having said, "if this were a business I think the treasurer would say

it's on the verge of bankruptcy (Calgary Herald, May 10, 1969)."

It can thus be inferred that one of the perspectives maintained
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by representatives from the Alberta Federation of lome and School Asso-

ciations was that activity in the committee could revitalize the associa-

tion.

5. University Representatives. Since the universities were

arbitrarily and upon request represented by Dr. H. T. Sparby and later
by Dr. D. A. MacKay, it is difficult to make a statement of the perspec-
tives held by the universities or those individuals. Former studen'ts

and colleigues oflthe two professors would indicate that both have a keen

hY B
[

understanding of the legal basis of school boards in Alberta and consti-
tutional guarantees under which Separate School legislation existed. Beyond
this the perspectives held by the two gentlemen were probably personal

and indiyidualistic as they were with all other members of tﬂe Committee.

6. The Department of Education. Dr. Byrne's post-fécto state-

ment to the 1969 C.E.A. Convengfbn in Edmonton probably represents the
perspective of the Department of Education with respect to the rewriting

of the School Act in as concise a manner as it can be found:

1. To eliminate through consolidation, transfers of responsibility,
" and withdrawals, many of the sections in The School Act that
had been developed in response to specific issues over a period
of years.

2. To rewrite -legislation with a view to improving its clarity
by removing wordy legalistic sections.

3. To transfer many items of decision-making from the rigidity
of legislative enactment: to the flexibility of local adminis-

tration.

4. To enhance the role of local school authorities through more
independence in* decision-making.

5. To commit algreater number of decisions affecting local school
operation to the negotiating process between school boards
and their staff. :

(Byrne, 1970:26)
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To this might be added the statements of Dr. Byrne, Mr. Reierson
and Mr. Wetter with respect to wfiting the School Act as detailed in the

earlier part of this study.

7. The Committee. The first meeting of the Committee fo;,Rew

writing the School Act held in February, 1969 considered certain bésic
principles which guide education in the province. Upon discussion of
the matters raised, differences in ﬁerspectives became clear. Represen-
tatives found that the Alberta Teachers' Association and the Alberta School
Trustees' Association seemed able to agree with representatives from the
Department of Education and the Home and School Association on a wide \
variety of issges. The Alberta Federation of Home and School Associations,
however, held slightly different views, proclaiming jtself to be the advoe
cate of children in the educational establishmept (A.é.H.S.A. brief, July,
1969). Representatives from the Alberta Catholic School Trustees' Associa-
vtion found themselves in basic disagreement with Viewpoints ;onsidered
basic by other representatives.

The committee began its deliberation by considering the state-

ment of principles listed in the Hall-Dennis Report on the Aims and

Objectives of Education in the Province of Ontario. That statement

reads as follows:

The underlying aim of education is to -further man's search for
truth. Once he possesses the meamns to truth all else is within

- his grasp. Wisdom and understanding, sensitivity, compassion,
and responsibility, as well as intellectual honesty and personal
integrity, will be his guide in adolesence and his companion in
maturity. ’

(Ontario, 1969:1)
All groups represented felt that they could accept this statement.
Article 26 of the Universal Declaration of Human Rights was

L
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considered: ~

1. Everyone has the right to education. Education shall be free,
at least in the elementary and fundamental stages. Elementary
education shall be compulsory. Technical and professional
education shall be made generally available, and higher educa-
tion shall be equally accessible to all on the basis of merit.

2. Education shall be directed to the full development of the
y human personality and to the strengthening of respect - for
™, human rights and fundamental freedoms. It shall promote un-
%, derstanding, tolerance and friendships among all nations,
social or religious groups, and shall further the activities
of the United Nations for the maintenance of peace. :

3. Parents have a prior right to choose the kind of education
that shall be given to their children. '

' _ (Ontario, 1968) .
There waé conéiderable'discussion on each>of the three princi-
ples enunciated in the Universal Declaration of Human Rights. The Alberta
éederation of Home and School Associations parEECularly felt that pro-
vision must be nade-in the new act for everyone to have—the‘right to‘
education. Prior to 1970" it was possible for cnildren with any kind

 of learning disability to be excluded from school upon the issuance

of a.certificate byj|a Superintendent of Schools. All agreed that there

.

must be some provision made whereby these children were given the oppor-
tunity of receiving appropriate education and that the boards of the

area in which the child had residence should be made responsible for

" arranging the educational experience. At the same time there was géneral_
agreement that parenfs should be able to countgrmand a board's decision
if it would take.the child~permanent1y out of the home.

' There was égreement that education should be free but some
question was faiﬁed as to whether or not it should be compulsory. It

was suggested that the purpose of compulsory education, viz., the crea-

_tion of an educated citizenry, had ‘been accomplished and that there
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was little to be gained in forcing senior students to remain in school

against their will. Some qu
to higher education on the b
such access to hlgher educat
only wealth and not ability
jtself only to what has now
was not pursued further.

It was agreed that
of the humantpersonality,and

freedoms.

estloned the prtnc1p1e of equal accessibility
L

asis of merit, Q}pre551ng ‘the view that

ion mlght create a meritocracy reflecting

or need Since the Act, however, addressed

come to be called basic educatlon thls matter

education should assist in the development

respect for human rightsvand fundamental

There was considerable discussion over point three of the

Universal Declaration as not
tives on the commlttee could
could, in law, be g1ven a pr
that shall be given to their
for compulsory education are

the group, point number thre

ed above in that the majerity of representa-
not visualize a mechanism whercby parents
1or right to choose the kind of -education
children, . partlcularly when necessary laws
con51dered Hence, by maJorlty vote of

e was not 11sted as one of the basic pr1nc1p1es

in communications released to the public with the result that the Alberta

<

“Catholic School Trustees' As

""to the omission.

Secton 93 of the B
provincial legislatures have
1867). This was considered

Act. for 1t would not be the

sociation publicly registered objection

ritish North America Act establishes that -
Qresponsiblity for education (B.N.A. Act,
to be a basic principle underlying any new

cabinet, the Department of Education, .boards,

nor the general public that would be given ba51c respon51b111ty for

educatlng children.:

In contrad1ct10n t

7"

o the idea discussed above it wasﬁfelt that
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local control gf schools is desirable. Whether or not the cenpleted .
act reflects this view can be debated. But.it was the intention of
the Committee to reflect this perspective in structuring the new legis-
lation.

The majority of the Committee felt that public funds should
not be used for private education.s Some.members of the group‘wanted
to add the phrase, 'unless it serves a need in the public interest."
The Home and School Association very strongly expressed thevviey that
private scheols should be subsidized by the province to the extent of
sevenry-fivevper cent of both building and operational costs. There-
fore, because there was not agreement in the Committee, this matter
was not included in public releases but remained part of the silent’
agenda and in the background throughout the rewriting experience.

For discussion purposes the chairmanfinvited consideration
of the principle commonly accepted in the U.S.A. thatAchurch and state
should be separate (subject only to.the provisions of the B.N.A. Act,
~ Section 93, regarding Separate Schools). Predictably, this item met
with no agreement and the statement which was released indicated thht
the Commlttee accepted Separate School leglslatlon in conformlty with
provisions;of the B:N.A. Act. The Committee also agreed that_coopera-‘

tion between both elemente'of the public school system is both desir-

able and necessary.

o

With the usual reservetions with respect to federal control
the Committee felt that federal particpation in educatiOn is desirab1e>
Respon51b111ty for Indian students, Department of National Defence pupils,
and general f1nanc1a1 part1cipat1on were con51dered proper areas of |

federal involvement.
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Committee agreed that responsible frecedom of individuals

should be maintained. By this it was meant that coercion should be

minimized so

that personal growth could be maximized.

Because Committee members had read the Cameron Commission

-Report and the minority report issued at the same time there was a general

awareness that any attempt to discuss a basic philosophical.position

grounded in the writing of educational philosophers would result ip

grave dlsagreement with the Alberta Catholic School Trustees' Association

(Report of the Royal Commission on Education'in Alberta, 1959). In

I

the minority report much of public educatlon was denounced as the excesses

of the progressivist school. Consequently, the Committee stated that

. no single philosophic position as . enunciated by educational philosophers

would be accepted wholly but that an eclectic approach would be recognized,

the elements of which would be subject to continuous review. This was

not totally’ satlsfactory for some members felt that before they could

, subscrlbe to such a statement the particular selectlon of elements from

educat10na1 philosophy would have to be made explicit. The major1t§

however, felt

and expected orientations throughout the province.

The

»

Comﬁittee felt with Frymier (1969) that provision should

be made for the legislative,'exeeutive and judicial functions of govern-

ment at all 1l
Con
Canadlan cult

plurallstlc n

evels of school administration.
siderable discussion centered upon the mosaic pattern of
ure (Porter, 1965) with the statement emerging that the

ature of Canadian soc1ety would be recognized and accepted.

It was proposed that flex1b1e approaches to currlculum, build-

ings, organiz

ation and conduct of schools must be permltted on the premise

that such a broad view should be able to accommodate existing
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that progress cen.bc achieved through experimentation and diversity.
This statement did not survive into public drafts bccause there are
some segments of the public school system that feellsatisfied with current
approaches |
There was general agreement that integration of schools with
other community resources and servgses should be facilitated.
Finally the Committee proposed to produce a minimum decument .
reflecting permissive policies with a minimum of prescriptive sections
. on the éremise that the least legislation would be the best legislation.
It was stated that the draft act woeld attempt to reflect r~rrent'bre—
ferences but anticipate change in the futdre by de-emphasiz:ng (- elim-
inating many restrictive provisions.
. This aécount of perspect;ves held in the Committee is drawn
‘from the reports of the Committee meetings held and from the chairman

who was a participant observer.

8. The Department of the Attorney General, Shortly after

the Committee began its delberations, the chairman, in an interview

with Mr. S. A. Friedman, Q.C., and Deputy Attorney General, enquired
about the Co;mittee's stated preference to write an Act which elimina-

ted many ef the.historical provisions of the former document. It was

Mr. Friedman's advice (not documented) that the open approach to legis-
lation was prefefable to becoming too specific. Later when the Act

was being draf;ed in legal form by attornies in. the office of the Legisla-
tive Couneel, the same approach prevailed. fhe Attorney General's Depart-
ment researched the constitutional guarantees given' to Separate Schools

to make sure that departures from current practice would probably not

result in federal intervention Iater on (Letters from D. C. Elliott
L]
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to W. E. Wood, October 8, 1969; and from W. E. Wood to T. C. Byrne,

October 9, 1969).

9. The Législature. Four groups within the Legislature

had an influence upon the final draft. -Initially, the cabinet reviewed
the Committee proposals and suggested changes which reflected their

policy. The Act then was placed before the educational committee of

» e
.

the Soc1al Credit Caucus which again reacted to proposals and suggested
amendments. Because Bill 35, the draft Act in bill form, had W1de
public circulation, both government and opposition members were able

to react to proposals. This activity was further enhanced by the open
questioning of details during second and third readings of the Act

by both governmentvand opposition members (School Act Hearing, November
3, 1970).

10. The General Public. It would be impossible to classify

the many perspect1ves held by members of the general public. Special
interest groups within the public emgrged, typical of which were the
Library Association of Alberta (Letter from I. J. Bates to B. L. Stringham,
November 7, 1969); Certified General Acéountants of Alberta (Letter

from D. C. Elliott to B. L. Stringham, February 11, 1970); the Association
of Private Schools and ColTeges (Brief to the Minister of Education

on the Rewriting of the School Act, July, 1969); advocates for and

against Family-Life Edqpation (Brief of the Family Life Educatibn Council
of Edmonton, March 31, 1969); The Alberta School Bus Oi)era'tors' Association
(Letter from A. Jackson to B. L. Stringham, Juné 4, 1969); other depart-
ments.of government; représentatives of the insurance industry; muﬁici-

pal bodigs, etc. In most caseé these groups and the dozens of individ-
uals who submitted briefs reacted to individualcitems upon which they

had a point of view or expressed a difference.
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Situations

In discussing situations with respect to a contextual map,
Lasswell (1971a) defines situations as ''the zones in which interactions
occur." Thus, situations or arcnas may include ecological or spatial
dimensions, temporal dimensions, whether the arena is organized or
unorganized, value inclusive or exclusive, crisis or inter-crisis oriented.
Rather than making an attempt to identify unique afenas for each of
the ten participant groups, the discussion of situations will refer
to the overall situation in whith the Act was written and try to identify

il

the participants in each of several arenas.

The interactions among effective particﬁants occurred primarily
within the Committee for Rewriting the School Act and in those meetings
identified in the earlier part of the thesis. In addition, each of
the orgapized partiéipant groups held meetings at their headquarters
and throughout the province at which policy matters were clarified.

As wili be seen when base values are discussed, the greatest interaction
occurred when matters of special interest to the participant groups |
were addressed. An example is the reaction of the Alberta School Trustees'
Association at the June 1969, Banff Secretaries' Short-Course énd Trus-
tees' Seminar when a discussion by the chairman of matters coming under
considerationvgeneréted a concerted demand that the paéé of change was

too fast. At that same meeting representatives from the Alberta Catholic
School Trustees' Association did not perceive favourable treatmeﬁt of

their paIticular‘interests, with the result that both the Alberta School
Trustees' Association and the Alberta Catholic School Trustees' Associa-

tion reacted in a crisis orientation.

The January 10, 1970, Emergent Representative Assembly of
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the Alberta Teachers' Association represents a crisis orientation in
reaction to matters in the Bill éhought to be detrimental to the A.T.A..
The same mood prevailed at the March 3 and 4, 1970, session of the Standing
\ Committee on Public Affairs, Agricﬁlture and Education when numerous
individuals and g%oups seemed to feel that a crisis had arisen.

A less dramatic arena where interaction that effected the
outcome of fhe rewriting activity occurred was within the Committee
itself where the positions of the participants were debated, adjudicated
and sometimes reconciled.

Comnunication by telephone and through correspondence with
the dozens of individuals who submitted ideas and reacted to drafts
can be thought of as sigﬁificant ;}enas where interaction occur;éd;."
Public meetings where members of the Commiffee, employees of‘the Deéart-
ment of Education and other persons knowledgeable about the rewriting
activity spoke, received criticism, and collected i&eas_were also important’
arenas. Coverage by the press, radio and television made many Albertans
"aware of issues that would affect education under thg new legislation.
Those special interest groups which either wanted to‘protect territé;y -
given to them, as was the case with the Alberta Library Association, -
and the Certified General Accountants of Alberta, as well as those who

wished to expand their area of influence, such as certain insurance

agents and consultants, provided other significant re?ctions in the
\

writing process.

Base Values and Social Forces

The base values include all the values available to a participant
at a given ggie. It is clear that a political party, for example,
has some political power, thanks to the public officials and bosses
under its control; possesses enlightenment assets if it has access

e

/
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to radio, television, and printed media; enjoys wealth to the extent
that money and volunteer services are available; marshals physical’
vitality in the degree that it draws on.youth; attracts love and
loyalty from those who are identified with its past and future;
draws respect from various social strata; and commands a reputation
for mdral integrity from the record of its leaders

(Lasswell 1971a:26)

Virtually, all of the base values identified by Lasswell were
operative among all of the participant groups and individuals in the
rewriting of the School Act. In addition, it can probably be inferred
" that social forces relative to each of the eight value categories were
also operatlvee The following discussion will atte;pt to give examples
of each of the eight base values and social forces relative»to each

of thedeight value categories with which they can be associated as they

were manifest in the project.

Power

. Power is defined as ''the power to unilaterally determine the

behaviour of others, regardless of the basis for that ability" (Cleland,

1969).

SN
)

When power 1s uked in a .lawful ‘manner or has been 1eg1t1maﬁe1y
. N
attached to an organ1zat10na1 position, it is referred to as authority

which is delegated,by job descriptions, organizational” titles, standard
operationél procedures ?nd policies related tq those proceduree. When
power is not used in a lawful or le;itimate/m;nner, it is said to be
naked or pretended. If it 1s naked it attempts to control w1thout being
legitimated. If it 1s pretended 1t masquerades as legitimate author1ty
but cannot control (Lasswell, 197;a:27). Closely associated‘with‘power

and authority is the concept of influence which "is authority assumed

without the legitimacy of an organizational position (Cleland, 1969;{}).f



126.

Influence can. arise because a person may have superior know-
ledge and expertise than those over whom he exercises his influence.

In the following quotation, Fayol seems to equate personal authority’

[ 4
and influence.

Authority is the right to give orders and the power to'exact obe-
dience. Distinction must be made between a manager's official .
authority deriving from office and personal authority, compounded
of experience, intelligence, moral worth, ability to lead, past
services etc. ... Personal authority is the indispensdble com-
plement of official authority. : .

<

(Fayol, 1949:21)

A

In the reﬁriting*of the School Act many groups and individuals
exercised power, authority, and influence. In discussing these.concepts

primary attention will be paid to the policy issues identified in the

previous section. il

There was general agreement that the revised Act.ﬁhould'not
coﬁtain wordy, legalistic anachronisms, but that it should be simplified,
general, and open in its approach. it was the chairman's perceptién
that removal of detail was»th;ught by some of the particip;nt g;dﬁbs

to be an avenue whereby greater power for individual organizations could

’
»

be secured. The argument seemed to be that if-sections which restrictéd
power of boards or teachers, or gpecified particular duties were removed,
there would be greater freedom fdéfall groups to evolve their own patterns
of behaviour. Représentatives from the Alberta C?tholic\Schooi Trustees;

Association, however seemed to view removal of detail with respect

to constifutional guarantees in precisely the opposite manner. Here

it was feared that loss of power and authority to manage qul%ate Schools -

’ -
-

mayfoccur if detail was removed (Western Catholic Reporter, May>11,

1969). Thus it can be seen that any change in Specify%?g det#ils was

SN

viewed as a power shift by significant participant groups. %
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) .The amount of detail that.would be included in the Act gave
rise to a consideration of strict and liberal censtruction and interpre-
tatiqn of statutes (Enns, 1963:24). In general those parts of a statuté
which have the effeqt of interfering with the ;ights of individuals

A .
are strictly construed, while others are more liberally interpreted

when it is clear that justice would not be served. by strict adh;rance
to all technicalities (Bnns, 1963:26). .In an attempt to ascertain

the advisability of‘moving to a more open approach which would be more
liberally construed,‘the chairman consulted with the Deputy Attorney
General, Mr. S. A. Friedman. It was his opinion, as noted earlier,
that an open approach would be satisfactory and that by reﬁgving much

detail, many concepts containgd in the current School Act wh. h had

to be rather strictly interpreted and construed because of the detail

- included, would be open to much more liberal interpretation in the

-courts..

Upon learning of Mr. Friedman's opinion relative to these

. matters, the Committee agreed that they would opt for sections which

could be .liberally interpreted, thus creating an arena in the future
where greater power may be seized by participant groups.

. The local autonomy issue was seen'by all participant groups
o , 17

< a means whereby greater power coﬁ&dfﬂe gained. The Alberta Teachers'

. .
Association seemed to base its objections to regional bargaining and

the possibility of plebiscites contained in the first legal draft that

was released in December of 1969, on the argument that these sections

-were'cﬁntrary to the principle of local autonomy for school boards which

- characterized most of the other parts of the Act. A similar point of

r

view was expressed by the Alberta School Trustees' Association and the

Alberta Catholic School Trustees' Association.
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The Alberta Federation of Home and School essociations encour-
aged much greater involvement with schools at the loc;l level, particulariy.
as it related to their own organization. In each case it can be seen
that any movement toward local autonomy seemed to be viewea by the major
participant groups as enhancing the possibility for power to be exercised
at the local level.

