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ABSTRACT

Claims of falling standards of literacy have proliferated
in media, schélarly, prbfessional, government, and public dia-
logue. Such claims are premisedbon the assumption that a body
of research exists which adequately describes historical stand-
ards of literacy. This thesis addresses the necessity for a

more substantial research base on the attainment of literacy in

British Columbia. First, a selected survey of evolving theories,

practices, and policies which influenced literacy instruction,
curriculum, and evaluation is undertaken. Second, assumptions
underlying the conventionally-accepted definitions, practices,
and social uses of literacy are considered. The focus is on
the B. C. educational system from 1920 to 1940.

The analysis presented assumes that evolving historical
'paradigms' or dominant models of thought influence educational
pedagogy and practice in identifiable patterns. Distinct para-
digms of literacy which explicitly and implicitly stipulated
conventional educational practices in late 19th and early 20th
century B. C. are identified.

The influence of English and American educational theory
on B. C. policy and practice is examined in an attempt to con-
textualize literacy-related schooling practices. wa definite

historical paradigms of literacy are identified:
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1. The paradigm.of literacy as a 'high cultural' mode
of intrinsic worth is detailed in the Classical
model of education articulated by Matthew Arnold
in England from 1851 to 1880.

2. The evolution of a paradigm of literacy as a set
" of socially utilizable skills is traced from its
inception by proponants of a 'scientific', as
opposed to Classical, educational model, to its
subsumption by the Progressive educational model
derived from the pedagogy of Dewey and others in
the early 20th century United States.

The influence of 'Progressive' educational pedagogy on
B. C. schools is related to the emergence of a group of edu-
cational_'practitioners' which initiated a 'modernization' of
B. C. schools between the World Wars.

The institutional acceptance of Progressive tenets and
the correlative paradigm of functional literacy is discussed

in the contexts of the 1925 Survey of the School System, by

J. H. Putman and G. Weir, the 1935 School Finance in British

Columbia, by H. B. King, the 1937 New Programme of Studies for

the Junior High Schools of B. C., the 1938 Survey of the Schools

of the Greater Victoria Area, and contemporaneous public and

educational dialogue within the educational system.

In order to demonstrate the historical polarization of
'traditional’ and}Progressive educators regarding legitimate
literacy standards and practices in B, C., it is shown that, in
recognition of the continued resistance to modernization by
teachers and administrators, the Department of Education by

1938 was evaluating instruction in literacy and student per-
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formance according to standards and criteria defined by the

Progressive paradigm of literacy.
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I. THEORY AND RESEARCH:

PARADIGMS OF EDUCATIONAL LITERACY
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INTRODUCTION

In B. C. and Canada, during the 1970's and 1980's, edu-
cators and the general public have premisedvdiaiogue on various
media and government reports‘of a contemporary 'literacy crisis’'.
Pronouncements by public figures, like Canadian Chamber of
Commerce‘chairman Hal Wyatt's comment that "Canadian schools
have produced a generation of semi-literates", 1 are commonly
based on a single survey or set of test results. Governmental

reports like Labour Canada's Education and Working Canadians

(1979), the O.E.C.D. Review of National Policies of Education

(1976), and the B.C. Ministry of Education statement (1976) on
performance in the B.C. educational system, allegedly provide

descriptive information on the existing status of 'literacy' in

Canada and British Columbia.

The Labour Canada report's claims that 20% of Canadians
are 'functionally illiterate' are based ‘on the reexamination of
census figures in terms of the five years of schooling criterion
noted by Verner (1964). The O.E.C.D. report stated that Canada
had by far the highest percentage of its population engaged in
full-time education of the countries studied, yet has five
million "functional illiterates".

In B.C. in 1976, Minister of Education P. McGeer claimed

that "many youngsters, some schools, and even some school



districts...have fallen below expectations' and that '“weaknesses
are revealed in the way students deal with the mechanics of

writing", were based on the results of the 1976 Language B.C.

Assessment, part of the ongoing Provincial Learning Assessment

Proéram. McGeer concluded»that this information 'substantiates
some of the fears that have been expressed to me regardihg

the direction that education has been taking in recent years.
It indicates that the schools of the Province must give re-

2 As evidenced

newed emphasis to the teaching of basic skills."
in McGeer's 1976 statement, falling levels of literacy and ba-
sic skill acquisition are a fundaméntal concern of those who
have called for a re-mediation of present policies and practices
in B.C. schools. Iﬁ various educational controversies of the
last decade, like the Surrey Value School debate of 1976, the
development and implementation of the Core Curriculum in the
mid 1970's, and the ongoing debate over the legitimacy of
standardized testing, claims of 'falling standards' were pre-
mised on a belief in the capacity of researchers to explain
what was considered to constitute legitimate performance in
various historical periods. In fact, the necessary historical
grounds and definitions for comparison are absent.

On the one hand, with respect to the data base, studies
on changing literaéy period over a givén period of time (Cop-
perman, 1980; Farr, Tuinman and Rowls, 1974) or, on changing

literacy conventions and practices (Hogarth, 1958), have not



been undertaken in Canada.