The argument over the status of negotiations for teachers'
salaries was strictly a power argument. Trustees viewed movement to
regional bargaining units as an extension of the application of the
‘Labour Act to boards whereas the teachers viewed the same moVe,as a
;éstrictionion the power that had been enjoyed to that time. Boards
. seemed to feel that they required the power‘that local bargaining units
may give thém in contrq%ling educational éxpenditures being made by
themselves on behalf of rate-payers. Teachers on the other hand, felt
‘that the setting up of regional bargaining units was in effect, a transfer
'_of power from local school boards to an amorphous regional bargaining e
body which could not have the interests of children at heart to the

same degree that. either the teachers or the local trustees themselves

had exhibited in the past.

ar 1

The. individual righté of citizens argument seemed to be advanced
by individuals and groups in an effort to secure power for.themselves.
In particular, the arguments advanced by the Alberta Cathﬁlic School
Trustees for creation of larger school districts and divisions was an
argument for jncreased power. The feeling that restriction of development
of Separate School jurisdictions while public school administrations
had grown larger was discriminatory from a religious po{nt of view was

T <
a convincing argument in the area of political power which was only
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defused when the Honourable R. C. Clark, Minister of Educdtion,_in
‘ the hearings before the Standing Committee on Public Affairs, Agriculture,, ;
vand Education in March, 1970, gave assuranées that the‘matter of Separate
School Divisions would be considered at a later time when further attention
was being given to boundaries of school jurisdictions generally across
the province (Speech by B. L. Stringham to Sgcfetaries' Short Course
and Trustees' Seminar, Bénff, June, 1971).

" The expressed concerns of the Alberta Federation of Home

and School Associations and the Council for Exceptional Chd

greatef attention be’giggé to childpén with handicaps and other learning
disabilities was an arggmént~in'fhe area of individual rights asking

for more ppWeﬁ'to be delegated to meet these critical needs (Brief

of A.F.H.S.A.,\Juiy 4, 1969 and letter froh N. Flaig to R. C. Clark, "
February 25, i970);

The matters addressed in the preceding paragraph were manifes-
tations of social forces wiih a powenr base. In addition, there were
,otﬁer social forces impingiﬁg on educétion in Alberta whiFh h;d to
be recénciled. Houourablg’R. C.7 Clark spent considerable*time during
the latter part of 1969 and the early part of 1970 speaking to various

groups throughout the province about a taxpayers back-lash effect being

felt across North America because of risjng school costs (Calgary Herald,

August 21, 1969). Controls on board expenditures were being felt through-
out the nation and the realities of expanding government -expenditures
and shrinking funds made consideratidn of controls more prevalent in

Alberta than they had been before (Calgary Herald, August 2, 1969).

Accountability was being demanded with numerous addresses being given

in suppoft of that concept (Calgary Herald, November 20, 1969). Student

power in the universities was rife and expectations were growing that
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similar movements would be in the high schools at an early date. Drug
abuse was prevalent with demands continuaily being heard for greatér
control by the schools of the coﬁdu;t of young people at the same time
that re51stance to all controls in society was being experieﬁced. Advocates
of family life education were battling with groups of parents who were
trying to turn the tide of permissiveness. The supply of teachers

had stabilized and it was anticipated that surpluses would begln to

‘occur within the next few months. Unrest among teachers, . puplls and

parents had bgcome"relatively commonplace. Each of these circumstances
can be thought of as manifestations of social forces related to redistri-
bution of power in society. They all had either subtle or direct influ-

ences upon the outcomes of the writing process (T. C. Byrne in Hanna

Herald, January 21, 1970).

Enllghtenment

While it cannot be debated that a major purpose for operatlng
schools "is enlightenment of children, activities surrounding rewriting

of the School Act did not focus primarily on knowledge acquisition.

~ The Act was designed to create structures wherein schools could be organ-

i
ized and en11ghtenment gained by clients. Thererwere however, numerous
letters and briefs whlch did encourage samething w1th respect to enlight-
enment. The demand for a consistent philosophy, first enunciated in

the Edmonton Journal (February 10, 1969) and later supporﬁed by various

school Jurlsdlct1ons and the Alberta School Trustees' Association, reflect

the basic concern that people shared about providing greater enlightenment

to chlldren in schools.' The Alberta Federatlon of Home and School Associ-

ations addressed the matter of Hutterite Educat1on in one of the1r general
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meetings where again, considerable attention was drawn to the matter

of providing enlightenment to student§ in these gcho6ls (Calgary Albertan,
March 10; 1969) .

| NeVertheless, thé'accent on providing enlightenment was omitted
from the deliberations of the Commi£tee for Rewriting thé School Act
and transferred by design to the work of the Commission on Educational
Planning which, as'waé noted earlier, was commissioned during the process

'of writing the Act (Calgary Albertan, May 8, 1969).
\ , )

Wealth

Any concern that has to do with the economic well-being of
‘an organization or its members can be thought of as'addressing itself
to the value of wealth and with those social forces which make wealth

important or necessary to the continued operatioﬁ«of an organization.

' .
The negotiatioﬁ issue caﬁ be thought of as being motivated by ofgani-
‘zations and individuals pursuing wealth. Boards were interesfed in
‘saVihg money thrpggh negotiating'c611ective1y,'whilevteachers were ingerf
ested in creatiﬁg conditions of negotiation that would prove to be most
beneficial for their membetship. The governmen; in introducing a prgvifv
sion enablinnglebiscites and limiting local autonomy can be thought
of as directing its attention to conserving wealth for use in other
priority areas.’

It is interesfing to note that arguments with respect to values
and social forces associated with wealth were as strong as those whizh
dealt with power and together these two areas created the most heated

. s \ ., . . .
discussion relative to any value issue that was considered during the

writing process.

A
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Well-being

/- . Some submissions concerning individuai rights addressed'thenQ'
seiyes to social forces and velues associated with the well-being of

~ individuals. Representations concerning insurance, duties of employees,
settling of d1sputes, and agreements concerning recreation and community
services were related to the value of well-being. This value, however,

was not one of the major issues addressed in rewriting the Act.
Skill

Provisions deallng with® vocat10na1 educatlon and work exper-
ience programs directly relate to-skrll acqu151t1on as a value issue.

There were forces in society which tended to emphasize these matters:

‘and which led to their jnclusion in the draft Act.

*

Affection .

. :
_Probably the only concern raised in rewriting the Act that

could be considered to address the veiue associated with affection was
the fee11ng of unity among members of participant groups.” To the A.T.A.
this was given 1mpetus when resistance to any suggestlon to separate
pr1nc1pals from teachers in the bargaining process was met. While it
may have been affection that led to this re51stance it is more 11ke1y
that it was the power motive that was operable. Relative to the Alberta
School Trustees' Association it might be assumed that standlng together

- in regionél bargaining units was 'a manifestation of affection, but again,
it would seem that the power motive'was predominant. Certainly, there
was manifestation of affection or mutual concern for each other evident )
in the position»taken'by the Alberta Catholic School Trustees' Associa-

tion. It wanted conditions to remain as they were essentially, but
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wanted to extend current powers so that operafions could be made

larger or more viable. Similar statcments could be made about other

of the ﬁartiéipant groups .

v

Respect e ‘

The ihitial.Committee report iﬁcludedvtwo sections which dealt
directiy with the value of respect. Thesé were included because of
Sociakiforces enunciatedgmoét clear}y by the Mberta Indian Association
qnd advocates bf_woméﬁl;.rights:in Alberta. Those sectidns read as .

follows:

4, Notwithstanding anythingvheréinvcontained, women are upon
an absolute equality with and have the same rights and privi-
leges and are subject to the same penalties and liabilities

as men.

5. Subject to the provisions of the Human Rights Act discriminatoxy
practices because of religious beliefs, color, ancestry or
place of origin are prohibited. e :

(Report of the Committee for
Rewriting the School Act)

These sections did"not persist info the‘fina} draft because
the Department of the Attorney General cdn;luded that these ¥ights are
enjoyed gy‘all citizens irrespective of their inclusion in Acts other
than the Human Rights Act. Nevertheless, the COncerq.voiced by the
Alberta Indian Association and indiVidualvfemaié teachers in the province
led to this manifestation of the value of respect emerging at one point

in the deliberations of the Committee.

Rectitude

The basic concerns of the Alberta Catholie School Trustees'
Association seemed to, centre in the conviction that an education must

include more than academic learning and go beyond into specifif values
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which were labeled Christign‘Education (Western Catholic Reporter,

May 11, 1969). This addressed the concern for rectitude directly as
did provisions dealing with instruction in languages other than English
and provision of religious exercises and instruction in the schools.

While some gr55£s may have been content to see certain value

* positions associated with rectitude disappear from the School Act there
¢ R .

were significant demands that they be retained.

Strategies

The strategies employed by the Alberta Teachers' Association '

P

are outlined in the following quotation from the A.T.A. News dated.‘

November 19, 1969:

’ | WHAT THE A.T.A. IS DOING ABOUT THE SCHOOL ACT’

AN by B. T. Keeler:
" When the government's jntention to rewrite the act was announced,

the Provincial Executive Council, as a guide to our participation

in this project, outlined a set of objectives for a new act. Most

of these were based on policy adopted over the years by annual

representative assemblies. : ‘

District Representative W. L. Hughes and Staff Officer H.
A. Doherty were named to represent the Association on the Committee
. for Rewriting The School Act. '

Locals were invited to study the present act and suﬂﬁit views
for use by our reprsentatives. ‘Several significant issues were
identified in the local reactions which were received.

Following release of the first draft, a copy was sent to each
local with a request for study and reaction. Again, local submissions
proved useful. ‘ . : : '

- An ad hoc committee of the Association reviewed the draft
. clause-by-clause, brought certain policy questions to Council for.
decisions and listed numerous changes to be sought by the Association.

A.T.A. solicitors drafted proposed'rewordings in consultation
with staff. This process'iskgontinuing.
. RN

!
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A.T.A. representatives at each of the Minister's conferences
were briefed on major areas of dissatisfaction with the draft and
added other items of concern. o

An Association brief, which will include all proposed amend-
ments, is in preparation for presentation to, the Deputy Minister.

\
It is anticipated that the matter will be referred by the
- Minister to his standing committee on legislation, on which the
Association is represented, prior to tabling of the bill at thg
197qysession-of the Legislature.

(The A.T.A. News,-4:5)

Sﬁbsequeﬁt to November 19, 1969 and with the release of the
first }egal draft on December 15, the A.T.A., as réported above, called
anvEmergeht Repfesentative Assembly, one subjectzof which was to convey
to th; government and opposition, two sections which had not been included
in the original Committee report. Other strategies employed were the |
calling of meetings in locals, and submissions of briefs to ihe Standing
Committee on Public Affairs, Agriculture and Education. In some of
these @eetings the strategy employed could prbbably be Called qc:fron:ation.
since the objections(raiséd were presented in a forceful mannér. n

| Finally, after the presentations had been made before the
Standing Cqmmitteé on Public'Affaifs,&Agriculture; and Educétion, the
A.T.A. presented a bri®¥f to the.Minisﬁer and intéfviewed him, achieving
notable gains which will be reported/under the topic entitled "Outcomes."

A1l of the other participﬁnt groups employed similar strategies

to those enum rated and described with respect to the Alberta Teachers'

Association. [PBriefs, press releases, conferences, conventions, letters

to the editor,|M.L.A.'s, Committee members, interviews with the Minister

of Education and other politicians characterized the strategies utilized.

Some of the group§ employed strategies which were unique.

The Alberta Schopl Trustees' Association established a committee on
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legislation which gave detailed attention to cvery section of the pre-
liminary draft prepared by the chairman. Initially, the A.S.T.A. seemed
to offer unqualified support for the project but as individual boards
begén to demand a delay in proceedings, the position of the association
reflected the same concern. After the legal draft had been made public,
the A.S,T.A., through its,executive director, Dr. D. A. Girard, seemed
to support‘the work of the Committee. This strategy paralled closely
the general approach taken by the Alberta Teachers' Association in
the early months of the re-writing project. However, from Decembtr
of 1969 virtually until the Att was.passeq, strategies empioyed by
the A.T.A. were designed to delay implementation of the Act until further
concessions deemed degirable by the Teachers' Association could be
gained. The'Alberta Catholic School Trustees' Assocration was generally
supportive, except for a period of time whénzthere were fears that
chénges in constitutional guarantees to Separate Schools may occur.

As these were removed from the draft, generél support f;r the pr&ject
was apparent. The Alberta Catholic School Trustees' Association utilized

press releases in the Western Catholic Reporter which circulated to

a large number of their supportérs and also circularized Separate School
Boards, advocating that they react in ways which the executive of the
association‘felt would create the social climate whereby the rights

of Separate School supporters could be protected.

The Alberta Federation of Home and School Assoc1at10ns utilized
techniques essentially the séme as others with perhaps one exceptron. |
Local groups were encouraged to hold pub}ic discussioﬁg on the'School
Act and ﬁembers of the Committee for ﬁewriting the School Act were invited

to participate in these local meetings. The result was that many members
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of the general public were better informed through the efforts of the
‘Alberta Federatlon of Home and School Associations.

The universities maintained a very low prof11e but did, on

v

essentially an individual basis, react to provisions contained in the

various drafts.

m

The government and the Department of Education in particular,
by deciding to involve the major referen;e groups and the public\in
examination of drafts of new legislation, employed atétrategy of open-
ness that is frequently not fqund in governments which operate under
the British parlimentary tradition. In most parlimeﬁtary governments,
tradition demands that drafts of legislatioh‘remain confidential until
they are tabled in the ﬁouse_for debate. This was not the case in pre-
paratibn of the School Act, 1970.

The strategles employed by the Committee are the subject of

this thesis and can be inferred from the accounts written here1n.

s
L]

~,

- Qutcomes \

L

The culminating activity of the Committee f;r Rewriting the
School Act was the passage of the School Act, 1970, on April 15, 1970?
and subsequent proclamation gf the Act on August 1, 1970. To the Alberta
Teachers' Association passage of the Act represented a particularly
~frﬁitfu1»lobbying effort in, the final month of the rewriting activity.
Analy51s of the amendments made to Bill 35 between the time of the public

hear1ngs on the Act in early March and April 15 when third and final

]

reading was given 1nd1cates that six 51gn1f1cant concessions to the

-

teachers' point of view were accom@odated. The Act spec1f1ed the nature

of contract$ of teachers when a distri

is 1nc1uded Lannother School
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District; Spec1f1ca11y authorized teachers' conventions; gave additional
~detail with respect to transfer of teachers; 1nc1uded provisions which
specifically precluded the p0551b111ty of Spllttlng pr1nc1pals from
.the,bargainihg tnit; broadened the basis of appeals upon termination .
of designation as principal, and included”e section dealihg with the
payment of teachers. According to a series of notes preperedffor a .
meeting with the Minister of Education on March‘26, 1970, réépecting
the amendments to Bill 35 the A.T.A. only had four re51dual objections
to the draft legislation. They dealt with whether a teacher ‘should
be required to "render service' or "instruct pupils,” even more defini;e
specification that the teachers' bargaining unit should include all
teachers; objections to the provisions allowing school boards to become
members of employers' associations; and opp051tion to the placing of
"limitations on the fiscal freedom of school boards. In the absence
of further registered objections it can be assumed that the Alberta
Teachers"Association was reasonably satisfied with the other provisions”v

- »
of the Act..

The Alberta School Trustees'lAssociation in the completed
Act saw the fulfillment of many of the objectives that they had held.
Other-then the section which controlled thevamount of supplementary
' requisition that a board could levf, there seemed to be’greateréfree-
dom given to school boerds. In the amendments to §111 35 which were
(effective before the Act was passed, certain matters of minor concern
~ “to the A. S.T.A. were accommodated so that this grouo.seemed to be relatively
satisfied with the outcome of the rewriting. activity. The president

of the Alberta School Trustees' Association, Mr. R. D. Gruenwald, made

‘the following statement:
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“All in all, I believe after this new Act is finally passed and

. assented, we will not suddenly wake up the next morning and check:
the Act out to see what we must do differently. I think it will’
be business as usual as far as most of us are concerned. We.must
have teachers, administrators, school boards and department of
education officials who will work together toward a common goal.
This is what it takes to provide a good education system - not
just the minute details of a School Act.

- (The Alberta School T}ustee, 40:1)

Thus it would seem that the AlbertasSchool Trustees'»Aésociab

tion generally supported the outcome of the rewriting project.

)

* The perceptions of the Alberta Catholic School Trustees' Associ-

ation are summarized in an article in the Western Catholic Reporter,

/
~

April 26, 1970, a éopy of which follows:
THE SCHOOL ACT: FIGURING THE SCORE

Now that the smoke is clearing following the proroguing of
the Alberta Legislature, Catholic educators are attempting to work
out a box score of gains and losses in the battle over the new

School Act.

. The major gain was an amendment placing th. onus on companies,
which don't want to support Catholic schools, to prove they haven't
got Catholic shareholders. g

Up to this time, the burden was on the Catholic boards to
determine this fact, an impossible task in most instances. The
result was the majority of company taxes ended up in public s7hool<
treasuries. : : . j )

The change will mean substantial amounts'of money for C tholic
boards in the large cities and other industrialized areas.

» * *
o S
LARGER UNITS of administration for rural Catholic scﬁsais are still
a long way off. The Catholic boards want to centralize,\ just as
their public neighbors have done for many years. !

There are vague hints that the larger, units are in the offing,
but the realistic view is don't hang by your thumbs waiting for
it. « - :

Catholic public school districts have lost the right to withdraw
from the large divisions in order to obtain religious instruction.
They can form advisory boards -and, according to the act, force

AR
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a division to teach religion in a particular school. But educaters

believe the whole idea is simply unworkable.
4

Only experience, will determine whether or not such an action
can be made to stick. And that's the case with the other sections
of the act, wait and see. '

(Western Catholic Reporter,
il 26, 1970)

From this statement it can be seen that the Alberta Catholic
School Teachers' Association, while it was not overly pleased with the
product of the rewriting, had few major complaints. All of the earlier

fears that constitutional rights may have been abrogated were no longer.

an issue.
Effects ‘ ' e e *
. Despite the representations which were made to the govern-

ment when Bill Number 35 was first introduced on' the Floor ‘of the legislature,

i

there was, in anticipation of passage of the Act, a'projéétioh of its

possible effects. The statement made by Mr. Ivan P. Stonehocker, President

of the Alberta Teachers' Association, represents the gensral.expgctations
L] - . ’
which were heard from many participant groups throughoyt the province.

His statement follows:

CHALLENGE OF CHANGE

By Ivan P. Stonehocker
7 - THE CHALLENG% of tﬁg revised School Act is presented to all communi-
ties. It shifts the emphasis from centralized bureaucratic provinc%ﬁl
control to the community action level. But this desirable change
will fail unless a corresponding change occurs in the present outmoded
" system and the concept of education. Criticism of ‘students, OT
teachers, or parents, OT administrators, OT the allocation of funds,
will continue unless some reforms are made. The student must be

the center of this effort.

' The difficulty is not with the people.iﬁvqlved -- it is with
the system and its operation. The schools caniioti do now alk of
the tasks which are being foisted upgqfihem.' In fact, does the

N ) . . . . e .

°
<
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community want its school to continue with the present program
or is a major changesheeded? ,

The rebellion of students, the. dissatisfactions of parents,
the frustrations of teachers and the despair of. board members,
all indicate a weakness of the present system. 'Is more money the
answer? No, more money to continue or expand the same practices
is not the answer. Is 2 shift in control the answer? Certainly
not, if the shift simply establishes another bureaucratic group
without any basis of reform. There is something wrong when the
enthusiasm and eagerness of the "first graders' change so often
to rebellion or mere toleration in:upper grades.

_ How can this be changed? Thé one-room rural school had many -

failings, but it did have one outstanding feature -- the assurance

of intense community participation which many schools do not have

today. To achieve this again will require cooperatidﬁ of the students,

the parents, the teachers and the board members as representatives
of the citizens. The groups which make up the public or society '
must decide the objectives'and,policies for the school; the pro-
fessional educators must implement these policies and the public
mist appraise the result. ‘

The social development of a child is affected most by his
family, his friends and his school. To be most effective, there:
must be a close liaison between these three agents of influence.
Cultural variations in the homes, generation gaps and an irrelevant
educational program may each contribute to the production of an
erratic or antisocial outlook. Lack of motivation may be a familiar-
result of such conflicts. Many of the low expectations of students

~ can be traced back to prophecies which said, "My child is no good

in mathematics, just like I was not!"

Thpﬁchallenge“of the revised School Act to each group im the
community is to become an active participant in educational reform. -
No imstitution or person is perfect. Education can be improved

by criticism which points out mistakes and errors and suggests
better procedures and policies. Community participation ought .

to ﬁ;oduce a dialogue that will enlighten all parties. The parents
and studeggs will learn much about the problems and complexities

of teachiffg. In turn, the educators will realize the benefits

-of having the public involved directly in developing policies for

their schools.

: .A.similar'challenge faces The Alberta Teachers' Association.
The '‘we-they' complex, the charge of bUreaucratic‘establishment,
the alienation of new members, the failure to communicate, indicates
the need for change in the system. These are not complaints against
the people involved -- they. are complaints against an outdated

- system. Neither is more money to continue the same methods the

answer. Much depends on how effectively funds can be used. Decen-

. tralization has been suggested as a solution. But my use of this

simply administrative decentralization where
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" scattered regional offices continue the existing pattern. It is
my firm belief that there must be a decentralization of Association
procedures. We must establish a new relationship between locdls,
particularly large locals, and the provincial association. It‘_{ 3

" must involve a redistribution of authority and responsibility.

[

With the shift in emphasis to local autonomy in The School Act,

a corresponding change in Association policy will be essential.

The problem of support staff and paraprofessional personnel in
schools is not answered. The attempts at-evaluation of teachers
have seemed to ignore the important factor of how human the teacher
is when meeting students. Much attention must be directed toward
the criterion of performance as compared to credentials.

These issues are not simple -- but they must be faced -- and

(A.T.A. Magazine, January-
February, 1970)

soon.

The chairman of the Committee for Rewriting the School Act |

in early June of 1970, preseﬁted a paper to the secretaries and trustees

in their annual short-course and seminar at -Banff (Appendix G). That
statement dealt with decisions considered to be consequential to the.
passing of Bill Number 35 and in some detail Speéifies the immediate

effects that were felt when the Act was passed. A summary of that paper

follows.
- | The.baper drew the attention of boardggand secretary-treasurers <
to two problems that arose shortly after the act was proclaimed. One (?:
of the chartered banks iﬁ A}berta circulated its managers suggesting

that borrowing for current purposes would be cut off priof to August

1 on the grounds that changes in the new School Act would'prevent boards
from charging tbeif’révénues.to secure borrowings. They al~\.'uggested

that their legal advisors were doubtful tﬁat the board of trustees would
have the pbwer to make a'promisgory note. It was pointed out to bogfdé

that mo~:gc. - of two rival banks would be pleased to accept the accounts

of aay s« -1 >oard$ whose relationship with the bank were in jeopardy
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as a result of any shortcoming of the new Act. It was the opinion
of_the Department of Education that the new Act was sufficiently clear
about the board's status as a corporation that no legal question qf
berrowing could succeed. Boards were advised, however, that unrestrained
borroﬁing likely could not proceed, for‘ministerial approval of current
borrowings was not provided in the Acf, making it necessary for boards
to maintain financial stability in the eyes of their bank managers.

Attention was drawn, to the claim being made by the A.T.A.
that the school opening date, school year and several related matters
be considered to be cond1t1ons of employment. The statement was made
that if boards agree to 1nc1ude all such matters in collectlve agree-
-ments they will a11'1n fact be conditions of employment. It was pointed
out, however, that fhe contents of an agreement are arrived at by coliective
bargaining but in the opinion of the Board of Industrial Relat1ons

’ ;

certain matters which employees may wish to negotiate may be con51dered
as the employer s prerogatlve.

Attentlon was drawn to the provision of local advisory boards
in the Act and the suggestlon was made that local boards which have
been established' under previous legislation were now automat1ca11yxw
within the framework of ‘the new Act. E} : ( : -8

Regional district legislatioﬁ was reviewed.

The opportunity to form a joint body with the»municipality
or other corporation under Section 92 was examlned |

Boards were advised to exercise their responsibility under.':i, j;,
Section 139 wherein the board is required to do certain things in order

to assure that schools would re-open'in the fall. Specifically, boards

were advised’to specify school openiﬁg date, specify the number of days
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of school operation and in general deal with all other matters mentioned
in Section 139 of the Act. Holidays were discussed’and the difference
between vacations ond holidays was stressed.' , | |

gttention was araWn to the requirement of the Act, that each
board was required to hi;e a superintendent of schools. It was sug-
gested that hiring a superintendent was perhaps the most crucial decision
facing the boards at that time.

Attention was drawn to Section 65(3)(d) wherein the board
is required to make rules for the administration, management and operation
of schools. The necess1ty to make and 1mp1ement pol1cy was stressed.

Bonding of employees, the hiring of non-certificated employees,
insurance coverage, the status of #11 subsisting contracts, policy regarding
the appointment of vice-principals, school entrance age, procedores
for dismissal of teachers and transfer to the new ‘School Election Act
were additional items that were brought to the attention of boards.

Each of these items i;lusfrated areas where the effects/of'the writing.

of the Act were to be feit throughouo the province.

Summary .

-

This chapter chronicles‘the eveﬂ%@ which transpired-just pribr
to and during the rewriting of The School Act The social climate in .

which the Act was written is described in a chronology of all of the
vents that were Judged to be significant as the techniques associated

with case studxes and content analysis were applled to the written materials

s

~ which were ava11ab1e Further insight into the act1v1t1es ahd attitudes

whlch were associated with the rewriting of the Act were prov1ded in

the descgiption ‘of a contextual map which is 1nc1uded. ‘Th’,analytlcal

&
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s which are available to the researcher through use of the contextual

map are applied Lﬁ the next chapter.

<



Chaﬁtef 6

A :
THE RELATIONSHIP OF RELEVANT CONCEPTUAL FRAMEWORKS TO THE
WRITING OF THE SCHOOL ACT - A SUMMARY WITH
CONCLUSIONS AND IMPLICATIONS ¢

Introductionf

Chapter 2 of this study preﬁented a discussion of frameworks
from which policy and policymaking may be viewed-and arguéd for ;he
addition of a fifth area of interest in the poliéy sciences, viz., policy
'discovery or policy identification. The/assumed felationships between
the modelé discussed and the reality of writiné thg School Act were >
not explored. Chapter 3 reported research proceddres employed in this
"~ study. In Chapter 4 the pfocess of @dentifying or discoyering certain
policies that were impiicit in the revised Act was reported as a‘first‘}-
application of priﬁciplés developed in Chapter 2. Chapter 5 then docu- ‘
mented the School Act writing experience from‘tWO vantage‘poihts; first
as a basic chronology and then in terms of a contextual map, thus enabling
analysis from the viewpoint of the conceptuai frameworks developed in.
Chapter 2. * This chapter relgtes‘the frameworks to the account‘of the
rewriting and addresses itself tq‘élucidation of resppnses to ‘the ﬁuestions
posed in stating the problem and sub-prob}éms at the outset-of the study.
Conclusions reached in conducting,thevstudy appear with the discussion

of problgms and sub-problems.

“The Problem

By.way of restatement, the problem upon which this study focussed

146.

.
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was as follows: to examine nnd analyse the events associated with thé
writing of The Scnqol Act, 1970, in terms of recently developed theoref-
jcal frameworks fgr understanding the processes of public.policymaking.

An enamination of the events aséociated with the Qriiing of
The School nct in terms of the. dimensions of policy sciences preéented
1n Chapter 2'indicafes that there were some similarities between those
'cons1derat10ns deemed to be 1mportant from the viewpoint of the policy
“ sciences and the actualities of writing the Act. The §1mensions of.
pollcy sciences by which analysis of the rewriting activity can proceed
1nc1ude the concepts of policy analysis, megapollcy,‘metapollcy and
' reallzatlon ‘strategy. This study suggests that policy 1dent1f1cat1on
be added to the list. A discussion-of the applicability of each of
these dimensions of Policy sciences to the rewriting of the Act follows.

One could(é:gue that some of the procedures associated with
policy analysis were implicitly followed in strnctuning the new Act.
The procedure, héwever,_does.not seem to ha;e proceeded in a very ‘com-
prehensive way. Identification of al‘ternatives‘ was sought through in-
volvement of varioué referenée groups on ‘the Committee for Rewriting
The“Schobl Act ‘and through solicitation ofibriefs and;comments from
the general public. There was no concentréted effort nadé,‘howeVer,.
to provide innovative methods for generating great numbers of alterna-
tives nor for testing the v1ab111ty of alternatives examined from the
viewpoints of more than a‘féw selected jndividuals and reference groups.
" There was an‘implicit concern shown for underlying valuesl This is
best éxemplified through.examination of issues surrounding changes to
separate schoolfﬁeéislation where, during the process of‘wfiting the

A"
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first draft and in the modification of suggestlons made later on, the
values of separate school supporters were recognlzed and in most in-
stances accommodated. Nevertheless it would.seem to be a valid assump-
tion that considerably more depth in policy analysis activities could
have been employed than were foilowed implicitly by the Committee.

The statement of basic principles which was formulated by
the Committee in its first meeting is perhaps the only approximatidn
to a megapolicy phase of the rewriting e*perience that can be found.
This, however, was‘somewhat deficient from the standpoint of the policy
sciences for it did mot involve the Minister, hié‘deputy nor.any of
the directors in the Department of Education. It was undertaken solely
by the Comdittee for Rewriting the School Act and seemed to flow primarily
from the observations presehtéd to the C%mmittee by the chairman. it
cannot be argued that the Committee had a statement of overall goals
nor that the boundaries between any of the specific policies implied
int the Act were regulated by overarching goal statements. Only implicit
concerns with the time over which the pol1c1es implied in the Act would
koperatg were manifest. " Possible rlsks associated with various committee
proposals were only judged on the basis of personal opinions expressed
by Committee members. They were not sdbject to examination in the larger
communlty At no time was the ‘;mmittee concerned dirbctly with whether
~or not the policy changes 1mp11ed in rev1s1ons to the Act were 1nnovat1ve
or incremental. Intuitive feelings about what would be accepted seemed
to rule. No attentioﬁ was drawn to whether or not policy changes should
achieve goals through shock gffect or through mutually coordinated ways.
Little recognition was given to implied assumptions about the future

state of Alberta Society. No consideration was given to any theoretical
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or conceptual basis upon which the activity may have oT should have
been proceceding. Little- concern was shown for future aveilability
of resources nor even for the manpower and support resources which
would have been necessary to effect pollcymaking'in”the‘ways described
in the 11terature. Because there seemed to be no awareness among the
Commlttee membexrs of alternative styles of making policy nor 2 firm
realization that megapolicies ought to guide policy anelysis, no evid-
ence can be shown that even in an implicit way these procedures were
anticibated. The sorry conclusion must be'drawn that the wr1t1ng of
The ScheollAct, 1970, proceeded without any of the concerns addresssed
in the literature under the .general heading of "megapolicies" being
met in any but an inccidental way.

Metapolic;%@s policy on how to make policy. Activitiee in
the Department of Education prior to December 19, 1965 and the meetidg
of the Committee on Legislation and Regulations held that day'represent
:activities asSociaied with rewriting the Act that could be classed
as metapeliéy-type aetivities. During the six months preceding the
DecembEr 19th meetingiof the Commlttee on Legislation and Regulations,
decisions were téien by the Minister of Education and. departmental |
officials respecting the way in wh1ch the Act would be rewritten. From
examination of the documents referfEd to in Chapter 5 it is eV1dent
that there was no accent on policy and pollcymak1ng at this time. The
accounts which are available and reported in this study seem to indicate
that the jnitial plan was to accompllsh essentially a housekeeping
job in removing redundant sections from the Act. As time developed
and because of the particular interests of the Alberta School Trustees'

Association, the terms of reference were expanded by the Committee
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to include a complete rewriting instead of a simple revision of the
Act. But againzqfhis was seen as a structuring of basic regulations
.under which sché&ls should operate and not as a policymakinénaétiVity
in the texrms now employed by writers in.the field. Had the knowledge
now aﬁgilable in the poli;y sciences been employed by the Committee,
it seems probable that the structures which deveidpéd for making changes .
in the Act and the Act itself which now is seen as an expression of
underlying government policy may have been quite different.
| Realization sfrategy is the fourth dimension of the policy
‘sciences discussed ip tﬁis study. Becéuse the School Act was proclaimed
for implementation on Augﬁst 1, 1970° it achieved significant impact
bﬁ reality immediately. The Committee for Rewriting the‘School Act,
however, did not address itself in any definitive way toulhe effects
which the Act would have upqﬂ proclamation except in the intuitive sense
:}th which' the other dimensions of policnyCieqces may have been employed.
The observations ﬁade with respect to metapolicy‘applies equally well |
to realization strategies. Had'there been ﬁ sensitivity on the partf
of tﬂe Committee or the government to ways by which the new policies
would impact.reality, the antagonism-producing approaches made by the
Committee and fhe negative actions engendered in reference groups by
that acti#ity could perhaps have been ameliorated. _ | J
.. Chapter 4 examines the concept of pol‘cy jdentification which
is developed in this study. This concept is aﬁplied in that chapter
'to the policiesAwhicﬁ seem to have been implied in fhe writing of the
Act itself. It.can be logically argued thdt’the process of policy iden-

tification might well have preceded the steps which the Commi ttee" took

in writing the Act. Had there been an earnest attempt to identify
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project. It was probably an 1mp11c1t realization of the om1551on of

\ o | 151,

the policies implicit in The School Act, 1955, and practices associated

‘with the operation of schools in 1968 and 69, there would likely have

been more direct attention paid to those policy issues in writing the
new legislation. ‘As it was, policy issues were examined butrnot from
the standp01nt of ‘overarching, broad goals of government. Instead

they were seen as a series of discrete but 1nterre1ated problems wh1ch//

could be resolved through writing legislation, an activity which according

to*the 11terature,rg‘ vy could have followed decisions about general

educatlonal pol:’ ,i 1dent1f1cat1on it is argued is the logical

by the ffé'v}fi - P chool Act: )

i The problem ngn Wthh this study was based can be further

- explored in a general way by "examining the d1scu551on of prospective

policymaking contalned in Chapter 2 in. relation to the act1v1t1es of

the Committee for Rewriting the School Act. The procedure labelled
meta-goal setting is an app11cat10n of the concept of megapollcy wh1ch

has bee¢n expllcated in the foregoing discussion of§§he p011cy sc1ences.4

A\

As applied t¢ making policy prospectively, the purpose of meta—goal
setting is to set the goals of the goals of the organlzat1on. Tt ad-
dresses itself to the broad oVererchingvgoals that an . organization

is presumed-to have. As nofed in the discussion,of the policy sciences
above, the absence of a Spec1f1c frame of reference for rewriting the

School Act illustrates that there had been no meta-goal setting actj

in relation to the proposed new Act prior to implementation of the

this important phase in.policy-making that prompted the February 10,

1969 editorial in the Edmonton Journal calling upon the government

¢
N

\W
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to formulate a consistent philosophy of education prior to making any

attempt

to rewrite the Act. It would seem that subsequent. denunciation

of thg project may have been based upon this implicit reallzatxon.

It may

have been wise to "process values" (Dror, 1968: 164) by exam1n1ng

different raw values and formulating goals consistent with those which

governm

CORSlSt

ent seemed to prefer. Had rational attempts to ensure internal

ency among values accepted been undertaken, it is less likely

that basic value conf11cts would have been 50 ev1dent. Littie effort

“was mad

which i

e to establxsh a pr1or1ty of preferred values, a d1ff1cult act1v1ty

£ it had been attempted may have prevented some of thp an1mos1ty

which the Committee engendered relat1ve to minor issues such as those

.

raised by the Library Association of Alberta and the Cert1f1ed General

Account

prospect

~

ants Association of Alberta. .

A discussion of meta-policymaking developed in relation to

tive pollcymaklng raises 51m11ar concerns to those presented

in examining the pollcy sciences. As related.to thlS study it seems

valid to suggest that the wr1t1ng of The School Act‘was not preceded

by attempts to design and manage the pol1cymak1ng system nor in accordance

with any overall pr1nc1ples and rules for pollcymaklng Such rules

as were

the Act,

"followed seemed 51mp1y to emerge durlng the process of rewrlting

, a circumstance which typifies the incremental approach. —

‘There was an ¢lement of processing reality-(Dror, 1968) in

rewriting the Act, for in suggesting certain changes there was a reali>™~

zation
certain
interes

seems t

—

that the context within which the Act was being rewritten allowed
modifications to take place. The balance in power between the

ts of teachers and trustees w1th respect to collective bargaxn1ng

o have been acceptable onky because there was neither an over
: . 1.

Y
" >

vy o
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supply nor an under supply of teachers at the time the Act was rewrit-

‘ten.. It was only against this perception thdt the balance in power

was able to be sh1fted to the degree that it was. Some attempt was

made to conduct a needs assessment in the Committee where dlscu551ons
frequently brought out current conditions and preferred states were
explored. These needs assessment sessions did reveal problems’ which
then were solved in as rational a manner as the limited frame of refer-

ence of the Committee permitted. That so few -problems emerged that

~were not at least tentat1ve1y resolved, it can be argued, was perhaps

the result of intuitively following the basic principles of 1ncremen-
talism.

The phases of policymaking discussed in Chapter 2 were not
known by. the Commlttee. Consequently, resemblances betweén these(?hases
and the ectual experience of wrltlng The School Act are few in number.
Specrfxcally, there was no attentlon pa1d by the Commi ttee to allocat1on

of problems, resources and values nor 1nasub-allocat1on of the same.

—
The operatlonal goals that gulded the enterprise initially are conta1ned

“in the report to the Minister of Educdation dated January 9, 1969. Fur-

ther elaboration of goals and principles is contained in’ the Report

:
o .
.

of the Committee for Rewriting the School Act, February 11, 1969. Examin-

ation of these statements, however, leads to the conclusion that the
ommittee was more concerned with immediate activities rather than
with long range goal statements.

Phase 10 of the prospective p011cymak1ng model presented in

a set‘of other»51gn1f1cant values which would impinge the matters

- under dlscuss1qn in the reur1t1ng ‘of the Act. e result of this was

-ﬁy&
that the: reacti ns of reference groups reporte in the chronology was not

the study was not addressed in Any way.\\There was no attempt to establish

2

el
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accurately anticipated.

It would seem that there were some attgmg&s toglmplement the
considerations discussed under Phase 11 of the pollcymaklng model devel-
Oped in Chapter 2. Alternat1ve proposals were consxdered and Ugoow[.
ones were proposed by each of the refgrence groups in decxding wh1chv |

of the sometimes opp051ng alternatlves would be 1nc1uded in this draft.

However, the Comm1ttee cha1rman, whose duty it was 1o actually wrlte

n 8

the draft legislation, seemed to follow an 1ncrementa1 approach or a :
sat1sf1c1ng one rather than attemptxng to conform to & standard of "good~
ness". It can probably be argued that rat1onal techniques for ‘deciding
whatAcourse of action would be written were few and that rel1ance upon
incrementalism and intuition predominated. .

B

There-was no attempt made in the rewriting of The.School Act °

to generpte the probable costs and benefits of any *of the alternatives

wh1ch we&@‘con51dered \ Choice of alternatives was made primarily on
.,\c‘ \ v

the bas1s of hunch and 1ntu1t1on mlxed with con51derat1ons of pol1t1ca1

fea51b111ty such that the whole area of the ratlonal approach to testing

‘ effeets and alternatlves was lost. That the_ pendulum swung too far

to extrarat1onal processes seems to be und1sputed Had. the emph351s

:\‘I

been en more rat1onal approaches or even on the opt1ma1 approach advocated

¥

by Dror and teported in Chapter 2, the exercise wouldthave taken con51d—

- erably- more time than in fact it did. L .

eIt must be cpncluded that Phase-13, comparing the predicted

. : -

benefits and costs of the var1ous a1ternat1ves and 1dent1fy1ng the'best
ones, was again only approached 1ntu1t1vely. Never gas the con51derat1on

of what would constitute the best solutlon to problems 1mposed upon ‘
¢
- - Tk
the compromise .process by which aﬂigcantroversial jssues were eventually

Y

-}
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decided. , = °*
Phase 14 deals again with evaluating benefits and costs of
-

best alternatives. ‘This was not pursued in writing the Act.
o . . o
The inescapable conclusion must it seems be drawn that the
: : - 2

. participants in writing the School Act, 1970 appraochgd their wo#k

3

in ways which only in fe@¥detafls resemble the conceptual frameworks

now being advocated for poblic policymaking. » It would seem that had

<
* the 1nfbrmat1onc§onta1ned in Chapter 2 been available and accepted

by the Committee the1r work would have proceeded 1n much dlfferent

-

directions. requirihg additional resources in terms of time, money,

C .

knowledge and*persdhnel. One can only conjecture what dlfferenége

Wy

in the Act may have occurred.