What is considered 'literacy' now, on thé other hand, is
often taken as a foregone critical conclusion, as a truism like
'pasic skills'. In essence, then what was considered 'literate’
in educational history has not been systematically documented
in Canadian educational research, other than indirectly through
general (Johnson, 1964) and curricular (MacLaurin, 1935; Green,
1944; Thomson, 1972) histories. Too often this lack of research
has generated a reliance on subjective sentimentalization of
literacy standards of the past.

The purpose of this analysié is to identify historical
contexts of literacy standards and achievement in British
Columbia, and to show how these influenced both the conceptuali-
zation of 'literacy' and expectations of 'literate performance'’

in specific periods of B.C. educational history.
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Columbia, a statement from the Minister of Education,
P.L. McGeer, Nov. 1, 1976, p.4.



CHAPTER 1

THE HISTORICAL BASIS OF LITERACY EVALUATION

History: Contextualizing the Assessment of Literacy

The lack of a substantial theoretical and historical frame
to contextualize contemporary research confounds any attempt by
educators, public officials and media to generate any coherent
dialogue on the subject of an alleged literacy crisis. The
central premise of the present analysis is that a comprehensive
detailing of historical paradigms of literacy is necessary for
the contextualization of current empirical, sociological and
ethnographic studies on changing literacy performance in British
Columbia and Canada. Only by attending closely to the histori-i/
cally generated concepts and intents of literacy instruction,
can we render significant the available data on historical liter-
acy achievement. Actual changes in student performance can then.
be reconsidered in terms of the changiﬁg instruction, curriculum,
and evaluation of literacy. | |

All evaluations which claim to describe literacy performance
levels operaté from stated and implicit assumptions on the na- !
ture, acquisition, eﬁaluation and use of literacy; these assump-
tions are evidenced in data selection criteria used by research-

ers/practitioners and in the interpretations of that data. The



epistemdlogical and methodological presuppositions of these
inquiries into literacy performance determine resultant data
and interpretations thereof.

Although standardized tests themselves are sources of
descriptive empirical informatioh on students (objects), then,

they also articulate and enforce prescriptive parameters of the

domain of knowledge which the educational system (as subject)
acknowledges as literate behavior. We cannot merely accept
these testing instruments as verifications of their own effi-
ciency on statistical grounds (as 'quality data'), but must
critically exaﬁine the historical‘generation and use of the
'instrument' in terms of implicit and stated assumptions on
the nature of the performance tested.

Evaluations must be viewed, that is to say, as products
of given historical sensibilities which consfrain and stipulate
their form and content. To interpret historical data we must
ascertain what was defined as legitimate means by which literacy
as educational knowledge was transmitted by the school, acquired
by the learner and utilized in the social domain.

The literacy criteria of the educational system are codi-
fied ih the evaluational instruments with which that system
evaluates itself and its students.

Concepts of literacykwhiéh claim universality and atempo-
rality, like historical explanations of literacy as decorum in

literature and language or 'corréct' grammatical expression,



are, in faét, representative moments in .an ongoing history of
the conceptualization and transmission of literacy; because
such definitions are static they deny their own historical basis.
Consensually derived definitions on the nature of literacy
that the 'average', 'cultured' or 'functional' individual should
acquire, fail to address the controlland stipulation of aécept-
able levels of literacy in the class and social codes of school-
ing (Bernstein, 1972; Apple and Wexler, 1978). That which
practitioners (educators, administrators, researchers, psycho-
logists) acknowledge as legitimated 'literate behavior' has
varied according to historical contékt and social determinants.
Research on literacy in a Canadian social and historical
context, however, has focused on specialized concerns of adult
basic education (Thomas, 1976; Dickenson, 1978; Cairns, 1979;
Verner, 1964) and Canadian participatiqn in the advancement
of international literacy (the Canadian educational journal

Convergence). The conventional tendency is to define levels of

literacy in terms of '"median years of school completed for
various population groups'. 1 Yet grade-level achievement‘is an
inadequately framed concept of literacy; the nature and quality
of literacy that'the learner ih a given grade-level could be .
expected to possess is only meaningful if correlated withlchanges
in historical practicés and expectations of the school and
society. The significant differences in schooling practices,

theory and policy regarding literacy between, for example, 1920



and 1946, call into question any longitudinally based con-
clusions on changing student literacy which are drawn from
grade-level achievement statistics. Consequently, it is im-

perative to reexamine literacy in terms of the standards

and expectations set out in practical schooling documents

and apparatuses.

Recent articles have attempted to theoretically frame
the issue of literacy as a Canadian educational concern (Tuinman,
1979; deCastell, et al., 1980) and, thereby, provide a conceptual
basis and practical agenda for literacy-related research in
Canada. The intent of this work has been to reconsider literacy
criteria and performance as context-dependent, and to assert
that it is impossible to view literacy in a Canadian cultural
and economic context if literacy is assumed to be an ahistorical,
static; consensually shared goal. The concebtion of literacy
as of universal value, in-and-for itself, fails to acknowledge
historical change in the institutional structures developed for
the conceptualization (theory, policy), transmission and use
(practice) of literacy. In these studies, literacy has been
defined as '"contextual" and '"situational" in an effort to ex-
plicate the necessary relationship of literacy to the specific
social and historical matrix within which it occurs.

Proposed in this analysis, then, is the identification of

two distinct types of educational literacy: the high cultural

and the functional.




This analysis identifies the criteria and standards
utilized by the educational system to evaluate: a) the quality
of student literacy and, b) the existing capacity of schools
and teachers to transmit that literacy. Various institutional
mechanisms whichvarticulate these evaluative expectations are
discussed (i.e. test instruments, accreditation reports, school
inspections, formal examinations). Specific professional sub-.
groups (counsellors, educational psychologists, school accre-
ditors, Departmentai inspectors, examination markers) will be '
shown to play a major role in validating and legitimating these
 standards and criteria into enforced codes and rule systems.

To demonstrate the existence of two distinct types of edu-
cational literacy will require also the analysis of evaluational
instruments (Provincial Surveys, District Accreditations and
assessments of student performance) to Show.how these embody
conventionally accepted assumptions on: the nature and standards
of literacy and, the efficiency of historical genres of tests
and examinations in measuring literate performance.

The analysis of selected documents from B.C. educational
history undertaken here, moreover identifies and explains a para-
digm shift from the Classical to the Progressive educational
model, during the period from'1920—1940. This shift informed
and influenced the history‘of literacy-related instruction and
evaluation in B.C. The change in educational theory, policy.

and practice will be seen to have occurred in three distinct

10



stages:\ 1) the acceptance of the use of psychologically

based measurement as the principal means of meeting pedagogical
ends, 2) the subsequent scientific refutation of 'high cultural’
educational practices and, 3) the resulting modern reconstruction
of literacy and education as sciéntifically mediated 'exper-

iences',

Method: Contextualizing Educational History

In the foregoing discussion, the need to historically -
contextualize concepts and criteria of Iiteracy was stressed.
But this contextualization presupposes a definite view of
historical educational change. The educational historian,
like the educational pfactitioner, is confronted with a variety
of foundational 'world views' with which tb select, and method-
ology with which to interpret historical data.

The writing of educational history is dependent, therefore,
upon the presuppositions of the inquirer regarding: 1) the
nature of the object of inquiry (education, schooling), 2) the‘
relationship of that object to the macrocosmic system within
which it exists (society), and 3) the appropriate ﬁethod with
which to apprehend the objéct and its relationships.

In "The Writing of Britiéh Columbia History“, Allan .Smith
(1980) explains that B.C. historians frequently neglected to
frame their research methodologically because of their his-

torical and geographical proximity to the object of inquiry. The

11



twenty yéar period of British Columbia educational history be-
tween the World Wars has been examined by several historians
(Green, 1944; Johnson, 1964; Thomson, 1972). These inquirers
tacitly created 'neutral' educational history, treating school-
ing as an entity which developed autonomoﬁsly from social and
historical contexts. A parallel criticism of methodological
naivete in educational history writing is made by Alison Prentice
(1977) who comments that in dealing with the history of public
schools, the tendency of historians has been '"to take what
might be called an 'evolutionary' approach to the subject...
(which)...has sometimes obscured our understanéing of the
events in question'. | |

The avoidance éf these two methodological pitfalls in the
-writing of educational history, therefore, is of mdjor concern
in the present work. The study of education.as a 'closed'
disciplinary field denies the necessary relationship of that
field to the social macrocosm. In the preseﬁt ingquiry, philoso-..
phic,scientific, literary, social and political history have
been integrated to identify cross-temporal mutually infofming
historical events and discoursesi

The study of educational change as ‘'cumulative process' or
as 'evolutionary' blinds us to the possible operation of guali-
tatively different concepts and criteria of literacy in B.C.
educational history. In this inquiry, distinctive differences

between two substantive educational phenomena are explicated:

12



testing‘as an evaluative mechanism within the educational
system, and literacy as an educational objective, practice,
and issue. 1In this analysis, the phenomenon of change within
the structure of the educational system -- as well as the
relationship of that structure tb social and disciplinary
histories -- will be analyzed using Thomas Kuhn's concéption

of evolving disciplinary paradigms.

argues that séientific.knowledge and method develop according' b/
to definitive historical patterns; each 'innovation' underéoes

a pattern of institutional accepfance and regeneration -- J
ulfimately stipulating methodological, epistemological, and
teleological assumptions for a community of inquirers. Kuhn
describes the process by which a new scientific theory evolves
into a world view, 'capturing' groups of préctitioners and
reconstructing attendant disciplinary discourses and institu-
tional apparatuses.

In the two decades sinee the publication of The Structure

of Scientific Revolutions, Kuhn's theory has become a paradigmaé

tic explanation in itself, selectively modified to explain
historical change in the social sciences and humanities.
Several educational soéiologists (Whitty, 1977; Young, 1972,
Esland, 1972) have outlined both the limitations and advantages
of the use of Kuhn's theory of the evolution of the 'normal'

(biological and natural) sciences for the explanation of

13



educaticnal change.