Sub-Preblem 1. ‘ ' Y

’ | | Sub—problem 1 poses a problem towards which a!§1y51s can now *”@)
£ ‘ - (‘::-‘..

be directed. Does application of Dye's (1972) six models of pub11c
policymaking and Amara s (1972) framework to the Wr1t1ng of The ﬁcboolﬂ'

Act 1970 prov1&e ;n51ghts into processes of pol1cy formulat1on and
‘r.

1dent1f1cat10n° In answer1ng the’ q@est1on, analysis of the’ work of |

S u

the Committee for Rewr1t1ng the School Act will be undertaken from the

e
vieWpo1nt of each of the six models adyanced by Dye. Fbllow1ng th1s,«-;.
) .7‘
‘g* an. amp11ficat10n of the components of Amara's framewbrk whlch is an
:ﬁﬂ?; . 'exten51on of the“Systems model will be presented “‘f |
‘@'Jh: ‘} The Elite Mass Model'” Pollcy as Ellte Pref%rence . oL uE
ﬁ%;.\,g" 7 ,'” 5" Certa1n of the assumptlons underlylng ‘the e11te 'mass podel

Je Ty seem to pertain to groups: assoc1ated'W1th the wr1t1ng of The School Act.
: R . .

b Tﬁe fact that the’ Alberta Teacﬁers' Assoc1at10n was able to generate

N

*Fa .:‘ N . . . - i - ¢
e . . o . M . . - s ':'
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sufficient pressure on government to accomplishJcertain of its demands
would seem to indicate that the A.T.A. is a group which had power.  As v
such, it can be classed as an elite. Certain outcomes of the rewriting ©
process which are embodied in the revised Act .do seem to represent goals

to which the Alberta Teachers' Associatioh had been striving. Inasmuch

as legﬂslatlve dec151ons can be 1nterpreted to be man1festat1ons of

pollcy, ,it rould-seem that attalnme'h. of A.T.A. preferences in. the legis-

.Kl,.. °
lation is 1n§§ceord w1th ‘the princ1ple %hlch is ascribed to the e11te

.r'l

. ot
e T ‘mass ‘Edel whereby.}t is the vaLues of e11tes not those of the general

';thaiadeterm1ne the ‘course of. pub11c pol1cy. That these changes
' u‘ng generally 1ncrementa1 rather than revolutlonary is further w;tness

“Eb the ex1stence of an elite on; the part of the Alberta Teachers' Associa-
g L do

W
) B SPER .. ~
| '.‘4 . PPN

The Alberta School Trustees' Association can likewise be thought

of as an elite. Certainly there were issues such as the assg'ance that
regional bargaining unlts’could be estab11shed despite the objections

of thesAlberta Teachers' Association that illustrate elitist pr1nc1p1es

*

at work.

7

There 1s perhaps one other area in which it mmyabe argued -

that the rewriting of the Act was in fact conducted .at least in part

!

“under the elite model of polgcxmaklng In conferences conducted in

‘hl_ the peribd during which the Schgol Act was be1ng rewrltten, it was noted

&

by a numben%of the partlclpants that essentlally the same peoplewattended

~ every con?ébence, whether 1t was called by the Alberta Teachers' Assocxatlon,

* “

The Alberta Schodl Trustees‘ Assoc1ation, 1he Alberta Federation of

‘ Home and School Assoc1at10ns, the Department of Education or the Conmission

L

on Educational Planning.’ The'quest;on arises as to whether or not this
- ™) . ‘ - ] 2

P

?\Q ) “ ! » .
. ‘ .

L
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significant overlap of persons represents an clite in the organizational
establishment whose input was valued more highly than thvse of other
citizens in the province, despite the fact that wide participation in
the enterprlse was ‘invited. With respect to ‘the elite model thereéﬂre,
one can perhaps infer t*- nrinciples enunc1ated in conncctxén.’ﬁ?

« LY
that model were operatlve to some degree at least in the wriaiﬁ

the Alberta School Act, 1970.

The Group Model: P011cy as Group. Equ111br1um .

There is some evidence that interest groups other than those~

-

-that pqrticipated on the Committee did ‘have an 1mpact upon the wrltlng
- .

of the Act. The Certified General Accountants Association ef Alberta,
4 R

the LibraﬁéiAssociation of Alberta and the Coencil for Exceptiggal Childreﬁ

A\

represent gfoups-that made demands which were acted upon by government.\

W .
In’ some instances the demands made by the group were in-oppos#tion to ‘P

those belng advocated by the major participants in the rewriting experience

’and the process of achieving equilibrium among all groups was one of
the tasks that Committee members face@é% The stance taken by “the chairman

of the Comm1ttee w1th respect to pollcy 1ssues on wh1ch‘there was not

‘ .

» ~ Lo

agreement whereby he attempted to structur% ollcy whléh was mldway
betWeen opp051ng preferences is a manlfestatlon of an attempt to: achleve
'érbup equilibrium. Thus it would seem that there were at least some

4

elements of the group model operatlng 1n the wr1t1ng qf The School Act,

1'9;70.1

"o

The Ratlonal Modelﬂ Policy as Efficient Goal Achievement

If the goal of rewr1t1ng The School Act was from the beginning

as stated by Byrne to the 1970 C.E.A. Convent1on and 1f those goals were

- ':’
-
§ oo e

{f :



in fact realized, one might assume that
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the process to some degree was /’///’/—

a manifestation of the rational method of making policy. JByrne saw

Ehe purpose of rewriting the Act in fiv

(Byrne, 1970). At the conclusion of th

many of the sections @f The School Act that had been developed in re-

sponse to specific issues over the year

through consolidation, transfers of Tesponsibilities and withdrawals.

e distipct goal-like statements

e project it was evident that

/

s had in fact been eliminated

Many would agree that clarity of the Agt was improved by removing many

wordy 1ega115t1c sections. -Apart from Sectlon 119 which 11m1ted boards"

opportunltres to levy supplementary requisitions as freﬂly as 1n the

past, it seems that there was an 1ncrea
a greater number of decisions affecting
committed to the negotiating process be

than had been the case prevrously. Rea

se in local autonomy.FZCertalnLy
local school Operatiqﬁs,were

L |

tween the 3oards and the!’t staffs

» '4h
lization of these goals then ~

can be assumed to be a manifestation of the rational approach to making

~

B

policy.

There is a 11m1t however to t

%}.

he extent twu:h one can say

that the process was ratlonal. There was not an examination ‘of a great

many possible alternatives: to policy is
“alternatives were knéWn. (PrOJectlons )

were not hmade in terms of social, pOllt

i

sues and certainly not all possible

N

f costs of various policy alternatives

ical and economlc values. In

"’fact, 11tt1e attentlon was paid to values at all Appllcatlon of the

;

rational model was at best m1n1ma1 in t

Act.

»‘-\'

he process of rewrltzng the School

Incrementa115m° Policy as Var1aegg!*70£ the Past

Perhaps the model that best descr1be§ what happened in the

e

rewriting of the School Act is the 1ncrementa1 model The pollcy 1ssues

-
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which were.addressed and the sections of the Act thch cmerged were
essentially varietions on the past. The initial suggestions for re-
vision of The ;chool Act presented by Mr. Wetter can be categorlzedv
as 1ncremental alteratlons to ex1st1ng patterns ' Thus rt wou1d~seem_
that the 1ntended approech\was“to follow an 1ncreméﬁ¥314m0de1 in thefm :
project. After the Committee had given some consideration to its mode'
of operation and gained the epproval of thelMinister of Education to
"rewrite" rather than "rem%@;% the Act, there was a feeling among members

" R

of the Commlttee that creative innovations in the legal structure of,

v

‘the school system might we11 emerge. Examlnaxlon of the product however,
L
forces one to the conc1u51on that ‘despite 1n1t1al resolves, the 1ncremental
approach predomlnated An example of abandonment of a revolutionary
proposal is seen in the suggestions thét were made concerning publig¢
libraries andwcommunity recreational services. The Committee feft
that it might be well to a116; gredter_school board participation in
the areas of public libraries and provision of community recreational
services. However, outcry from the LibraryfAssociation and'cértéin
community recregtionél groups was strong{y sustained’mntil those -particular
_proposals were'withdrawn-by government. This.is consistent with the

incremental model whereby change is permitted, but at a deliberately

slow pece. Satisfi¢ing characterized many of the policies that were

. structuréd=1nto the new Act. With the emphasis on intuitive apd perhaps

. r v . ’ N ‘- Py
historical}prooesses which.seemed" to have been employed, conformatlon-

for the . *Few*that it was the 1ncrementa1 model which best fits that

Q, £

ahpch actually dld opcpr seems to be supplled
»
Many o?‘the fgasons g1ven by Dye for the popularlty of the

Llnoremental 3ppro!tﬁanre seen in the experience of rewr1t1ng the School

.

9
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Act. Because the time line was shoft;:financial and personnel resources
were in short supply and the knowledge of publie policymaking models

' was® largely non-existant, investigation of all alternatives to'exi!@}ng
policy was. not»carr1ed out. There was tacit acceptance of the legiti-

: macy of manY'of the implicit p011c1es which characterlzed earlier school
legislation and such changes as did occur can be labelled as extensions
of those exieting policies. It can probably also be argued that one -
reason for the aceeptance of these minor alterations was the uncertainty
that Committee members and other reference groups felt when adoption
of totally different ideas was suggested. It would seeh to be true

" that the heavy material, human asd structural 1nve;tments in the exlstlng
school system under the existing School Act did tend to preclude rad1ca1
changes. \In addition, there were very few 1anny, rad1ca},changes proposed
fbr,incorheration in the Act. Those that were sugéested such as ehanges
in the basrt structuring of separate school eystems were not found to
be pol1t1ca11y sor legally feasi ﬂ It would seem to be true that _.the

.

Act wh1ch emerged was‘;udged tOrb’ p011t1ca11y exped1ent ~§he fact

that there was\llttle questlonlng of the Act. 1tse1f rn the Leg1slature

and that theré was virtually no oppos1t10n to the’ proposals "that were

pu; fbrward by‘members of the 0ppos1t1on fﬁlustrates that the Bill contalned
proposals whlch‘were~pelrt1ca11y safe. The Act did tend to cause little
.conflict, tobmaihtain‘stabilitf and to preeerve the exiSting system |
under which education was operatlng. It can be’ assumed that the drafteg=§
'of the Act together with the Leglslature which passed 1t acted as a
pragmatlc man 1n that they did not search for the one best way but tended

" to grasp qulckly fbr the way that would work.

..

4 ] PRI . '
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Institutionalism: Policy as Institutional Activity

The 1nst1tut1ona1 model as described by Dye was only marginally
applicable to the. experlence of rewriting The School Act. égrtalnly
\ the institutions of government represented by the Department of Education,
\the Department of the Attorney General and their reSpectlve branches
had significant impact on the final product. Within the Department
fiﬁduoation there were branches that had certain of their functions

]

hanged in the rewriting process. The work of the School Buildings

ard and Branch and the Reg1strar s office w1th respect’ to certa1n
matters concernlng certification of teachers was altered by the rewrit-

%? .i g process. Nevertheless, because Qf the pressures which were experl-

ced from outs1de the Department of Educat1on and other institutions

Y ﬂgovernment, 1t can probably*be stated that the institutional model
[ ST Y u@f’.‘

» is . not partlcularly '1@cab1e to, the actual experience of" rewr1t1ng

r

e Act. On the other hand had the Department of Educat1on not been
act1ve on the Commlttee or had the chairman been other than’ an employee

of the Department of Educatlon, the applicability of the institutional

. model would be even less significant than it now appears to have been.

TJe Systems Approach’ Policy as System Cutput

The writing of The School Act was not fashioned on a compre;
4 h n51ye systems quel. However, some elements.of the systems approach
ere operative. Intu1t1ve1y, inputs from W1th1n the system, reports
f feedback and' environmental forces were cons1dered but no attempt was
made to array relative strengths nor to extract meaningful data £rom F
«"/ them in any organ1zed way. The'receipt of letters, briefs and other

i 'subm1551ons was 1nfb1t1ve1y seen as the way in which material for
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inclusion ‘in the Act might be gathered but thinkin# of it in terms of
{
systems analysis was not characteristic of the Committee's approach

4

"to the task. Projection of consequences.mas'intuitive and the total

effort probably suffered from the random wa; in which the whole was
produced. | |

The p011c1es which can now be derived from The Scheol Act
in a retrospective sense may have been der1ved in a more ‘rational manner
and may have eeen dlfferent had the Committee examined the p011c1es
in the'former Act after they had been extracted retrospectlvely It
can probably be inferred that if the processes of writing the Act'wereﬂd;
to be repeated there .could be 51gn1f1cant ga1nssmtﬁe if the pro;ect
were considered in a systems approach such that implicit policy extant
in the Department and in education generally'throughout the province
were derived retrospectrvely ‘and then enunciated specifically so that
the new po{xcy could be analyzed and written according to the systems

model in the best prospective sense. The failure of the Committee to

recognize these needs 1s probably re5pon51b1e for some of the contrnuing

« policy-issue conflicts that characterize relat1onsh1 ;between the major

part1c1pant groups in education. in the prOV1nce at the present time.
Against the background presented above, one is brought to

the real;zatlon that elements of many models of publlc policymaking
¢ i

" but that no specific model was operatlve in the rewr1t1ng of The School

v

Act. Dye s comment that "mostfpubllc policies are a comb1nat10n of
rational plann1ng, incrementalism, group activity, e11te preferences, .
systematic forces and institutional 1nf1uences" is certainly illustrated
in the Alberta experlence in 1969 70 (Dye IIJZ‘Preface) This statement.

seems to suggest that there is merit to the consxderat1on of each of
’ .
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the models as being components of a larger scheme for viewing the policy-
making phenomena. The.suggestion made in this study that the systems
model will accommodate such a view will perhaps provide corroboration

for Dye's statement. Therefore, the‘synthesis_of models presented in
Chapter 2 seems to accommodate the applicable ﬁortiens of each of the
models discussed in this chapter to the experience of rewriting the
School Act. Those portions of the group model, ins;itutioﬂal model

\
and e11te mass model which were identified above as being in some way

applicable to the rewriting of The School Act are illustrations of various

locations within certain structures of’the overall systems model ghat
perhaps was operative. On the other dimension of the combined model
wherein the functioning of- the system is considered, those elements

.
of rationalism which were appllcable to the Act and “elements of incre-

mentalism can be thought of as being significant. Thus : would seem

that a view of the systems model which incorporates'alllof the -~ *

»

dimensions dlscussed in each of the other five models is capable of X

explaining the overlap in approaches which is evident when each model

e

is considered separately.

-

Am&gngramework

@

One of the aspects of sub-problenm 1 is to direct attention
toward application of Amara's framework to the writing of The School
Act, 1970. This framework conceptuallzes in a systems' way certain
elements which caﬁ contribute to effective policymaking. It provides
partlcular 1n51ght into the processes used in writing The School Act,
1970 in that it shews many of the elements of a functlonlng syétem that

were not directly employed in the rewriting activity.

Examination of the framework agalnst the background provided
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in Chapter S scems to indicate that the activities associ;tca with the
writing of The School Act were, according to Amara‘primarily societal
processes. They were'influenced‘by external societal events and by
internal societal events almost exclusively. buring the rewriting itself
some societal indicators scem to have been presént, particularly in
the form of reactioﬁs to drafts that were received continuously. Meetings
that were held including tbp Minister's conferences, A.S.T.A. Annual
Meéting, Emergent Representative Assembly of the A.T.A. and others,
seem to be evidences that societal indicators were recognized in making
modifibation; to drafts. Activities of the Committee when reacted to
éatside of the Committee caused modification of viewpoints taken. This

[

is a maniféstation of internal societal events in:the Amara phraseology
in action. . |

The major contribution of the Amara framework, however, 1s ;
. to clearly indicate that the entire leﬁx hand s1de of his diagram con-
sisting of external inputs to strategy formation, viz., values, goals, ¢

QR W

attalnments and strategies including policies, plans and programs were
not-considered and hence did not -impact the\act1V1t1es of the Committee

to any great exten%, Had the act1V1t1es of the Committee been a result "
'of prospective pollcy as described in th1s study, it would have been
-impossible to 1gnor§ sz lues, goals, attainments and strategies. Had

the policy jdentification activity discussed in.Chaﬁter 4 been iﬁ operation,
&here would have been a feedback me&hanism operating betﬁeen societal o
processes and strategles, that missing feedback arrow from the Amara

framework, but the account wrltten in this study 1nd1cates that to a

very large.degree the signiflcant pre-legislative activities in the

akigg field were not operative.
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In direct answer';o the problem posed in Sub-problem 1, does
application of Dye's (1972) Six Models of Public Policymeking and Amara's
(1972) Framework to the Writing of the School Act, 1370 nrovide insights
into processes of policy formulation and identification, the ansver
must be yes. Had study of Dye's models or the foundation work which
led to his formulation been considered by the Committee it is likely
that attention would ‘have been peid fo global issues in a policy sense
to a much greater degree than Chapter 5 reports Examination of Dye's
medels and the Amara Framework has enabled development of two basxc
processes that characterlze effective policymaking activity, namely,
prospective policy development andeollcy discovery or 1dent1f1cat1on
Had these prospectlve and retroprospectlve processes been understood -

at the outset of the wr1t1ng of the Act, it:seems reaso gl

that aﬁ?llcat1on of the principles developed under thoseY

2
pollcymaklng and 1dent1f1cat1on would probany have had 51gn1f1cant im-
pact on the output, e

Sub-problem l(aJ addresses itself to a dlscussxon of the five

e
me;or pollcy 1ssues that canxpe 1dent1f1ed in the Act. Chapter- 4 of

‘this study reports 1dent1f1cation of flve pollcxes and descrlbes the

<. way 1n which those pol1c1es were identified retrospectlvely. Sub-problem
1(b) asks hov/the p011c1es associated with the five issues were formula-

ted and derived. In this study the methods descrlbed for. pollcy 1dent1-
fieatibn were employed. In writing the act, however, it is eV1dent h

that policies vere'not'specificallv identified or formulated. The Qonmlttee,
working in an actlvxty or1entatlon rather than in a policy development

mode, addressed the questlon of legislation directly and evolved legislative

statements from which pollcy can now be inferred. Again, it must be noted

3
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study less relevant.

166.
thaﬁ had the process of policy identification and prospective policymaking

been known, development of sections of the Act would probably have proceeded

prospectively, making the retroprospective analysis attempted in this

!

By way of restatement, the policy identlficat1on act1r1ty
undertaken in this study disclosed general agreement among the parti-
cipants chosen to perform the policy identification activity on three
policy‘issues. Tﬁese were the comprehensibility of the Act, the accent‘/

on local autonomy and re11ance on the negotiation process for resolution

of many local relationship problems between boards and thelr employees.