For Kuhn's intention was to explain the process of inno-
vation within the physical sciences —--— neither to explain
institutional (sociological) change nor to outline the defini-
tive relationship of the individﬁal to institutional or dis-
ciplinary change. His intent was to detail the structure of
change within a particular group of sciences rather than to
focus on relationships of such change to macrocosmic social
or institutional reality.

If indeed changes in educational theory and practice are

necessarily related to social and disciplinary contexts, as has

been argued here, Kuhn's explanation of internal structural
change in the normal sciences itself inadequately addresses

-

the issue of‘cross—disciplinary or social determinants of
educationallchange. | |

( While Kuhn provides invaluable language and concepts for
a ccncrete analysis of educational change, his theory would
require comprehensive modifications in order to explain trans-
formations in a necessarily socially constrained field of edu-
cational theory, policy and practice.

Such modification extends beyond the scope of this

thesis, however -- paradigm theory is employed here as a ‘useful
heuristic for explaining the assimilation and transformation

of methodological innovation by groups of practitioners bound by

disciplinary codes and institutional relationships. Kuhn's

14



concept of a structufal disciplinary paradigm elucidates the
manner in which educational theoretical models come to regulate
and legitimate educational policies and practices. The intro-
duction of methodologies into é disciplinary corpus of know-
ledge involves the comprehensive reframing of legitimated
discourses, practices and concepts in accordance with a dominant
or preeminent overview. According to Kuhn, paradigms (like
educational models) restructure the conception of aims, methods
.and apparatuses, providing an integrativé world view (sensibility)
consensually shared by a group of practitioners/inquirers.
Consequently, Kuhnian theory; in spite of its inability to
account for the problematic relationship of the individual hu-
man subject or event to explicitly social circumstances of gen-
eration which give rise'to change in social (as opposed to
normal) sciences -- enables us to frame the Structureigf edu-
cational change in terms of the institutional transformation
of aims, methods, and content. This inquiry, therefore, is
premised on the 'transfer' of aspects of paradigm theory from
the explanation of scientific change to the analysis of educa-
tional change. Insofar as education embodies a "piausibility
structure" (Berger, 1970) which controls and regulates prac-
titioners' assumptions, methods and discourses, the structure
of educational change is at least partially analogous to the
structure of scientific change.

FTor the present, then, I have selected those aspects of

15



Kuhnianhparadigm theory which help to explain the institutionali-
zation and formal codification of theoretical models. Part

I of this analysis establishes two historically dominant edu-
cational paradigms; the Classical and the Progressive, which
influenced 19th and 20th century.B.C. schooling. It is con-
tended that early 20th century socio-economic reorganization
undermined the legitimacy of the traditional educational model.
It is shown how scientific method established itself as a
preeminent mode of thought, necessitating reconsideration and
eventual supersession of the prior paradigm of Classical
education.

Part II of this study outlines the development of a
'modern' paradigm of educational literacy in the early 20th
century. A survey of changing policies and practices regarding
the evaluation and instruction of literacy is undertaken,
and the historical bases of contemporary literacy insfructidn

and evaluation are identified.

Educational 'Paradigms’'

The development of measurement of the individual from a
'psychological’ method into an educational practice began in
late 19th century England and the United States. Testing be-
came a central component of a new educational paredigm. The
development of intelligeﬁce'and achievement measurement from
a psychological disciplinary methodology into a cross disci-

plinary 'world view' reflected an historical reconsideration

16



of the individual as a distinct measurable object. The
acceptance of scientific methodology as the most 'appropriate'
and credible means of assessing the individual will be shown
to be related to the redefinition of concepts of literacy
corresponding to the ?Progressivé' paradigm of language
acquisition and use. |

The historical evolution of testing and of literacy con-
éepts thus reflects changes in disciplinary 'paradigms'; The
growth of the mental measurement model from Galton's pre-
liminary 19th century theories to its current status as a
corporate industry 8 indicates a‘gradual, yet total, acceptance
of testing as a diagnostic method and evaluative criterion for
- institutional policy and practice. The attitude towards liter-
acy implicit in the human measurement model -- that aspects or
modes of literate behavior can be quantitatively measured
towards the end of qualitative judgement -- directly contré—
dicted the critical mode of intrinsic evaluation which charac-
terized the 'high literacy' Classical educational paradigm.

Yet how do historical events, like the institutionélization
of modern'sciehtific pedagogy in schooling, redefine the schema- .
tic models with which practitioner organize and mediate knowledge?
In order for us to understand the influence of a shift in
methodological paradigms of schooling practice, history must be
assessed as more than a linear accumulative repository for

anecdote and chronology.

17



Fréderic Jameson (1972) writes that the accumulative view
of history emphasizes "the individual fact or item at the
expense of the network of relationships in which the item may be
embedded" . 4 Such a view is conducive to the formation of
Jjudgements about objects and events in isolation from their
historical and social contexts. If historical develophents in
psychological and pedagogical 'fields' are to be understood as
a system of intercorrelations rather than of causal relation-
ships, an adequate explanation of the structure of cross-dis-
ciplinary change is necessary. Kuhn's explanation of change as
a succession of historically evoléing models frames the manner
in which one pedagogical model replaces a prior 'world viéw'.