- It would seem that the p011c1es which were 1mp11c1t in the minds of

the participants on the Committee and the other policy makers who adjudi-
cated their work that these three general policy issues were addressed
in writing the Act. The Act seems to be much more easily understood

in its current form than was the predecessor Act. That the opportunlty '

for local autonomy exists in areas that were not as open before 1s demon-~

strated in sect1ons dealing with broad board powers such as Section

65 of the Act. The opportunlty to negotiate without resurlctlon within
the Act itself seems to be greater than it was under the 1955 leglslation.
The other two policy areas on which there was not full agreement
among the members of the grouplpart1c1pat1ng in the policy 1dent1f1cation
activity were the emphasis>onlindividua1 rights and preservation of

separate school leglslatxon. Both of these ‘issues deal substantively

i ;with human rights which was and is a policy concern with respect to

school legislation in Alberta. Again it can be noted that had distinctive
pOIicyfstatements been ava11ab1e to the Commxttee, the results of the

legislative process may have been different than they wWere. Because

AR



the actitity was primarily incremental in its orientetionifoward human .
rights matters, few if any changes occurred in this area. If, however,. .
a policy direction had been taken by government such that lengstandiﬁg
constitutional guaraﬁtees were compared with‘and‘an attempt made to -
ﬂfreconeile'hewer human;tights legisietion agd’the Bill of Right;, the
oetput may have been quite different. ~Nevertheless it would  seem that
had the perspectives from tﬂe‘conceptualizations reported‘in this study
been available to the éommittee, policy statements would'have}precedeh

legisiative enactment, a2 condition which still does not exist. ,

:SubProblemZ e . :
-y ;

:;; ) Sub-problem 2 asks the ques tion does application of Lasswell's

4

f”construct of contextual mapping to the policymaking process that char-

j acter1zed the writing of the School Act, 1970 provide useful insights
for pollcymakersu An examination of the contextual map wh1ch was re-
ported in the latter part of Chapter 5 leads to an 1ntuit1ve*3udgment
that insxghts were gazned by using the Lasswell nodel. Elements of .
the contextual map' will be bruefly rev1ewed as the Supplementary quest1ons
under sub»problem 2 are examined

Sub-problem 2(a) asks-the question} who were the effective ‘ \

part1c1pants 1nf1uencing the writing that identified major issues. Refer-A
ence to Chapter 5 indichtes that the effective participants were the ‘
Alberta School Trustee;'-Assoclatlon, the Alberta Teachers' Assoc1at10n.
The’Alberta‘patholic §ehool,Trustees' Association, the‘Alberta Federation
vef Hoﬁe and School Aséoé;etieﬁs,'representatiVes of the University of
Alberta, ahe Department of Education the Comittee. for Renﬁt:mg the
School Act itself the Department of the Attornewaeneral the Legxslature

v =N

ks
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and selected segments of the generel public. Those effective participants
who identified major issues were the individuals who -served on the‘Comnittee ,
for Rewntmg the School Act together with individuals in the orgamzations

which were represented and wx.th whom Committee members, clar1f1ed viewpoints.

-

In retrospect, it can be stated that the ,flve maJor issues that were
addressed by these effective participants were those wh:.ch were- 1dent1fied o

[

in Chapter 4. » N Y ' o

ﬁSub—problem 2(b) asks what goals were held by the particg'.pants.

. ‘l‘his’question is mch more complex than the one above .hecause‘ there' |
are no Specific goal statements av'ailable concerning gc‘;,als of effective
'part1c1pants and few goal ~like statements from thc} goals can rhe 1nferred.

Upon rev;ewmg the case study presented herem, one can conclude that
~—

therelias a ce‘rtai(n‘ degree of unanimity of purpose among the .partlclpant's.
. In1t1a11y there seemed to be a um.form desire that tne Act be rewritfen
and that it be more comprehen51ble concise and relevar‘t. Most of the
participants agreed that the wr:l.tmg should be acCOmpllshed as q{ulckly
as poss1b1e but"{deflmt‘ions of how much tnte would be. reguzred varied
¢ with the groups as the progect progressed WJ.th respect to powers of
school boards and condit;ons under wh:.ch teachers coig:racts would exist,

ﬂh' .

goals of the Alberta School Trustees' Assgciatxon. and “the Klberta Teachers'

A\l\ssoci.amon were known and were, on some j‘,s;‘ues, ;h&e‘trically opposed
" \ . ‘.‘ )
. to each other. This led' to. a goal ‘on t‘he pafu of the Department of i to

t

.Educatmn representat:.ves to fmd some. #ipgrouna : Teast-bad compromse
‘position that would generate the least amount of hostlllty upon enactmer&. . .>
The goal of - “the Alberta Catholic School Trustees Msocmtxon seemed |

¥
to be to maintain. current structures and gain a&itional Junsdlctronal
: - <

Y
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and financiaiﬂfreedom for, separate school boards. The'stated goal of e
fhe Klberta Federatlon of Home and School Assoc1at10ns was to gain more ffw .

i power for the organizat1on and also éhamplon the r1ghts of parents in

. P
. o i “ ',v.-‘ B v .
ke X
.

'relat1on to school matters, a p051tioh. wh1ch was shared to a large é’xtﬁht -

i

by the Alberta Cathollc School Trustees' Associat1on. All ‘of thesdﬁ i

goals however were largely 1mp11ed Had they be made more spec1f1c :

1t'1s lgkely that the dlmen510ns of the problem have beeh better
:'understood by the' Comm1ttee and attempts to reconcile d1fferences may

have taken different d1rect1ons. i ” - ';gf
\ : . Rk

Sub-problem Z(Qi concerns 1tse1f w1th perspectlves held by

the part1c1pants. These are discussed in some detall in Chapter 5. . -
a4 t

Agaln it mlght be noted that had specifzc perspecrzve; been cataloguedu

: R \

r .- and compared approaches fo ga1n1ng consensua may have been altered -

7 as T»a,_.‘f)‘ *

Q .
Certaln 51tuat10na1 factors Seemed to mod1 “the perspect1ve§

K ,
ﬁa_of'some of the part;qapants during the course of the‘
: y-Abt;' Thede are d1scusseu rn the contextudi map presented An Chapter*v IR

-,S‘but’the interrelatig 1p of 51tuat1ona1 factors upon the’ var1ous . L

',Vgroups leads to certaln c _c1051ops. The fact that the teacher supply
| Z;Was v1rtua11y in, bagznce at the tmme of the~wr1ting of - the Act whereas«
there had beeri a shortage of teachers % few A%nths before and a surplus

~a feui months afterwards, seems m retrospect to have been a most s1gnlf1-
. :
, cant factor. It seems certa1n that there would not have been as lltple RN
obJéEtlon from the Alberta Teachers' Assoc1at10n to permlt temporary

’ <
"ﬁcontracts between boards and teachers had there beenta surplus of teachers

P *» ‘- i
e

'{dt the t1me the Act was wg;tten and as def@loped shortly thereafter.

-

.

g

Although a surplus “had been forecast for'yEars, the 1mpact seems not to
b\have been. accurately Judgeda Thls seems to’ have led to acceptance of

<

._b;, .

L.
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.' m the Comm1ttee m&ﬁ\he ones whach are d@lﬂi wrthamost spec:.flcally

T to be concerned with the power 1t would . retam under the new leglslatmn.
-

£ W A ' e ’
' o o o

a B ; ' S RS

a COnditron ethat may not have been acceptable at another time. DR

Part1c1pat10n on the Committee for Rewntmg //the School- Act

_ &
by the Alberta@gederatmn of Home and School Assocmtlons provided‘ an °

.~ . J "' ' #

“arenfthal may have been mfluen‘nal in assuring a contmuatmn of the

REAY - . B
"r’ex"‘ R S 1 that body.' As noted in Chnpter é cons1derat10n had been

given at’an annual meetlng to, dx.sbandmg the orgamzatm’n but through o

4

@1c1pat1on on the Comm1ttee and conferences held 1n\connect1on with

drafts of the Act, renewed purpose and 1nterest was found wh1ch
e
contmbuted mch to the‘%lfe of the prganlzation. Thls regeneratlon of" . 5
o S ‘ A3 .
1ntere§'§ made the presentatlons w Albér_ta«' ;Federa'ti,on‘of Home and
_‘vn) . i N A e, H '

- e : ,‘-,4 “

Sc}%ol Assoc1atlons '1nf1uent1a1 1n &

W R

o

N ‘r.’/'
PN

}rs“as parents 'Vrlghts and

,gin! .. . : &

'

-"'

. bu wa Ry ‘.
fostermg greater awareness of the needs en*'wf»th learmng d1s- oo
. . e q,u ‘ ‘ & L b A:‘ . S
o ab111t1e5~ 9 B ! \‘ tl: : M v - . ' "

.« An account of the 1d€gt1f1ab],e ba}?c x’a}w p051t10ns held

by the partdc1pants is dqyelqpeda 1}1 Chapter 5. Wues assoc1ated w1th
'bl bemg, sk111 affectmn, respect

" '.,' 'b. F s ‘ 0
and rectrtude yere addrésséd Ay ‘1t1ng the Act. '~I-t.wo -’ séem thiat
A VS -
Rl D 7
power and enhghtenment Wers e two 1ssue‘§ that surfaced most frequently '

power, enlrghtenment, wealth‘,'

“in the completed Act, As d1scussed in Ch-apter 5, each group seemed

-

'Smce an act of the 1eg1slature delegates authomtz or 1eg1t1mated power,

“1t is not surpr151 g that th:Ls would be the prime focus of d1séuss1on.1n .

formulating J\ew 1e_g151at10n. Because The.SChool Act deals w1th basxc »
o _ . ‘ <
educatlonal opportumtles for the yout}; of' the province, the value of.

, enl:.ghtenment was a]sot addressed for it 1s in providing ¢ enlrghtenment -

.

-to chlldxen ‘that the purpoée of-séhools

..

e cound.  Because. many d-

N A
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f&‘

-»' - to seek acceptance of personally held or. group valug poutmns.&'l“ech-

N

. letter-wmtmg campa1gns, lobbyigg w1th M. L.A. 's and cabinet. members ”

' —}
171.

d \re"“ ' | ' ;
: pgople ’tten school foﬁpurposes of vocatlonal preparatlon the valu‘e

of wealth 1s also 1mp11ed but 1n,wr1t1ng the Act not as much attent}v
). d
was péld to wealth, well be1ng, affection, ‘respect ‘and rectitu s

to the otben valué"s. : Development of sk111 is one of the purposes for

.

wh1ch schools exlst but in wr1t1ng -an Act to govem s,&ools vg‘ry 11tt1e

attentron was’ pard to va1~ues assoc1ated w1th sk111 deve10pment. The
A

¥ - . .
’power struggle betWen o_rgan‘xzatmns then 1s ‘thé one which was foremost

iy 'r‘

'm the,aqvvxtles of the’"toﬁuttee

in attempting t

nsher tl{%iquestion of .How value pos1t10ns .

_‘1nf1uenc§}d the writing : ' 1mmed1ate1y is forced to examme the

bl S -9 ‘“‘
W T Sl

el
many confron‘r.atxons thart took place' betwéen organlzaﬁons, m?bers of
1, D,Jﬁ R

Jéhe Gomnuttée and the&o\lemment. 'I'he.entlre ekercﬁ;‘e can be ck arac- :

.l’

‘terized as a powepstruggle in which eagl group °and‘ind1V1dua1 attempted

5]

-

- _ P
niqueq}‘ useﬁg in the power struggle included submlssxon of bnefs press‘

SRR 'S

*
\"’

% EN %

gn:h presen;atlons before %fndmg Comm:.ttee ‘of Pub11c Affalrs, ‘

iculture, and Educatlon as the cllmaxlng act1v1ty The nreSuIt ﬁas s

. s 9 -
*\,:-‘-

' compromlse. Where comromse was not p0551b1e, arb:.trary decrsmns
E
by goVernment and its employees attempted to. amellorate lx;ilici:'ferences

such that the leasvu-objectlonable, pragmatic solut1on was presented

.

N\
for enactment. The result was that in reiatmn to certain aspects of
A

.none of “the partles was. entlrely sat1sfied vuth the product.
‘ Slnce soc1a1 forces are closely reldted to values held T ex-

' am1nat1on of those soc1a1 forces which 1nf1uenced the writing of the
2

- "‘

”

¥

a

- releases, pub11c1ty campa1gns, emergency meet:,&gs, preparat‘{@of pet1t1ons,,

N

' the 1eg1slat1on parti\cularly in the areas whgre confrontation was. greatest, )

¥



‘ax value-laden energxes thgt'

institute actions, the relat10fsh1-

‘.

. S R 72

Act prov1des a sl1ght1y different perspective from which to v1ew the

sk

same substantive material ~then values. atre deflned as that which one

’

feels in some ultimate sense he ought to do and social forces are viewed
e P N “
‘“=- w1th sufflcxentésgnv1%}1on to

wh1ch is 1mp11ed above can-be better

.
understood ‘The value held by each grodp to increase its power relat1Ye

."’
-

to’all other groups seems to create a soc1a1 force. Each group 1nst1gated
as much action as it could muster with the resources at hand to influence

a )

.the power struggle in the direction wh1ch it cons1dered to be most favour-

& g

able. There were, however, other ‘'social forces 1n the enV1ronment that =
Lo

s RN

E“made the exercise of naked force Imp0551b1e,, The ba51ca11y conservatlve .“&
4@,

‘u‘ "

mﬂleu in wh1ch Alberta educat1o’t’\ haQroceeded for mAny years creatgd’? N 4
" c#.-‘ 0 3 _&( N %

a clzmate 1n ‘which evolutlonary rather than revolutlonary chj‘%e; could -'5

"'v’.

'be»made The realltles of limited amount§uof pub11c flngpce to support

<1

educat1on in some respect§ 11m1ted dlscu551on.- The existence of the 3
o O R - :

.Worth Commlss1on whose mandate was to prov1de conceptual alternat1ves SR
Lo ’ ) S

u R A

f‘for the shape of educat1on in the future begame 2 so¢ial force that
B3 1 2

N

‘limited 1nnovat1ve’approaches in the Act 1tse1f Know;edge that - the —_—

I 4

Cqmmission on Educat10na1 Plann1ng would suggest alternatlves Hﬁwevgr,
[y
became.a soc1a1 force that cemented the view that ‘the document should

/

be written in 1& opéh styﬂe, and thus be capable of. accommodating many

’the wr1t1ng of the Act occurred w1th1n a larger context wherelm the éii&

structures umder very genera11zed 1eg151at1ve prescr1pt1pns. The protests

‘of the late 60'5 émong students and employees were other soc1a1 forces -

¥ I ’
of whlch the Commlttee waS\cognr;ant. Thus it must be‘reallzed that

> : )
o

>

'.~

Y
,éiz
env:.ronment s@pllﬂ‘%;forces that &cn'cumscnbed Comnnttee de11be‘rat10h

_and focused attention to matters felt by the pub11c at- large to be the
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most'prevalent The fact that thesoutcome of the Act has been as stable
as it has beéh is perhaps the best evidence that these forces, while
not recognized explicitly,”’ intuitively governed the work of the Committee,
. thus tending to prevent excursxons 1nto 1rrat1ona11ty and 1mprobab111%¥
which may,have been more llkely to occur had environmental social forces . .
not been recognlzed
{si.‘ *Sub- problem Z(h) attempts to examine theustrateg1es which
' pqaﬁere employed by the part1c1pant54 The foreg01ng paragraphs have revxewed
a number of the strateglgs which were. employed as d1d ‘the d1scuss1on 1n

e . »(‘
o
ChapterAS. It seems that each group represented on the Committee made

eonscious'deéision of the strateg1es that they would employ in 1nfluenc—

o

" ing the wr1t1ng of the Act.. Certarnly thetDepartment of Educatlon had a

'point of v1ew and in g1v1ng to the cg%irman the respons1b111ty to do

._ , R
# v . p "T\

tat10njyay ‘have been the fact%z ghatgpreVented stalemate.
‘ £
. Alberta-Teachers‘ Assoc1at10n and. The Alberta School Trustees"

.the egtual wrldtng,,a a‘n,tegm dec151on was made wh1ch in its_ 1mp1emen-i

» A

" .t

tion at different t1mes, by attack;ng the tlme 11ne on which the Act pERL
was being prepared seemed del1berately to Pe attemptlng to slow down .
T or stop developments wh1d§:&ere tak1ngtp1ace' The Alberta Cath011c~, ) 8
School Trustees' Associdtion drew upon strategles de51gned to p;eserve' .
and e*pand and in thelr public campalgns seemed most’ successful in,
) generatlng effect1$% controls on the ommittee such that the maJor1ty
t ) v1eW'wh1ch was expressed 1n the flrst draft wag not enacted Eaeh of

_ the other groups seemed tp examlne 1ts Strategles relat1ve "to the

'
'Y‘..m, urlt“mg,, oﬁ the Act w1th the result that rat1ona1 pol1t1cally exped1ent,
ey e - .

- ' obstruct1on15t and cooperative strategles were;all at work.

o
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Suh-problem/2(i) asks for:an examination of how the varying
. >‘~"' ]
strategies influenceﬁ the writing process. The foregqing paragraphs

ant1c1pate the problém but leave the conclu51oq to be drawn that altern-

ate strategies mayk ave produced alternate results. .
Sub-problem. 2(3) is concerned'with the 1mmed1ate outcomes

of the wr1t1ng process. The Committee produced a draft Act wh1ch was
]

T~

reacted to by numerous persons and groups throug ut th rovince. Y'The;aﬁkl
&P

reactions were monltored by the Deputy Minister, »the Minister of Educa-,;

tion and the Educatlon Gommlttee of Caucus. The results were accommodat
3 . ot

-w

l.iﬁounsel. Eventualbx‘ Blll 86 was produded whxch agaln ‘was sdbject to

) ¥,
public SCrutany. Follow1ng extens1ve debate and revxew oh the f100r

of the legaslatu

g, the Blll' w1th few modlflcatlons, became law. ThlS

‘was the maqu Tble 1mmed1atb outcome ofwthe wrltrng process. Q0g§§t

1, 1970 was set\aﬁ the date. o@&matmn after,,whlch t1me certain
changes in the ‘conduct of school affairs in the prOV1nce emerged

In discussing outcomes -in the process of soc1al 1nteract10n
Lasswell .classifies outcomes as be1ng ‘either value- 1ndulgent or value-
'depr1vat1ona1 for the part1c1pants. The ana1y51s presented heretofbre

indicates that power was probably the most\1mpor ant value addressed

in wr1t1ng the new Act. It is however, rather mb1guous to ‘ascertain

) whether or not the total effects of the new’ Acf were elther value-

{1ndu1gent .or deprivatlonal to any of the groups. In fact there

5 . .

seemed to be a balance of power operatlng su that galns wh1ch were

peree1ved by one group wgre made at the exp se of another, the whole

- \ .
‘*bemg counterbalanted by rgat ve ga;ns and'losses in some other area.