According to this explanation, a histor;cal paradigm is
characterized by a set of assumptions on the nature of what
exists, and the methods and criteria for obtaining a systematic
knowledge of that which exists.’ Paradigms evolve standards
or legitimated codes, shared by a body of inquireré, whiCh set
parameters of acceptability for discourse, concept, theory,
method, and instrument. Kuhn suggests that rules "derive from
paradigms, but pafadigms can guide research even in the absence
of rules;* 5 Paradigms are shared bodies of implicit rules,
assumptions, and points of view, aspects of which Polanyi'(1958)
has identified as ''tacit'" knowledge derived unconsciously from
practice. 6 Thus, paradigms are cdded bodies of kﬁowledge which

explicitly and implicitly constitute 'normal' science by

18



specifying parameters of acceptability and validity of method
in research.

As a paradigm emerges, practitioner concern with appropri-
ateness of method generates reconsideration of prior disciplinary
epistemological assumptions:

Effective research scarcely begins before a scientific

community thinks it has acquired firm answers to ques-

tions like the following: What are the fundamental
entities of which the universe is composed? How do

these interact with each other and the senses? What

questions may legitimately be asked about such en-

tities and what techniques employed in seeking solu-
tions? g

Paradigms may determine world view on this rudimentéry epistemic
level, influencing the very manner in which an historical group
of practitioners sees and organizes reality. R;C. Anderson
(1977), in his.work on schema theory and reading comprehension,
hypothesizes that the collective paradigm, thé historical
Zeitgeist, is utilized in the organization and interpretation

of perception and knowledge by the human subject.

Kuhn explains that '"personal and historical accident" 8
may determine the emergence of a paradigm. Indeed, much of the
history of the introduction of standardized teéting on a univer-—
sal basis in B.C. schoolsvfrom 1946 to 1973 could be analyzed as
a series of individualistic decisions on.the part of-one'man,
C.B. Conway, Director of Research and Standards for the Depart-
ment of Education. Yet péradigms both prescribe and subsume

individual action. Methodologies evolve from their application

to a recognized disciplinary problem into universal means for

19



determihing the choice of subject and problem (ontology and
epistemology), and for determining the ends of inquiry itself
(teleology).

"New' paradigms historically emerge as methodological or

theoretical means towards the solution of a given conventional

anomaly, which, framed by and for the previous paradigm, defies
the customary methodology. In this sense, paradigms gain'pre—
eminent status because ''they are more successful than their
competitors in solving a few problems that the group of prac—'
titioners has come to recognize as acute."l9
Kuhn explains that_in the seminal stage of its development
from method into world view, a paradigm must embody an"open;
ness': ”The‘suecess of a paradigm -- whether Aristotle's
analysis of motion...or Maxwell's mathematization of‘the
electromagnetic field -- is at the start largely a promise of
success discoverable in selected and stili incomplete exampies.”
The aforementioned solution of a scientific disciplinary
anemaly must be sufficiently conVentional to attract a body of
adherents of the existing disciplinary code, yet also must be
sufficiently radieal in methodology to '""leave all sorts of
problems'for the redefined group of practitioners to resolve." 11
According to this pattern, a 'successful' paradigm supersedes
simple methodological status -~ transforming it into its own

object -- and, thereby, generates questions about its perfect-

ibility and refinement as methodology. Simultaneously, the



paradigﬁatic method legitimates the study of objects previously
ccnsidered illegitimate, or not considered at all. In this
manner, a paradigm must embody a structural openendedness in
order to establish its preeminence and to continually reformu-
late and reproduce a ''synthesis able to attract the next geners:
ation of practitioners." 12 |
In order to continually reformulate its disciplinary body of
knowledge and to survive as a set of legitimate institutional/
academic apparatuses, a given paradigm must maintain structurélly

and pragmatically the ability to rennovate its codes of 'accept-

ibility' for inquiry and method. *!Closure' of the system

methodology. Like its predecessor, the paradigm (qua preeminent

formal discipline) can select against inquiries and problems

as "metaphysical, asrthe concern of another discipline, or some—.
times as just too problematic to be worth the time." 13 Coh—
sequently, a paradigm can effectively isolate its practitioners
from "those socially important problems that are not reducible
to the puzzle form, because they cannot be stated .in tefms‘of
the conceptual and instrumental tools the’paradigm supplies."
(my underline) ° To habitually impose the paradigm's solutions
to a range of conventional anomalies can result in the discon-
firmation of existent (social) elements of these anomalies.

The present analysis explains how the historical application

of an empirical/scientific methodology to a set of social and
eduCatidnal problems legitimated and prescribed a methodological
template ('"puzzle form") to solve and interpret educational

problems. 21



With the redefinition of contemporary discourses and meth-
ods, a paradigm asserts an initially innovative yet progressive-
ly more rigid definition of the field. Herein is the necessary
structural quality whieh ossifies the paradigm itself. The
initial burst of ‘disciplinary activity generated by the new
paradigm is codified into a body of acceptable disciplinary
knowledge -- é set of threshelds, parameters, and limitations
which legitimates some discourses and practices, and supersedes
and rejects others. Thus, the boundaries of paradigmatic know-
ledge can generate constraining end prescriptive limits rather
than the continued extension and reformulation of knowledge of
the 'normal science' in questien. This evolution of method-
ological innovation into methodological convention forces
""*those unwillihg and unable to accomodate their work to it...

;

(to) proceed in isolation or attach themselves to some other

group.”,15

Thus, historical paradigms which were founded on their own

divergence from convention can become conventional upon loss of

"mation. Subsequently, Kuhn euggests thaf paradigms are invali-
dated and may be superseded by '"one of the pre-paradigm schools
which, because, of ifs own characteristic beliefs and precon-
ceptions, emphasized only some special part of the too sizeable

16

and incohate pool of information". It is the 'particularity'

of methodological focus on an existing disciplinary problem that |
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givés rise to the paradigm. Yet once the paradigm acquires the
ontological status of universally applicable theory and method-
ology, it is, in turn, superseded by other models. As in its
own genesis, a paradigm is subsumed when it is unable to re-
solve anomalies generated from Within that paradigm's own
theoretical framework. |

A paradigmatic methodology, then, legitimates and po-
tentially monopolizes a given field. Several contemporary
sociologists, Bernstein (1972), Rose (19%9), Young (1972),
recognize that the very standards and boundaries which legiti-
mate institutional disciplinary kﬁowledge (scientific and
non-scientific) are implied in linguistic and socio-cultural

codes; a disciplinary paradigm can alter these codes, generating

a reconsideration of traditional'methodological assumptions

and codes of other disciplines. Frederic Jameson (1972), ex-
plains this cross-disciplinary influence:

The history of thought is the history of its mod-
dels...Some of the objects or systems which, first
used to organize our understanding of the natural
world, have then been called upon to illuminate
human reality.

The lifetime of any given model knows a fairly
predictable rhythm. Initially, the new concept
releases quantities of new energies, permits hosts
of new pereeptions and discoveries, causes a whole
dimension of new problems to come 1nto view, which
result in...new work and research. Throughout this’
initial stage the model itself remains stable, for
the most part serving as a medium through which a
new view of the universe may be obtained and cata-
logued. In the declining years of the model's
history, a proportionately greater amount of time
in bringing it back into line with the object of
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study...finding itself vexed by the false prob-
lems and dilemmas into which the inadequacy of
the model seems increasingly to lead it.

At length the model is exchanged for a new
one. This momentous event has been described as
...a kind of 'mutation' (itself an excellent
example of the metaphoric application. of.one

model to a wholly different field of study). 17

For Jameson, the evolution of a model into a paradigmatic
world view restipulates the boundaries of disciplinary know-
ledge. The historical influence of psychology (qua foundational
discipline) upon educational theory and practice exemplifies
this process whereby a scientific paradigm binds and rennovates
previously differentiated disciplinary codes. As Jameson notes,
the application of a disciplinary methodology to a previously
segregated 'other! diéciplinary anomaly initially involves a
"metaphoric" explanation. If the existing disciplinary prob-
lem is adeguately solved, this'metaphor can-begin td‘inform a
distinct cross-disciplinary mefhod. For example, B.C. Minister
of Education G. Weir's 1938 mandate for a scientific "ex-
amination", "remediation'", and '""diagnosis' of the Greater
Victoria schools (Gray, Mackenzie; 1938) was avsglf—conSCious
cross-disciplinary application of metaphor/methodology. The
application of the code of one paradigmatic model to a previous-
ly distinct 'field' was thus exemplified in the/introduction of
modern sciences of psychology dnd pedagogy into the British
Columbia educational system during the 1920's and 1930's,

In summary, a dominant paradigm (e.g. the Classical or
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Progressive educational models) can, for a finite historical
period, stipulate virtually all educational theory, policy
and practice; a legitimated theory is operationalized,
objectified,vand identified in institutional codes and rule
systems, as well as in_tacit or unacknowledged systemie con-
straints.

In early 20th century Canada and the United States, the
paradigm of peychological sciences redefined education and
other 'social' fields as scientific, rather than ethical or
aesthetic domains. Canadian institutional structure underwent
'scientific' reconstruction of methods and practices (Lowe, 1980).
Canadian schools gradually implemented the policies and practices
of scientific pedagogy; literacy curriculum, instruction and
evaluation in B.C. reflected a major paradigm shift from the
Classical to the Progressive/Scientific models. A ﬂparddigm
of literacy' emerged to redefine educational aims in terms ef
the acquisition of 'functional' work and life skills. 1In
essence, the advent of scientific pedagogy (i.e. efficient
management and instruction, standardized testing for selection/
and guidance) historically coincided with the redefinition of

literacy in terms of social use.
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CHAPTER 2
CLASSICISM AND SCIENTICSM IN 19th CENTURY ENGLAND

Within an educational paradigm, a dominant foundational
methodology may stipulate a 'coﬁventional' sense_of shared ends.
The paradigm shift occurring in the 1930's in British Columbia
pedagogy polarized prior and contemporary standards and criteria
of educational practice. The 'high cultural' literacy of tra-
ditional schooling was superseded by a socially purposive edﬁca—
tional literacy based upon assumptions regarding 1) the validity
of individual éxperience and, 2)ﬁthe capacity‘of scientific meth-
odology to facilitate the assessment and instruction of the in-
dividual.