>

. In short,. there does not seem to be 2 clea

- .
5&.:.;)

.indication that any group

’

@&

in a legal draft wh1ch was pg;pgred in, the offlces of thé Leglslatlve o
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at the conclusxon of the rewriting experience occupied an improved or
worsened p051t10n with respect todthe gross amounts of power retained.
Lasswell s nndel of the decision process distinguishes seven
power outégmes,fnamely, 1nte111gence promotlon prescription, 1nvoca-'4
tlon, apphc:xtmn, termmatlon and appralsal In the rewriting of the
1 N

Aot th@re c@rtalﬁly ﬁgre some 1nte111gence outcomes manifest. Much

‘inférmation was gaghereﬂ, procegﬁe&'and d#SSemlnated as a result of

the work of the CommLttee., Greater understandlng with respect to each

of the fxve.% ma;)or posxtldns 1d’ent1f1ed :m the’ study‘and w1th all other

aspects agdxessed 1n'the Act was galned by eaéh of;the effectlye parﬂ
5 oy q Q.

t1c1pants and magor referénce 1nd1v1duals., It Can probably be argdl&

that egch oi_the part&c1pant grouﬁs conxrlbuted to outcomes in the cate-
L A L
gorf abelled promotdon.‘ In partléular the Alberta School Trustees'

.(‘: 0

a“ 0 ey r ‘*m . Q* : -
Scf\ool.:i‘rustbesJ Assoc1at10n all seemed to ‘add agltatlonal 1ntens&ty '

J

to d1ssem1nat10n in the publ;c ‘of their partlcular po1nts of v1ew Each

of these’ groups was act1ve in promot1ng the value pos1t10n that they
' &
S . ‘u\r O

espoused. Productrpn of the Act 1t$glf can be seen as aég0wer outcome

assoc1ated w1th Lasswell's category entitled prescr1pt1on. The Act

o
S u‘

1tself was the promulgatléﬁ of regulat1ons by the Legislature which ‘ \

did prescr1be ways 1n wh1ch schools would operate in the future. ' An

-,invocation outcome is’ deflned as an act whrch characterlzes a concrete

situatlon in terms of its conformity or non- conform1ty to prescrlptlon,

=
- )

' -that is, policy, juries and the COprts.' There is an aspect of 1nvocat1on

| B
K

in the outcome of the wrltlng of The School Act in that statements are

\(

contained in the Leg151at1on which spec1fy what “the legal recourse will

be if either non-performance of any prov151on of the Act or 111ega1
' . . S Wad ' o ’
\‘-
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| . @& o L et
activity is conducted in implementing provisions. Similarly, the out- |

.

come labelled d’pllcat1on was addressed in the transitMonal sections
re

‘which provided ?r movement from the old to the new legislation. These

I

sections also dealt with terminatlon outeome$ in that the product of

the rewriting spec1f1cally dealt w1th.5ugse residual claims ;hg: would

at

arise out of the transfer from the old to the new Act.
The final category of a power outcome, namely appraisal,
which is characterlzed -by the aggregate flow of decision according

¥ R ¥
to the pollcy obJqu1Ves of the*body poiitic and identifies those who

=
'

are casually or’formally responsxble for successes or failures was.

r

not d1rectly addressed Ultlmate reSpon51b111ty, however, seemed to

continue to Test w1th the leglslature of the province w1th a greater

; degree of accou ,‘Q‘ty partlcularly in the area of management of&h

’ferred to school boards. The reSpons1b111ty

v = ] 4

. local schools bi'fufr'ﬁ

“

to appra1se ‘them woulgrseem to §all on the local author1t1es in the «;,;

%,f1rst gpstance with resxdual respon51b111ty for that appralsa} restlng

with the Leglslature, Cablnet and Department of Educatlon ds spec1f1caLnL
delegated. f o

Sub;problem.Z(k) asks the question, what effects_did the out-

4

comes of the wr1t1ng process hgggﬁon the new Act. ThlS question can -

%on ofﬁthe interactions between part1c1pants
B
ﬁ?b’
accompanled the wr1t1ng of* the Act. Interact1ons can be summarlzed -

he answered by an exan

o
"1

th

. in terms ‘of value shaplng and sharung and espec1ally in terms of the
S

‘ pr1or1ty of values, the1r accumufatlon, distribution, investment and

K

_ N
enjoyment. The major partlclpant groups during the wr1t1ng attempted

to effect a d1str1but1on of power 1n ways that would shape its eventuaI

o > -
structure to the ends of the particular interest group In areas such
[ >

as financing schools, the interests of the Alberta School Trustees'

»

-

la

»
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Association were the major factor in shaping the new legislatioh.
There seemed to be little interest on the part of the other interest:

J ,

groups, particularly thevAlberta’Teachers' Association, in interfering
in any way with methods that.were thought to be advantageous by the
Alberta School Trustees' Assoc1at1on. In the area of teacher contracts
and board power however, there S keen interest by both the Alberta

14
Teachers' Association and the berta School Trustees' Association in .

shar1ng power values. The process whereby resolut1on of conf%gct was

accommodated by compromise or midway positions was an ev1denc§g$f this

“value sharing interaction‘that characterized the writing of the .Act.

Inasmuch as local school boards seemed to accumulate more power than
.Q

they may have had before prlmarlly because departmental regulations

. were abandoned as the new Act was proclaimed, it can probably be argued .

/

that one of the results of the wr1t1ng of the Act was. that values were
. o
accumulated accordlng to cl rta1n pr10r1t1es held by 1nterest groups.

There was-a certa1n redis r1butlon of valuégbos1tlons as comprom1ses

were madé. It can be argued that the Alberta Teachers' Assoc1at1on

[

was prepared to g1ve up certain 1dea112ed positions or in other words

1nvest values, in return for the right to make what to them were signi-

)
y

f1cant galns or enjoy val es 1n Lasswell's term1n010gy

Summlng outco es by attemptlng to determine c-0ss value out> .

comes, net value outcome , and net value- changes becomes rather complex.*

From the statements with respect to outcome contalned 1n Chapter S5,

; Y

_ determ1nat1on of net outcomes can only be done from the perspect1yp

of each organlzatlon. All groups seemed to feel that in certain par-
Y 7o N 4 C ‘ﬁ

ticulars they did- accomp11sh certaln -of thelr objectives. In other L

areas there was a sacrlfice, in some cases Imposed by declslons ‘made
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. alternative (Lasswell,ﬂ1971a:39).ﬂ; a - 9
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arbitrarily by ggﬂ@ﬁhment Net va1u1wiranges then indicate that a new

i 4
P seemed to be achieved although
}

‘he rewriting process indicate

‘v

approach to equ111br1um of power val

-

subsequent attacks upon the results
that the balancdjis still at best more illusory than real. Minor changes
probably could tip the balanee to renewed attempts at legislative

resolution of“differenees. i -

Before discussing immediate and future implications of the,

wr1t1ng of the School Act an examination of intellectual tasks from .

" the v1ewp01nt developed in Chapter 2 w111 be prov1ded £

E Lasswell (1971), .suggests that “problem—solving encompasses‘
five intellectual tasks. F1ve terms carry tfe approprlate connotations

or can acquire them readily: goal, trend, condlthn, prdﬁectlon,'

ir

»
-

\-:quoting agﬁ from Las-sg- 1

The categories 3 W princi i&of content "and procedure. }Asf
?are reminders of gmestions wort ,paising
1{K the considera 'f any problem. As’ procedural pnldtlples,
ey imply the wisddh of performing the ~farious asksyin an orderly
manner. JSince apart from its context no detail can-be adeguately
understood, the five’questions furnish an agenda for allowing the
context to emerge at the focus of individual group attention. For
example, a fundamental principle is that postulated goals are to .
be held tentatively until they have been dlsc1p11ned by exposure- .
to the consideration of trends, conditions, prOJectlons ‘and altern-
atives.s The most productive procedure is to.examine the whole ﬂ;r '
problem by returning aga%nhageé ggln %g.the separate tasks. o ‘.
A

(Lasswell 1971a: 39) pg |

In vewriting the School Act thts“?pproach to solving the. pro-
& (’

' blem of wr1ting new leglslatlon ‘was not followeg' It is difficult to

flnqrpny attempts on the part of any of the maJor part1c1pant groups
to clearly ormulate a goal ‘with respect to the project. The statement
of General Proposals for Rev151on of the School Act prepared by Mr. Wetter

approaches the matter of def1c1enc;es in the former act and- by mellcatlon ’”

L .
P

3
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"gests the type of goals spec1f1e! n‘the post-facto statement given .
»

r:t
“\y Dr. Byrne at the 1970, C.E.A. Conventlon. The statement of ba51c.

principles arrived at by the Commzttee tn théir initial meetings does

not formally address goale but from them various goals can perhaps be
4

_inferred. The fact remains hOWever, that a clear statement of goals

. did not emerge. ' .

\
Trends were perceiVed intuitively but there was no attempt

to find the extent to whlch past and necent events approxlmated pre-
_ferred termiral states, for preferred termlnal states were neVEY épecr-
f1cally enunciated. In effect one mjight. say “that no exact needs assess-

ment process wherein the "ought" was comparedlto the "15" was*fgllowed

¢4'4'

There was no analysis of cond1t10ns, ‘no Pt to determine the fac-
N

)
‘1‘

"tors that had cond1t10ned the d1rect10np§ﬁﬁﬂgagn1tude of trends. Some

g e

'formalized attempt to reconcile the pro;ectrbné‘of the varlous groups%i.

oth‘r than to do it intuitively. , ,

In the area of 1nvent10n,_eva1uatlon, lection of altern-

Y

= 8

a ‘ves there was perhaps a greater correspondeng; bétween Lasswell s

'd. p id€al method fbr sovang'problems and ‘the act1v1t1es of the Gomittee.-

for™ wr1t1ng théE%chool Act. With respect tp spec1f1c problems nuqer-

-

. ous ideas were teSted before the Commlttee and with the. publlc until
¢ &‘"-‘

the)preferred solutlon from the vantage pornt of the'M;n1ster eventually '

emerged Wlth respect to the maJor pollcy areas belng,dlscussed in

ny

thls study however, a Lastlng of alternatives showing difference; and

X

-~

attempting'to estlmate the 1mpact of each was not drawn up. *'i}'
Lt - , o .
G- 3

.
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The conclusion that must be drawn from this*section

" N »

study is that although many matters claimed the attention of e par-

t1c1pant groups and the. Commlttee, there was not an. organized method
of reconc111ng problems whlch in any way fits the model of problem-
solving advanced by Lasswell in his description of a contextual map.'

Had a contextual map been ‘drawn initially, and the elements of problem-

solving been dlrected to the matters under consideration at the time

that the Act was being rewritten, it is suggested that choices would\
more likely have been made in the light of more 1oformat10n and more
alternatives would probably have emerged than in fact Were considered h

o .

in the actual progect. . -

. » ) [

A series of final observations reSpect%pg the role of a -

part1c1pant observer in a pollcy analysgs study seems to emerge.,}

Because the writer pefformed1such .a central functlon in the .,;i ‘/'
’ . P K wo o . «
aréwrltxng of the’ School Act and’cohtlhu;d to belemployed w1th ‘the | - \
Department of Educat1on dur1ng the conduct oﬁaahls st%dy, certain facts,',y y :5
'p01nts of view and op1n1ons held relative to sen51t1ve ifsyes such as fﬁ .d -
{ B
,Separate Schoqls and teacher:hoard negot1at10ns were not repor;ed ' .
do so, it is suggested -may have created prégsures upon the.wrlter, his ‘, ré%
LY ¢ . y

employer and certain referent groups that could have Wpset the dellcate
5ba1ances achleved in wrltlng%the Act. The trade offs wh1ch were-acceEted,

dur1ng the regrltlng perlod could have been upset by openly reV1§ujng

¥

\"
cvery intiwate facrt of every argument. Consequently, the study dealt

"softly" with areas that durlng the WY ting of the Act, had engendered =4
substant1a1 controversy. The study farledlto mentlon many other sen51—

_'t1ve areas, partly because they were, speC1f1ca11y and 1ntent1onally L
i r~” : i

'excluded in de11mit1ng the study but also because the study was 11m1ted s
¢ ‘ ’ . - . Lo ' T -v1 : N ¢
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to examination of only five policy areas, the selection of which cer-

tainly was 1nf1uenced»~by the wnter s charge to the participants in

s

the pohcy 1dentif1,cat1‘on activity. . . —_—
- (It may beargqed that these circuiﬁstahces may have weakened

. the study. However, any respons1b1e 1nVest1gator, whether he was external

-

to the events reported or mtmately involved, as was the writer, would

s have been sensxtzve to areas of confhct and should therefd‘re have

aVo1ded.,1nf1uencmg the future throug’h upsettmg ex1st1ng trade-offs.

Since. the study. was r"a h1story, it did not cover every eveht—ass/o.c{ated'-

v
»

,' , M the rewntlng bf the Schoo: Act but d1d 1nc1ude suff1c1ent though
e : 1ncomp1ete h1stor1ca1 nhrrat:.ve to enable analys:.s of the pohcymakmg
éf) « processes thatﬁwergemﬂoyed.t o T : ‘i -r.,.‘ ' T
‘, ,VV . . .How can- a Bart1c1pant observer maint@n ObJ;Ctl\)lt)'? How
| o can one be" surg that persona’.’l bJ.as does not anor?lmately‘tolor ‘the e

'
i

) reportmg of facts’ 'I'hese quest1ons tend to suggest that the study |

7 y have lacked a degree ‘of 1mpart1a11ty and may therefore have b:en )
es%valllds than- 1f a notf#)articxpant observer gad been the researcher. »Y )
In th:,s study tln,s ohar}e was refute\d by suggestmg that obJ ect1v1ty S

[ 4
was mamtalned by reporting only events t,hat are recorded in source . o

B’ - . . u
Adocunients. Other particlpants 1n thé rewntmg of the Act were asked

-
A Rl

to momtor the selectlon and reportmg ‘of pohcy areas anch?screen the
N '

Q. . N
writer s bxases - Because these procedures \g/ere employed a degree o Lo
* ' ! \ Y

’ ".of J.mmum.ty from accusatlons of non-ob;ect1v1ty is claimed.

v ” o ' R .
o . P

,,‘:' . ot Notw1thstand1ng the ' foregomg caveats ’certam strengths 1n _
o the partzclpant observer approach to ,pollcy analys1s seém to be e
v \ ‘v 1’_\ -

suggested B cauge he was a part1c1pant in wr1t1ng the Act virtually
f

alr events knowh by any of the princxpals m the act:.v:l.ty were personally o

3 o
- S o b T, LT '
-,
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known by. the researche'r. Thus hg was in a posxtion to select and

report the prime issues as prqsented té the Committee, the government
‘o

and the maJor reference gx:gups and individuals. When a non-part1c1pant

is reportxng, establishing relevance of issues ’}'\)orted may be less , ‘

rehable because the research context may be removed from the central

~ )

concerns that chﬁracterlzed events at the time. .
¢

Another strength clamed for this approach 1s ‘at it repre-

" sents a systematly analysis of a policymak:.ng act1vity by a person

-hpossessmg tacit knowled&e of the subJect matter. It thus fulfllls S

}

vthe need /gor Ppo&g/ study from the v1ewpoint of -a practltxoner as
) _called/"%oiﬁpgboth Dron and Dye. - e ‘0, : 1(";‘ ) :
/ o
N Fmally, the g‘pproach brmgs the benefits of‘ sys“&t;c anal
)’

s ,to the scene of pohcy generatlﬁg and executlon. Because of the: analy.srs

3 = .

° sive pbhcxes that encompass expandmg nwnbers of: vanablés 1n our ‘

-

‘ 'undertaken by the wnter, ‘he 1s°"better equ1pped to j dge the conparatwe
-

adequacy of ongolngv and future pohcymaklng pﬁceSse(s bemg used by

hléjﬂ employer. ’l'hus@;t should be expettﬁd that when lthxs approach 1-5 ‘

J om0

S 'used the 11klihood of practltloners bemg able to generate n{“é‘!'e compre%en- -

n . " ¢ W

I

mcreasmgly compl.ex society will be thanced In add1tioxf 1t is

—

\

N
'sound cbnceptuahzat%lons that w111 affect pollcymakmg. ,fo

-l

reasons 1t 1s #ggested, that:thls ‘approacus \aaﬁxable}‘and sh,b\l‘crh_\
. et - . . VEUER S
.consrdered central to- pb]‘;cy stud.tes‘{ n -

R .
c e 1 BCIN L et
- < . AT
+ ' ' a - .\. '

Igpllcatmns
J Sub-problem 211) asks the questaon, what were the 1med1ate oo

! .,, - . ' I_

. imphcatmns of the wntmg process (a) fg,r ‘the /po}:.cy sc).ences, and M

o P ) . v . S e ’ - .
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(b) for educational policymaking in Alberta. For the poligy sciences,
it seems apparent that the actount of'tﬂe rewriting is an histor&cal
‘representation of ways in which policy has been made when conceptual’
policymaking frameworks were no{ bging.considered. Thg primary accent
seemed to be on product or output rather than process. Those processes
which were described in the study shgz_§ome semblance of order. In
particular,‘it‘wduld seem that what may.ﬁppear to have been a randpm

selection of processes was closely related to the incremental model

of making policy.

From these observations it may be implied t;at a tendancy
perhaps exists wheﬁ policy is made without reference to conceptual
models for the incremental model to emerge.. It woﬁld also secm reasonable
to suggest that a prior decision to utilize the incremental model would
lead to an expectation that improvement over its use implicitly could
be experienced. l . ‘ |

With specific reference to the rewriting of the School Act,
the assertion has been made repeatedly in this chapter that if the
models for public policymaking that have been described had been known
and adopted, the‘processcs used by the Committee may have been somewhat
different and, by implication, improved. The study ther is significant
from the policy séiences viewpoint in that it serves to illustrate
the advantages that analysiénof an actual policyma?ing activity can
have in drawing conclﬁsions for improved ways of proceeding with gimilar
projects. / |

Immediate implications for educational policymaking in Alberta -

can perhaps be thought of in terms of initial judgments-that were and
3

/7
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. L d
can be made for the adequacy of the product\that emerged from the

Committee for Rewriting the School Act. Although no specific coﬁceptual
mé&el was followed in the devélopment of the Act, the projcct'pro;eeded
on’ the basis of accumulative experience drawn from the Department of
Educatlon and participating groups. That the Act has endured with
as few amendments as have been passéd in subseduent years is witness
to the géneral adequacy of.the approaches that were used.. This std;; SR
shows that many matters were in fact not addressed but serves al;oA
to illustrate that the implicit following of the increméntal"model,
which seems best to descgibe what in fact tookvpiace, is workable.
This is noéAto say that continued reliance on incrementalism is suffi-
cient, but does imply that ; certain degree of adequacy of produét
seems to be achieved when the implicit considerations that were made
by the Committee are fgllowed. ’
Sub-probleﬁ 2(m) was concernéd with future implications of
the study. Relative to the quicy sciences, the implication seéms
clear that policy identification 1is én iptegfal\part of the policy‘
sciences. As discussed in\Chapter'Z, the first gtep to analyzing im-h
pacts of policy change is to clearly identify those implicit policies
that in fact guiée tﬁe operations of the organization. Only after
this has been done‘can an observer begin the proces;es that are commonly
ascribed to the field of policy sciences. In that event, prospective
policy development can proceed with the knowledge that current patterns
of éctivity will have been franslated'i;£o more formalized policy state- M
ments. When this has occurred, generation of'new policies tends to

run less risk of-being nullified by ongoing activities that may got

have beeﬁ established as the result of formal policymakiﬁg but which
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“are so ingrained in operations that change becomes at best problemat-

ical.-

’

. Insight gained into the many omissions from what policy
: N

scientists consider to be adequate-policymaﬁing that characterized
the'writing of the School Act ‘suggests that future legislatjve action

be preceded by activity more.congruent with the models fresented in

this study. The implication that grea%er knowledge in and of the policy

sciences can contribute to more thorough determinatian of policy issues

*,

in the future seems to-emerge.
This study seems to sﬁggegt that tﬁe systems approach as répre-
sented by’Aﬁ;?a, the contextual mapping concept developed by Lasswell, Y%
and the synthesis of mo&els under the systems framework developed in
Chapter 2 have'releyance both as analytical tools and directives for

future action in the field of éducational policymaking. It would seem

to be useful to suggest that more effort be expended in acquainting

N

‘government officials with these concepts in the hope thét wider under-'
standing of the conceptualizatioﬁs-mentionéd will have signi%icant
impacts on future policymaking\a;tivities. |

This study has additiohél relevance for policymakers in
Alberta. Should the Department undertake to construct a contextual
map of the social environment in which public education operates in
the provincéﬁ there would be on record the basis on which many policy
decisioné could be made. Constructing such a contextual map would
be expensive but may prove to be beneficial if pol}cymaking in education
is improved as a result, Another implication of the study for policy- |

making in Alberta is the accent on prospective policymakdrig that(the

study explicates. Significant improVement'in current operations could

B

®
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1

résult if the steps toward improved- prospective policymaking that are

.  described were to be operationalized. ‘

Look1ng at the 1mp11cat10ns that have been drawn from the
study, the concept of a specific strusture w1th1n the Department of

Edue?;jnn/éndnpossibly within the Government where the date would

= .\ w

be-t6 serve diverse policy needs of government genera¥ly seems also

to be implied, A structure has been developed in the nation of Israel
that, if adépted to the Alberta séeﬁé, might offef improvements in

> ‘government policy decisions that could -prove to be worthwhile (Dror,

1971b) . : , o B
' ' v “
ggest1ons for Further Stugx '

The analys1s of an experlehce in wr1t1ng 1eg1slat10n which
*is seen as a manifestation of emerging-bolicy whxch this study repor s'
-
suggests the_need for additional studles to be undertaken which would}

further explore the relat1onsh1ps that may be in operation between

=  “actual pollcymaklng processes being used and those processes wh1ch

*t are suggested~1n the literature. Such repllcatlon using other case
studies would provide tonformation, modification; or refutation‘for
. the conclusions and implications with tﬁeir attendant recommendatiens
that can be extracted from this stuéy It would form additional data
q; g and 1nformat1on that could contribute toward refinement of the,cbnfepts.
P

of pol1cy sciences that are central-to this study. Should confirmation

n this study be found through such additional

-

j.of the v1ewpo1nts expressed i
\ggtudles, judgments about the relative mer1ts of the recommendation

\.

tha it policymaking structures can be created- to guide policymaking in

education in Alberta would be facilitated.
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‘Rudner, Richard S.