In 19th and early 20th century Canada,_Emgland and the
United States, proponents of Classical and scientific pedagogies
debated the nature and aims of education. As early as 1861,de—
fenders of Classical curriculum and traditional instruction ob-
jected to specific schooling practices whichyassumed that -
educational knowledge, and human development‘itself, weie the »y

scientific objects of empirical inquiry. Classicists Matthew

Arnold and John Henry Newman considered literacy (qua literary
text) a phenomenon of intrinsic(value, of inherent cultural
worth. Critics of the Classical model, like T. H. Huxley and
J. S. Mill, subjected educational practice to sysfematic scien-

tific scrutiny; they conceived of education (and literacy) as
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entitieé of extrinsic,social and scientific value. T. H.
Huxley's skepticism ofvthe pursuit of literary;'Cultural, and
aesthetic worth in-and-for itself would be shared by Dewey and
other 20th céntury North American Progressive pedagogues. While
Classicists did not altogether disavow the social worth of

literacy -- they subordinated the 'practical function' of liter-

acy to the recognition of intrinsic worth.,

In Victorian England, the Revised Code of 1861 proposed the

introduction of universal testing of students to assure the
acquisition of minimum skills. Subjective by modern standards
(E.L. Thorndike, 1910), these minimum competency instruments
usurped the authority and expertise of the archetypal school
inspector, transforming fhe inspector's role from that of
conoisseur/ekpert to that of administrator/marker (and later,
statistician, manager, and psychologist). Practitioner labour
was redivided and redefined. 1In light of the Victoria legitQ
imation of senior (accumulated) knowledge as institutional
authority, this use of a 'mechanical' évaluation (the exam/test)
to determine fhe continued financial existence of the school
and teacher, redefined basic relationships of educational 'pow-
er'.

These competency examinations. resulted from the perééived
inability of an operational yet "blurred" (Kuhn, 1962) Classical
educationél paradigm to address social needs (increased 'func-

tional' skill levels). The 1861 Revised Code was known as ''pay-

ment by results'" because it was a component of a system whereby
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the funding of schools would be contingent on the capacity of
elementary students to demonstrate basic skills competencies in
the. 3 R's. This legislation was a response to political and
economic pressures for increased accountability for rapidly in-
creasing expenditures in educational financing (Glass, 1978).
The Code prescribed minimum literacy skills: six and seven-
year olds, for instance, were expected to read a '"narrative in
monosyllables'", and to "form on blackboard or slate, from dic-
tation, letters, capital, and small manuscipt." A twelve—yeaf
old was required to exercise practical skills: "To read a short
ordinary paragraph in a newspapef or other modern narrative',
and "to transcribe a paragraph slowly dictated once by a few
words at a time." 1 As with present day minimum competency and

criterion-referenced tests (e.g. the B.C. 1977 Provincial Read-

ing Assessment, the Florida 1977-80 Basic Skills Tests), Victo-

rian students were tested on the exercise of practical skills
such as '"bills of parcels',

The intent of the Code was to refocus instruction on the
acquisition of socially useful basic skills, as"well as to
eliminate institutional 'inefficiency'. Robert Lowe promoted
the bill in Parliament, stgting: "We know that there will be a
loss (of finances) where the teaching is inefficient. That is
our principle -- that where the teaching is inefficient the
schools should lose." 2 The testing of basic skills was allied

with the Utilitarian concefn with producing socially efficient
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individual students who would 'enrich' society; educational
equality was eguated with'pedagogicai efficiency in the trans-
mission of practical skills. .The Code redefined the role of
the school inspectors; inspectors foﬁnd themselves supervising
the marking of the tests which had appropriated and objectified
their personal control over standards and criteria. While the
'science' of the test construction and marking procedure was
fallible, the tests initiated an historical trend towards more
'objective' (and objectified) appraisal of school efficiency
through the mass testing of studgnt performance.

Between 1851 and 1886, poet and critic Arnold was an in- |
spector in the English school system., Although Afnold consid-
ered the tests a threat to his autonomy of judgement as aﬁ in-
spector, claiming that '"the mass of minute detail' eliminated
the '"free play for the inspector", 3 he principally objected to
the degradation of the educational process which he perceivéd
resulted from the administration of such tests. Arnold saw the
tests as "mechanical contrivances".