1966  Philosophy of Social Science. Englewood Cliffs: Prentice-
Hall. :

L)
~Selltiz, Claire and Others TS
1963  Research Methods 1quSoc1a1 Relations. New York: Holt,

Rinehart and Winston. oy ‘
_/'%, ‘ i
Selznick, Phillip - _ zdgifayJ .
1957  Leadership and Adm1n1strat1on New Yxrkf”}ﬁarper & Row. '
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Sharkansky , Ira 2o ¢ i
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e

B. Materials in Alberta Department of Education Files

1. Newspaper artlcles contained in Volumes 1 and 2 of Selected
Articles from the Alberta Government Clipping Service, November, 1968

to July, 1970.

ATA News

1969 4:5; 4:8.
Calgary- Albertan ///
1969 March 4; May 8 October 25; December 19.

1970 JanuaryS 12 20; March4 'GJ i ool

s/

Calgary Herald _
1969 - Aprzl 3, 8,23, 24; May 2, 7\ 8, 10; June 3; August 7, 21;

November 4, 20; December 22
»
1970 January 15, 16; March 4. ya

Edmonton Journal
1968 November S. .

1969 January 21; February 7, 10; March 10, 11, 12, 26; April 1;
May 7, 10; June 3; July 9.

Hanna Herald
1970 January 21.

Lethbridge Herald
1969 February 19; April 11.

pe) /



193.

Medicine Hat News
1969 July 3.

1970 = January 9.

Red Qpcr Advocate
1969  February 12.

St. Paul Journal
1968 December 4.

Western Catholic Reporter
1969  May 11. ’ /

1970  April 26. , ’

2. Briefs.

Alberta Catholic School Trustees' Association
1969 Areas of Concern to the Alberta Catholic School Trustees.

September, 1969.

Alberta Federation of Home.and School Associations .
1969 Brief to the Committee Rewriting the School Act. July 4,
' 1969.

Alberta School Trustees' Assoc1at1on
1969 A.S.T.A. Brief to the Minister of Education, June 8, 1969

Alberta Teachers' Association
1969  Preliminary Presentation by the A.TpA. to the Cormittee for

Rewriting.the School Act. April 24, 1969.

Association of Private Schools and Colleges in Alberta
1969 Brief to the Minister of Education on the Rewriting of the
School Act. .

Family Life Education Council of Edmonton
1969 Brief to Hon. R. C. Clark, Minister of Education, March 31,

1969

Government of the Province -of Albgrta )
1970 School Act Hearing, Tape #88, Transcript of Briefs Presented
to the lLegislative Standing Committee on Public Affairs,
Agriculture and Educatxon March 3 and 4, 1970. Includes

briefs from: -

1. Edmonton Public School Board #7 -

2. Certified General Accoungants Association of Alberta.
3. Edmonton Separate School Local #54, A.T.A.

4. Calgary School Board #19, —



5. Calgary City Council. .
6. Vegreville Local #30, A.T.A.
7. Lac La Biche Local #65 A.T.A,
8. Alberta Christian Education Society
... . 9, . Indian Association of Alberta.
10. Alberta Federation of Home and School Associations.
11. Calgary Roman Catholic Separate School District #1.
12, Strathcona Local #6, A.T.A.
13. Parkland Local %10, A.T.A.
14. Westlock Local #4, A.T.A.
15. Ponoka Local #50, A,T.A.
16. Calgary Public School Local #30, A.T.A.
17. Alberta Catholic School Trustees' Associatio
18. North Central Convention Association, A. T.?{p
19. Library Association of Alberta.
20. Edmonton Public Library Board.
21, Calgary Public LibraYy Board. $t
22. Alberta School Trustees' Association.
23. Alberta Teachers' Association.
24, Council for Exceptional Children.
2S. Edmonton Public School Local, A.T.A.
26. Rev. Jonas E. C. Shepherd.
27. Sturgeon Local #27, A.T.A.

3. Letters. ' o .

Letter from Dr. T. C. Byrne to Hon. R. Reierson \ ' - .,

\\¥1968 July 30 |
Letter from Hon. R. Reierson to Dr. T. C. Byrne e
1968 July 31.
S . )
Letter from A, B. Wetter to Dr. T. C. Byrne
1968  August 2.

-

Letter from Dr. T. C. Byrné to Dr. L. G. Hall, and A. B. Wetter
1968 October 1.

13
s

Letter from Dr. L. G. Hall to Hon. R. Reierson
1968 November 28.

Letter from Hon. R. C. Clark to Dr. T. C. Byrne
1969 January 17.

Letters from B, L. Stringham
1969 To Mr. A. B. Wetter, Dr. H. T. Sparby, Mr. W. G. Schmidt,
‘Mr. R. D. Gruenwald, Mr. H. A. Doherty, and Mr. W. L.

Hughes, January 23, 1969. .

Letter from Hon. R. C. Clark to Mr. J. V. Murphy
1969  January 30.

Letter from John V. Murphy to Hon R. C. Clark
1969 February 6.



Letter from B. L Stringham to, S. T. Rusak
1969 . 'February 10

Letter from Mrs. Lorna Haddow to Dr. T.. C. Byrne . . .o L
1969 March 1. . . _mw__,1;~“";;~/y » .

Letter from Hon. R. C. Clark to Mrs. Lprna Haddow

1969  April 3. - o L
Letter from-Ron Jackson to B. L. Stringham ¥ .
. 1969 June 4, _
. ‘ g‘ .
Letter from Rev. c. Kinderwater to B. L Stringham S ORI
1969, June 18, T . . ‘ L
Lettér from D. C. Elliott to W. E. Wood A RN B
1969 October, 8. =« . | U
Letter from ‘W, E. Wood to T. C Byrne : u' s ,
1969 October, 9. s o S S
Letter from I. J. Bates to t‘ L. Stringham . e i : |
1969 November 7.° \ .o Y
Letter from D. E. ‘Elliott to B L. Stringham; o - o
1970 February 11. . Coe ' o T

Letter from N. Flaig, Chairman, Council ﬁor Exceptional Children
1970 to Hon. R. C. Clark February 25, 1970 ' ‘

iy .
. . v

4. Miscellaneous Materials. } .
Government of the Province of Alberta, Department of -Education .
1968 Minutes of Committee on Legislation and Regplations.

December 9, 1968. : . n« ._‘y N
) R
1969  Progress Report\bn Rev151on of The School Act Sybmitted
. Hon. R. C. Clark Minister of’ Education. ' . .
‘?%zf'

g

1969 Reports.of the Committee for‘Rewriting the School Act’
. February 11, 1969. ‘ _ S
April 24, 1969/ ‘ e
May 13, 1969. o . R - | . ?
5 30, 1969. g , o -, S
Jund 17 1969. S e . e : S5
June 24, 1969. o ' e : L S "\

July 17, 18, 1969. , 0 L

July 29, 30, 1969. o .

1969 Bulletin I. May 14, 1969. >

1969 Bulletin II. June 24, 1969. - - Lo L



1969 -Committce Proposals for a New School Act, August 18, 1969.

1969 First Draft, The School Act. December 15, 1969.

1970 Bill 35. An Act Respecting Schools. ' First Reading.
February 18, 1970.

Stringham, B. L. o . u
!5 1970 Decisions Consequential to the ‘Passing of Bill No. 35.
- Paper Deliwvered at June, 1970 Secretaries' Short Course
and Trusteés' Seminar, Banff, Alberta.
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6608 - 92 A Avenue
Edmonton, Alberta
May 17, 1973

Dr. H. T. Sparby
7626 - 118 Street
Edmonton, Alberta - k

Dear Dr. Sparby:

My thesis committee has approved B'proposal to conduct a
study entitled, "The School Act, 1970: A Case Study of Public Policy-
making in Education." As a part of the study, it is intended that five
major issues addressed by the Committee for Rewriting the School Act be
identified. Since you were closely associated with the rewriting of the
Act, your pespectives are most valid and your willingness to assist in
specifying policy issues is appreciated.

The definition of policy being used in the study is as follows:
a major guideline for future discretionary action. It is generalized,
philosophically based, and implies an intention and pattern for doing.
To make the concept more concrete, one might think of a policy statement
as an official communique from the Minister authorizing in broad terms
the directions and bounds of future actions about which his senior of-

. ficials could exercise some discretion.

‘ To identify five major policy areas addressed in the Act
then, the task can be focused by visualizing a directive from the
Minister which in general terms authorizes the directions to be taken
in writing the Act. As you may recall, there was in fact no such direc-
"~ tive received by the Committee. This is not unusual, however, for. policy
development in government often seems to follow an incremental approach,
arising out of ongoing practice more frequently than it is the result
of prior directional decisions. )

To help you remember the issues, a memorandum to Dr. Byrne
from myself, dated October 2, 1969 is appended along with a portion of
Dr. Byrne's address to the 1970 C.E.A. Convention dealing with the poli-
tics of education. A copy of the School Act as it was proclaimed on
August 1, 1970 is also included with this material. From these sources
and your personal perceptions of the intent of the government in 1969-70,
it would be appreciated if you would attempt to write a directive ad-
dressing five of the major issues dealt with by the Committee, which if
it had in fact been wri: “%n, would have been the policy statement
guiding the writing of : . Act. :

As a preliminary suggestion for pessible areas to include;
the following might be of assistance. From my point of view I can
imagine that the Minister may have written something such as this:

]
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To the Committee for Rewriting the School Act.

\

‘Write an Act which emphasizes: : /\

A. Brevity, clarity, and‘generality - eliminate redundancy,
contradiction, and anachronisms; L
. \
B. The rights of individuals by protecting rights to
religious instruction and the language of instruction,
- allowing the right to appeal decisions, allowing all
©  residents equal reights to vote and hold officé, allow-
, ing citizens open access to the board, and protecting
- minority interests;
C. A balance between local autonomy and necessary govern-
‘ment control, leaning toward local autonomy within?\
necessary constraints;

D. The neogtiation process between teachers and boards ;Br
resolving decisions affecting local school operation; and,

E. Separate School integrity without jeopardizing the right
of persons who are and who are not mentioned in Section
93 of the B.N.A. Act. :

' . \
. .
I N I I I

The Minister

Would you please rewrite, amend, or redraft the above, or
write an entirely different policy statement which identifies five
major policy issues and forward it to me as soon .as possible. I will
consolidate results of all statements received and recycle them back
to you using a Delphi-like technique until general agreement on policy
areas seems to emerge.

Thank you for your assistance.

. Sincérely,

*  Bryant L. Stringham
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‘B. L. Stringhah, Chairman ' .
Comnittee for the )
Rewriting of the Schoo} Act , : .

Dr. T. C..Byrne . .\ October 2, 1969 ST

Deputy Minister

of Education

¥

The Minister has suggested that some consultation should

precede public comment by Department personnel in forthcoming confer-
ences and speaking enkagements regarding the proposed new School Act.

Accordingly the following outline of topics has been pre-

pared which would, if they meet with official approval, become the
‘basis of presentations concerning the new legislation.

1.

Need for a new Act. - - : -y

Historical, developmenta scomposition of the existing Act. Requests
po q

v

by A.5.T.A., The Departmem*f Education and others over several years.

Committee appointed January, 1969.

B. L. Stringham - Chairman - Department of Education

A. B. Wetter - Department of Education

Dr. D. A. MacKay - University of Alberta replacing Dr. H. T. Sparby
Dr. Gerrard - Alberta School Trustees' Association, also W. Schmidt
R. D. Gruenwald - Alberta School Trustees' Association

H.. A. Doherty -~ Alberta Teachers' Association o

W. L. Hughes - Edmonton District Representative - A.T.A.

"S. T. Rusak - Alberta Catholic School Trustees' Association

pr. E. G. Mardon - Alberta Federation of Home and School Associations
Les Young - Alberta School Trustees' Association Observer
L. G. Hall - ex officio

Principies to guide the work of writing.
The' ‘following were debated and accépted with sprtain reservations:

From the Hall-Dennis report the opening statement was repre-

sentative of the kind of philosophy preferred. .- —

"The underlying aim of education is to further man's
unendihg search for truth. Once he possesses the means
to truth, all else is within his grasp. Wisdom and
“,understanding, sensitivity, compassion, and responsibility,
as well as intellectual honesty and personal integrity,
will be his guide in adolescence and his companion in
maturity." -
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Points 1 and 2 of Article 26 of the Un1versa Dq;larat;on of Human
Rights of the United Naﬁnons:were accepted:

"ln Everyone-haS«the right to educatibn.| Education shall )
be free, at least in the elementary and fundaméntal stages. Elemen-
tary education §ha11 be compulsory. Technical and professional
education’ shall be made gerferally- available and- higher educat1on shall"
be equally accessible to all on the basis of merit."

& .

"2, Education shall be directed fo the full development of -
the human personality and to the strengthening ofarespect for human
rights and” fundamental freedops. It shall promote understanding,
tolerance and friendships amdzg all nations, socidl or religious
groups, and shall furthéer the act1v1t1es of the United Nations for
. the maintenance of peace." '

Y ¢ .

It was agreed that local control of schools is desirable if
"local" means locally elected’officials in an economically sound,
administratively efficient, and eduéationally adequate district.

It was understood that Provincial Legislatures have legal
responsibility for education in the Province under the authority"
granted the Province in the B.N.A. Act.

Acceptance of separate school legislation was indicated,
again in conformity with the provisions of the B.N.A. Act.

With the usual reservations with respect to federal control,
it was felt that federal participation in education is des1rab1e.

It was agreed that responsible freedom of the ind1v1dua1 is
to be ma1nta1ned

It was agreed that no single philosophic position as enun-
ciated by educational philosophers would be accepted wholly but that
an eclectic approach would be recognlzed the elements of which will
be sub;ect to c¢ontinuous review. .

: It was felt that 1dea§1y provision should be made for the
legislative, executive and’judicial functions of government at all
levels of school administration.

The pluralistic nature of Canadian society was recognized
and accepted. .

The Committee proposed to‘produce a minimum document, re-
flectlng perm1551ve policies with a minimum of prescriptive sections
on the premise that the least legislation is the best legislation.
The draft would attempt to reflect current preferences but would
anticipate change in the future and thus de-emphasize or eliminate
certain restrictive provisions.

(
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Nature of preliminary drafts.

® . 203,

Considerable discussion took place respecting other and more
controversial principles. Recognition of conflicting viewpoints
among various interest groups has revealed areas where the current
legislation, although not fully satisfactory will likely prevail on
purely pragmatic grounds. ‘

Approximately 100 briefs dealing with many aspects of legislation

were received. Some were not germane to the work of the Committee.
because they dealt with curriculum and finance. They were referred
to other committees. 8

.
-

Certain working papers received wide g¢irculation. The committee
proposals are substantially revised versions of first efforts.

Committee revisions. )
In 10 full day méetings. ‘ .
Where agreement existed, that policy was adopted.

In some cases, the majority opinion prevailed.

Where agreement and compromise seemed'imposéib{e, a chairman's
decision was included to receive public evaluation.

Committee éroposals issued Augusf 18, 1969.

List of major changes attached. 5
Subsequent suggestions for chahgg.

(a)‘ Reinstate use of Oaths of Office.

~(b) Provide for annwal meetings. ’ .

(¢) Eliminate the study of potential economic and educational
adequacy prior to establishment of a separate school.

(d) Eliminate dissolution of a separate school when the supporters -

thereof become the majority of all electors within the geogra-
.phic boundaries of the district. _

(e) Introduce a section’providing for the appointment of ad hoc |
advisory committees to boards. , o

(f) Introduce the concept of a regional district. -

(g) Clarify section 95. _

(h) Provide for a one man Board of Reference.

(i) Re-examine provisions dealing with:
( i) instruction in the French language
( ii) instruction in religion
(iii) conveyance.

Spmmary of public reaction to date.

Generally favourable.
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¢

Some ,thought by some sepérate school supporters that guaranteed rightg

to separate schools are endangered.
A

Strong support for elimidation of specxal rights of proprietary
" electors.

Request .for extensive legislation regarding children in need of

special education. y ’
: : .

. Some privgte schools wish a change in status and grants.

Greater autoriomy for city boards respecting bu11d1ngs has been
welcomed and challenged.

Compulsory local employment of superintendent is a sensitive issue.
Teacher-trustees guppofteé and questioned.

Some wish to see legislated duties of teachers.

Sections ;h medical inspection of pupils is questioned.

School entering and leaving age is being questioned.

11. Procedures to be followed prior to 6pening of the Legislative Assembly.
Legislative Counsél is preparing a bill.

Public reaction is being appraised and recommendations for change are
. being consxdered by the Department.

Results of coming conferences may suggest other changes.

Bill should be prepared by February lst.

B. L. Stringham

BLS:gn
Att'd.
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11.

12,

206,
MAJOR CHANGES

A new organization based on Mun1c1pa1 Government Act cons1st1ng of
8 Parts:

Part 1 Interpretation

Part 2 . Formation, Alternation and:Dissolution
of Districts and Divisions

Part 3 : The Board ‘ .

Part 4 ’ Powers and Dyties of Boards and Employees

-

Part S5 . , Property .
Part 6 Finance - i::

Part 7 . Pupils and Schools

Part 8 . ) Legal Proceedings

Reduced the content considerably. Just as The Department of
Education Act gives broad guidelines for the operation of the
Department and lists general powers and duties-of the Minister,

so the fiew Act will establish general provisions under wh1ch the \
boards may-regulate themselves.

D1sestablrshes d1v151onal district boards and bqards of 3 central-

‘1zed school dlstr1ct

Does not provide for establishment of consolidated districts or .

regional High School Districts.
y

Places all elections and polls under The Municipal Elections Act.
H v 6‘ .
Enables all resident voters to vote on by-laws.

Changes procedural matters relative to estab11shment of separate
school d1str1cts.

Allows the Minister to declare an Indian Reserve as a school dls-
trict for purposes of representation on a board.

Eliminates repetition of provisions for different types of districts.
Procedures are virtually uniform in all districts and divisions.

Removes appointment of O.T. from the Act. Plan to include 0.T. in

- The Department of Education Act.

Provides for only 7 trustees in any district.

Trustees elected only every 3 years. . : e
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14,
15.

16.

17.

18.

" 19,
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21.

22,

23,

24,
25,
26,

27.

28,

29, .

30.

207,

Qualification and disqualification of trustecs made more uniform

*with Municipal counsellors.,

Removes the taking of oaths of pffice.
Powers and duties of boards made very general -~ muéh detail omitted.
Employment of Superintendent’'made mandatory.

Teacher -- board relations altered. -

Written or present contfract.

Retained rights to bargain under The Labour Act.

Acting designations broadened.

Termination of contract and designation made uni form.

Probationary period extended.

Tenure partially portable. X P
Retain Board of Reference. :

~New section on payment of teachers.
Change substitute teacher section.

Omit temporary teacher provision.
Change suspension of teacher.

Power of Minister re: siteg and buildings‘expanded;
Replaces School Buildings Act by Section. 112, .
<

Enables greater use of relocatable schools. ' .

Allow? urban’ boards a measure of autonomy in building schools
(remnant of Accredited School Districts Act).

Department'involvement in buildings - ends at approval of tenders.
Contracts are left to boards.

‘Debenture Borrowing sections conform to practice of Local

Authorities Board.

Introduces a debenture 1'.egist:er.s

All surplus debenture funds must be used for capital projects.
Retains School Foundation Program Fund without alteration.

Eliminates most of the deta11 regarding the operation of schools
and instruction.

Enables petitioners to demand a pleb1sc1te on initiation or dis-
continuance of French or religious instruction in any school in
place of the current-sections 42 and 391. i
Changes. provisions re: Patriotic Instruction and exemptions.

Eliminates specific reference to Kijdergarten and Adult Education.

-
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32.

33.

- 34,

35.

36.

37.

38.

39..

40.

41.

42.

43, .

44,

45.

46.

4
- € 208. r
. 4
Enables legal work-experience programs to exist apart from the
sufferance of the Board of Industrial Relations™and the Workmens'
Compensation Board. '

Alters sections on conveyance and maintenance.
Changes sections on tuition fees.

Changes school year, days.

-

Redefines vacations and holidays.

Changes compulsory attendance to ages 6 - 15 years.

. ' 1
Eliminates 400 g. \‘ -

Changes enforcement of compulsory attendance:

Places Chief Attendance Officer under The Dgpé}tment of Edﬁcatioq

Act.
.

S1mp11!&es procedure in prosecut1ng v1olat1ons of compulsory .
attendance laws.

Makes penalty sections general.
Increases amount of penalties.,

Places community recreation and library services as permissive

. powers of the Board. » B

Eliminates Annual Meetings.
_ %
Suggests a general provision in The Department of Education Act to

encompass all of -pres®at Grants Act.

Removes appeal by municipality to Local Authorities Board re:

requisitions. N
/
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503 Legislative Building,
: Edmonton, Alberta.
June 25, 1973 TSK 2B6

Mr. Bryant L. Stringham,
6608 - 92A Avenue,
Edmonton, Alberta.

Dear Bryant:

Attached pleasé find the possible directive which you re-
quested of me some weeks' -ago. My apologies for the delay in responding
to your request.

You will observe that I have departed somewhat from the out-
line which you proposed. My differences with your draft are predicated
on three matters. The first is my experience in the Legislature with
the nature of the authority which a Minister would normally delegate,

"and the manner of that delegation. This may not be a fair experience
to apply, inasmuch as the Ministers of the present government may be
inclined to proceed slightly differently from those of the former.
Second, and least significant, is my preference for a slight difference
in wording. I doubt that it reflects any difference in terms of the
substance of the matters. Thirdly, with particular reference to sub-
stance, you will note that I have deliberately worded the instructions
as to indicate some definite limits with respect to the debate concern-
ing the right to separate schools, the Committee's responsibility with
respect -to the financing of education, and also with respect to labour
relations. I am not sure that any Minister would draft such limitations,
but in fact, it was my belief that they were in existence, if unwritten.

The only other change of substance is the stress on the
educational opportunity and the right of students. I think a "politi-
cal" statement would definitely include such a reference.

_ This has been prepared rather hastily, and has not been
re-read since typing. In the event that you have questions because of
the poor grammatical construction, or for other reasons, feel free to

phone. )

Yours very truly,

-

Les G. Young, M.L.A.
Edmonton - Jasper Place

LGY :mva
Enc.
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SUGGESTED MINISTERIAL DIRECTIVE - PER BRYANT STRINGHAM REQUEST

<

The Committee for Re;Writing The School Act
Prepare a draft Act, having regard to the following:

The desirability to éimplify, update and modernize the existing °
School Act, while respecting the provisions of the British North
America Act. '

The right of all students to an adequate educational opportunity;
the nagure and definition of that basic right, the responsibility
of students, parents, school boards, teachers and the provincial

government to fulfill that obligation.

The traditional and accepted rights and privileges of individuals
with particular reference to religious instruction, language of
instruction, appeal of decisions, voting and enjoyment of office,
access to school board and other decisions in the public interest,
protection of minority interest. ) ¢

Present government policy, with respect particularly to dabour -
relations and the financing of education. : :

The implications for the organization and operation of an. educa-
tional system, arising out of the evolution of our society. Among
. the major implications for consideration are those of the relative
responsibility and authority for decision of educational agencies,
institutions, and organizations; the possibility of more economic
and efficient educational organization; the maximum opportunity -
for participation of students and parents. Of particular interest
to the committee will be the relatively recent evolution in modern,
educational facilities, services and techniques; the wide range in
population ‘served by individual schools and irdividual school
districts, the progress in teacher education and preparation, the
growth of professional school board administration, and the devel-
‘opment of community resources-which either supplement the educa-
tional opportunities, or bear directly on factors which influence

the opportunity for learning.

N
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7268 - 118 Street
Edmonton, Alberta
June 5, 1973.

N

Dear Bryant:

I am sorry for the delay in replying to your letter of May 17,
but a number of unexpected events since your *phone call have prevented
me until recently from giving your request the attention that it deserved.
Your thesis topic sounds very interesting, and.I am happy to be of any
service that I can in furthering the study. ' '

] Needless to say I find myself a bit "rusty" on both the policies
and the procedures that we tried to follow in re-writing the School Act,
not only because it is four years since I was on the Committee, but also
because I have had no occasion to think about the matter since then.
However, the materials that you sent me with your letter were helpful in
bringing some of the ideas back again,

It seems to me that the "preliminary suggestion for possible
areas' given in your letter are very good--at least I find myself in
agreement with them--so the best that I have been able to do is attempt
some rewriting of these. Here is my draft: '

A. COMPREHENSIBILITY OF ACT The wording of the Act should
be both exact and concise. Eliminate from the present
Act all contradictions, anachronisms and obsolete pro-.
visions.

B. INDIVIDUAL RIGHTS Freedom with responsibility for indivi-
duals to make choices in appropriate areas should be
provided for; also the right to appeal unfavorable

decisions. /
A Y

C. LOCAL CONTROL The role of local school authorities should
be enhanced and clarified. Only essential Provincial
Government controls should be retained.

' D. SCHOOL BOARD-EMPLOYEE NEGOTIATIONS‘ Areas.for negotiation -
between school boards and their employees should be expan-
ded, and negotiation procedures clarified.

E. SEPARATE SCHOOLS Constitutional rights regarding separate
schools, as stated in The Alberta Act, 1905, should be
retained. :

Best wishes for success in your study.

Yours sincerely,

H. T. Sparby
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‘May 29, 1973.

Mr. Bryant L. Stringham,
6608 - 92A Avenue,
Edmonton, Alberta.

~

Dear Bryant:

While not completely clear on my assignment, I have concluded
that I am to pretend to be the Minister and to prepare a memo to the
Deputy indicating the tasks to be undertaken with respect to the re-
vision of THe School Act. - '

I cannot, at this time, improve on the statement of objectives
contained in the paper I delivered at the C.E.A. These are they: .

: 1. To eliminate through consolidation, transfers of
responsibility, and withdrawals, many of the sections in The School
Act that had been developed in response to specific issues over a
period of years.

2. To rewrite legisiation with a view to improving its
clarity by removing wordy legalistic sections. '

. 3. To tranéfer many items of decision-making from the
rigidity of legislative enactment to the flexibility of local adminis-
tration. : ’

4. To enhance-the role of local school authorities through
more independence in decision-making. . ' .

5. To commit a greater nu@ber of decisions affecting local
school operation to the negotiating process between school boards and
their staff. : o , ,

. s ‘ : . ‘

o Yours sincerely,

- : , T. C. Byrne,
President,

TCB/1b
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* Banff, June, 1970

DECISIONS CONSEQUENTIAL TO THE PASSING OF BILL 35

The material that I shall present today is the result of dis-
“cussions with many persons and boards over the past several months.
Some of it was discussed in Edmonton at the Trustees Seminar. It has
been the subject of debate at both Superintendent and Trustee Zone
meetings and has been presented to a few individual boards. Neverthe-
less, the nature of the immediate dec151ons facing boards now that the
Act is printed and proclaimed for August 1, makes this repetition seem
desirable. Following the formal presentatlon you may wish to discuss
certain points raised in greater detail. :

\

Copies of the Act will bL sent to Secretary -Treasurers and
Superintendents in’ the near future. Additional copies can now be
secured from the Queen's Printer at a.cost of $.70.

. L4 . -

Two matters relative to the new Act have arisen recently
that we should all be aware of. viz. a letter to Branch Bank Managers
of a certain chartered Bank and the recently announced A.T.A. pos1t10n
respecting condltlons of employment.

One bank has circulated its managers suggesting that bor-'
rowing for current purposes be cut off prior to August 1 om the grounds
that changes in, the new Act prevent boards from charging their revenues
to secure. borrow1ngs. They also suggest that their legal advisors are
doubtful that the Board of Trustees will have the power to make a pro-

missory note.

The letter has been examined by managers of two rival banks

who have suggested that if the bank in question does not wish to handle
- school acounts, they.will be glad to obtain the additiopal business.

May we suggest that you check with your bank see if”any threat to
your borrowing power is anticipated. It is oﬁg;opinion that  the new
Act is sufficiently clear about the boards' status as a corporation

that no legal question of borrowing power can succeed. This does

not mean, however, that unrestrained borrowing can proceed. Ministerial
approval of current borrowings is not provided-so boards will have to
maintain financial stability or credit may be restrained.

: The A.T.A. has recently announced that they con51der school
open1ng date, school year, .and several related matters to be conditions
of employment. If boards agree to include all such matters in collec-
tive agreements, they will all in fact for that jurisdiction, be condi~
tions of employment. But it must be recognized the contents of a-
collective .agreement are arrived at by the process of collective bar-
gaining and that in the opinion of the Beard of Industrial Relations,
certain matters which employees may wish to negotiate, may be consi-
dered as the employers' prerogative. Whatever the outcome of unilat-
eral declarat1ons by either boards or ‘teachers may be it seems essen-
tial that qonsultatlon between parties must proceed if chaos is to be

|
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avoided.

Local boards as of August 1 become Local Advisory Boards and
retain essentially the same power as at present. There is no need to
re-establish them - Section 175 does that automatically. But before
you proceed with establishment of new Local Advisory Boards, you will
want to become very familiar with Section 5. Under this section a
group of concerned citizens can obtain official access to the board
without the formality required to establish a local Advisory Board.

This may prove to be a useful way to deal with local interest groups.

Section 24 of the Act provides for the establlshment of
Regional Districts. Nq longer are the purposes restricted to High
School - Vocational Services as they were in the existing Act.

Section 90 introduces a .new type of committee which a board
may form to jointly construct and operate any venture with another
board, municipality or corporation. This may pave the way for board
cooperatlon with private developers in providing central city school
accommodation. One agreement under-this section is now beginning to
be effective 1n "thé Bonnyv111e area.

: Bill 104, An Act Respecting School Electio. was passed with-
out amendment. There are a number of changes under tnis Act that will
ultimately affect all of us. Dates for elections, by 1974 will be '
identical with those in municipalities. You will be able to conduct
elections using essentially theé same voters' list and same returning
officer and clerks. The major difference is that proprietary electors
will have no special status for any school plebiscite or election but
‘all resident electors will be qualified to cast ballots on all school
matters. Forms to use with the new Act are now prepared and will
shortly be publlshed in the Alberta Gazette.

Now what other decisions need to be made at an early date7

As was discussed earlier, section 139 where1n the board shall
do certain things must be acted on in the near future or school will .

not reopen. )
(1) A board shall o ' o

(a) specify the school opening date,
(b) specify the number and the days of school operation,
(c) specify the length of the school day and the number

| of minutes of school operatlon and’
(d) specify the number of minutes of classroom instruc-
tion and the number and length of recesses.

{(2) A board shall spec1fy the vacation periods in a school

year but

" = (a) the minimum Christmas vacation shall extend from
December 24 to January 2, inclusd e, and

T
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(b) there shall be provided one school vacation of at
least four consecutive weeks' duration during a
3 school year.

(3) A board in its discretion may declare one day a month
- to be a school holiday.

(4) A holiday declared by a municipality does not a apply to a
school w1th1n the mun1c1pa11ty unless the board’declares
it to. apply

Both the A.S.T.A. and A.T.A. have given their advice in this
matter:

: Be careful to note the difference Bétween vacations and holi-
days. Statutory holidays are listed in the 1nterpretat10n Act and
‘include-

*®

(k) "holiday" includes .

( 1) every Sunday, New Year's Day, Good Friday, Easter
, Monday, and Victoria Day,
( 11) the birthday or the day fixed by proclamation for
the celebration of the birthday of the reigning
© sovereign,
(iii) Dominion Day, Labour Day, Remembrance Day, and
Christmas Day,
( iv) the 26th day of December or when such day falls on
a Sunday or a Monday, then the 27th day of December,
( v) any day app01nted by proclamation of the Governor
General in Council or by proclamation of the
Lieutenant Governor in Council for a public holiday -
or for a day of fast or thanksg1V1ng or -as a day
of mourning, and ‘
~( vi) with reference to any particular part of the
Province such day in each year as may by proclama-
tion of ‘the Lieutenant Governor in Council, be
appointed as a pub11c holiday for that part of the
Province for the planting of forest or other trees; -

Saturday is not a holiday, but when the board specifies the
days of school operation, they need not specify Saturdays unless they
w1sh to do so, and are willing to suffer the consequences of that action.

‘ No "Easter Holiday" is spec1f1ed other than Good Friday and

Easter Monday. The board can declare the Tuesday following as a holiday )
if they have not declared any other day in "that month as a holiday. The
.only way a board can effect an "Easter Holiday' then is to declare an

"Easter vacation'. 1In that case, the four days following Easter Monday

are not counted as days of school operation as they would if those days

were declared "h011days" ‘instead of vacatlons i

Probably the most crucial dec151on that every board will now be

Y
. i
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making from time to time is the selection of a Superintendent. Who will
he be? Will you make him chief executive officer? Will you delegate
power to him? What type of contract will you offer him? Will you hire
a female superintendent?

A R ) -
. 2 X .

, I would refer you to continuing articles in the American School
Board Journal to support-the thesis that the most essential duty devolving
upon trustees is in the selection of a superintendent. .A wrong. first
choice will handicap your district immediately, even if it saves a few '
dollars for a few months and will seriously jeopardize the field from
which subsequent selections can be made. The time and money spent on
proper selection will be justified in the type of administration that
will proceed under the superintendent you hire.

. The next most pressing need, in my opinion, will be for sound -
decisions concerning the implementation of section 65(3)(d) wherein the
board is required to make ‘rules for the administration, management, and
operation ‘of schools, etc. Probably this whole Conference could be
devoted to this ipportant matter of policy formation. One board in the
Province considers it of sufficient import that a special consultant has
been retained to guide the board in this activity. ,Where a board formerly
was able to drift with policies existent only in the minds of trustees, )
now they must be-written and communicated. Each board must decide what
policy is - they must .define the term for themselves. Then they must
decide how they will formulate the matters that they decided should be
policy. "#Will this activity be delegated? Will research into existing
literature be examined or will the matter be ignored? Should the board
copy another boards procedure, or should the A.S.T.A. supply all the
answers? - to

- May ] suggest that ‘you consider for your definition of policy-
the statement attributed to Davies § Brickell, (whose work you may wish
to read) that policy is a guide to discretionary action. This assumes
that the board does delegate certain powers to employees, (notably the
Superintendent) who are held responsible "for the exercise of that power.

‘It ascribes to the board a role wherein trustees consider principles,

generalities, ‘and directions of movement and leave administrative detail
to employees. It militates against the common notion that a trustee
individually represents one geographic area of the jurisdiction and
assumes that-all trustees are directors of the total enterprise, each
as interested in every aspect of the operation as every other. In law
a trustee only has power in concert with his confreres or as delegated
by board-motion. When he acts as an agent individually outside of the
board, without board approval, he is acting without legal power and-can
seriously*disrupt the flow of smooth policy making that should charac-
terize board operation. The way in which this function is approached
and executed will dictate the measure of success your board will achieve

under its new freedom. :

h

» / _ y o
There is a whole catalogue of relatively minor decisions that
are needed now. Some of them follow: -

1. Have ydu made arrangements for bonding employees? The
Department is out of the bonding business as of August 1.
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2. Have you decided on policy with respect.to non-certifi-
cated .employees - Who, How many, What type of contracts,
i etc.? .
.} \
/. 3./ Have you checked your insurance coverage .lately? Are you.
/ | fully covered if negligence is proven? Are dll employees
‘/ fully covered for personal liability? . . ‘ |

|
%ﬁﬂave:you examined your changing position with respect to /
/ collective bargaining? Do you know what you define a3
/ terms and conditions of employment? How far are you
willing to go to prove your point? ‘

!

5. Have you examined the status-of all subsisting tontracts?
"~ Have you legally committed yourself to retaining vice
pr1nc1pals through the contracts now in effect’

"Have you made commlttments to teachers in the pagt.which :
under the new Act become part of the teachers contract?

i

e.g., - guaranteed a teacherage or graee level.

What will you now do about the tefms dnd conditions of
- employment which formerly were in the General Regulations
- 6f the Department of Education. These are not being
re-enacted so noon-hour.supervision, extra-curricular
_activities, etc., are no longer subject tQ\M1n15terlal
, regulatlons.

Nhat form are new”contracts taking?

Will you attempt to relntroduce a probat1onary year \:\
through contracts?

.

N

What are the dangers (if any) if you do?

6. What.will be your future policy regarding vice principals?

Are there altern ive procedures that seem more reasonable
to you? '

‘7. What will be the school entrance age?

You can admlt students at any age but canjonly collect a
grant .if they are 5 1/2 on September 1 ofany year. .

8. Are you sure how you will proceed to dismiss:a teacher under
the new Act. An- understanding of Section 78 and 79 is
essential. Section 79 must only be used when the board
has no. proof that a teacher must be fired but must suspend
from duties pending investigation. This must not b% used
if a decision has been made to fire or as a ruse to harass
a teacher. The grounds for such a suspension are c¢lear.

v
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79. £(1) Where a board has reasonable grounds for believing

(2)

(3)

(4)

(5)

(6)

@

that /,ﬁﬁ

(a) a teacher has been guifty of grégs misconduct
neglect of duty or refusal or neglect to obey a
lawful order of the board, or

- (b) the prescence of a teacher is detrimental to the

well being of the school for reasons of mental
infirmity, the board may suspend the teacher
from performance of his duties.

The board shall

(a) give notice of the suspension in writing to the
teacher specifying therein the reasons for the
suspension, and

(b) forward a copy of the notice of suspension to-
gether with a written statenent of the facts
alleged to the Minister.

A teacher who is suspended by a board may appeal to .
the Mintster within 10 days after receiving the
-notice-of suspension. S o

The Minister shall refer the appeal to the Board of

Reference who shall

(a) investigate the matter and confirm or reverse
the decision of the board, and

(b) inform the board and teacher of its decision
within 10 days of the conclusion of its l
investigation.. ‘

Where a teacher is suspended pursuant to subsection

° (1), clause (b) the Board of Reference may require the
teacher to authorize the board to terminate the
contract of employment of the teacher and upon so
doing the board shall be deemed to have acted reason-

ably.

If the teacher refuses or fails to produce a certi-
ficate pursuant to subsection (5) the Board of

. Reference may authorize the board to terminate the
contract of employment of the teacher and upon so
doing the board shall be deemed to have acted reason-

ably.

Where the Board of Reference confirms the suspension
the board may terminate the suspension or terminate
the contract of employment of the teacher.
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(8) Where the .teacher does not‘appeal to the Minister,
the board shall make an investigation of the circum-
stances and may reinstate the teacher. .

(9) A teacher shall be paid his sdlary until.his con-
tract of employment is terminated in accordance with
this Act. '

~ When the board has reason to believe that - the presence of the
teajepr is detrimental to the well being of the school for any other
reason, firing the teacher under section 78 is the proper course of
action. If section 79 is fo be implemented, it must be realized that
every teacher can appeal. It becomes the boards duty to be sure that the
"reasonableness'" of the board in dismissing the teacher ultimately can
be proven. As a minimum it is suggested that an inspection with report
to the teacher, a period in which adjustments can be made under super-
vision followed by another inspection and report precede every termin-
ation. Witnesses should be availahle. All communications should be
documented. Under such circumstances, the reasonableness of the boards'
action can probably be established before the Board of Reference or the

Courts.

, After the termination, an immediate suspension can also be . e
effected if it is considered necessary.

10. What provision will the board make for enforcement of
compulsory attendance? The power can be delegated to
the boards' nominee.

11. ‘Who will have power to effect emergency closure of the
schools?

12. What tuition fees will be set?

~ " What does "net average local cost per pupil” of maintain-
ing the program mean in your distr}pf’in terms of dollars?

Will the Minjster, in case of a dispuﬁe agree with you
. or the other disputant? : ; § R

/

13. Have you structured religious and patriotic exercises for
: your schools? Should teachers be consulted on this matter?
»

14. Will you initiate work experience programs immediately or .,
- delay this activity? . : ’ S K

_ These are a few of the eérly decisions boards aye now exploring.
Others will become apparent as study of the Act continues. Forms and
Régulations wnder the School Act, the School Election Act, and the
Department of Education Act are nearing completion and will soon be
published in the Alberta Gazette. Examinationjof these will generate:
more questions. The answers will be unique to/each jurisdiction and in
their diversity will begin the road to incredsed local autonomy th§; the

whole thrust behind rewriting the School Act wasjaesigned to encourage.

;
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