In 1874 he explained that the mastery of socially utilizable
skill obscured the true goals of schooling, to operate 'as a
civilizing agent, even prior fo its interest as an instructing
agent'". 4 Arnold perceived schools as agencies of holistic
"high cultural' development as opposed to agencies for the transj;&’
mission of basic skills., |

, Arnold sensed that reading literacy was being reduced to

"a mechahical art, nor will the most elaborate drill enable
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dullness and ignorance to wear the appearance of intelligence."5

In the mechanistic reduction of literacy, he noted that the tests

(and the resultant reorientation of instruction) fragmented read-

~ing. into componmentalized/mechanistic processes. In an essay en-
titled "Twice Revised Codes', Arnold wrote:

Intelligent reading -- reading such as to give pleas-
ure to the reader himself and to his hearers -- is a
very considerable acquirement; it is not very common
even among the children of the rich and educated class.
When children in this class possess it, they owe it
not to the assiduity with which they have been taught
reading and nothing but reading, but partly to natural
aptitude, far more to the civilizing and refining in-
fluences, the current of older and educated people's
ideas and knowledge in the midst of which they have
been brought up. 6 )

Arnold considered reading a holistic process engendered by

the civilizing influences more likely found in the 'educated'
upper classes. He sensed that the basic skills instructional
emphasis on "operations which occur in the ordinary business of
life" 7 created withih classrooms a "deadness, a slackness, and
a discouragement which are not the signs and accompaniment of
progress."

Arnold's attack on the 1861 testing system was wholiy con-
sistent with his conceptualization of the natufe ﬁnd purpose of
literacy as it related to education and culture. Regarding
the content, mode of transmission, and purpose of 'contemporary'
education, Arnold and his contemporary Newman defended the
Classical model against the emerging movement "for outlasting
letters from their old predominance in education and for trans-

ferring the predominance in education to the natural sciences."
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Among the major advocates of 'scientific' educational reform
was biologist T. H. Huxley who was conviced that the Classical
educational model was an impediment to the advance of the
natural sciences. Huxley's demand for the curricular integra-
tion of natural science was paralleled by the Utilitarian re-
definition of social life as an appropriate domain of normal
science. In the 1880's, Arnold and Huxley's scholarly repartee
on content, method, and use of educational knowledge framed
this historical polarization.

For Arnold, Greek and Roman literature and philosophy, and
subsequent historical works of 'duality' formed a body of know-
ledge for the learner_(curriculum), a prescriptive set of meth-
ods (instruction), and the criteria for aesthetic and social
criticism (evaluation/application).

Classical antiquity was the idealized étate of man -- the
epoch ''when society was in the fullest measure, permeated by
fresh thought, intelligent and alive." 10 This archetypal cul-
tural environment, or the reduplication thereof, would foster
the exercise of creativity, '"the highest fuhction_of man'', andjﬁ/
criticism, the recognition and evaluation of that creativity.
Responding to Huxley's demand for the replacement of Greek and
Latin with modern 'useful' languages and for the substitution of
more English literature for the existing curriculum, Arnold wrote:

If the instinct for beauty is served by Greek lit-

erature and art as it is served by no other liter-

ature and art, we may trust to the instinct of
self-preservation in humanity for keeping Greek as ~
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part of our culture. We may trust to it for

even making the study of Greek more prevalent

than it is now. Greek will come .... to be

studied more rationally than at present. 11

In terms of the 'appropriate' curriculum, the 'humane let-
ters' educafional model equated literacy with the capacity to
create, appreciate, and criticiée literature. In "Literature
and Science'" (1883), a lecture delivered in the UnitedHStates,
Arnold defended Plato's hierarchical educational model on:the
grounds that the stated definition of education and studies is
universal, '"fitted for all sorts and conditions of man'", and
will be valued by the "intelligent" regardless of historical
epoch. Yet the late 19th centur& industrial realignment of
social class and labor forced Arnold to acknowledge that "his
(Plato's) scorn of trade and handicraft is fantastic, and that
he had no conception of a great industrial community as that of
the United States, and that such a community must and will shape
its education to suit its own needs. If the usual education .
handed down to it from the past does not suit it, it will cer-
tainly drop it and try another." Y2 Arnold's comments antici-
pated the early 20th century American rejection of the Classical
model. |

Nonetheless, Arnold maintained that Plato's view of edu-
cation was valuable "whether we are preparing ourselves for a
hereditary seat in the English House of Lords or for the pork

trade in Chicago." Although he defended the continuation of an

academically-oriented, hierarchical educational system, Arnold
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anticiﬁated.popular discontent with any system of education, I
American or English, which perpetuated class and aristocratic ; .
values and failed to address the needs of those ''cultivators oféﬁ{
the ground; handicraftsmen; men of trade énd business, men of

the working professions." 13

Arnold refuted the claim of the diminishing'sociai utility

of Classical literacy with his argument that literacy, an onto-
logical state of 'being cultured', was of value in-and-for

itself. 1In the Function of Criticism at the Present Time, he

wrote '"that the aim of culture" -- and consequently of edu-
cation -- was "to learn and propégate the best that is known
and thought in the world." 14 By asserting that ideas and art

were valuable in-and-for themselves, Arnold generated a doctrine

of intrinsic worth: that a text, a classic, a work of art, and
implicitly education itself, could be evaluéted in terms of '"laws
of poetic truth and beauty". Arnold argued against doctrines of
extrinsic social utility by proposing a dichotomy of theory and
practice. He stated: "Ideas cannot be too much prized in and
- for themselves ... but td transport them abruptly into the world
of politics and practice, violently to revolutionize this world
to their bidding, this is quite another thing." 15 Thus poetry
and art provided the basis for a 'criticism of life'.

The Classical model .became its own object -- justifying

itself on its internal criteria rather than'the criteria of ex-

trinsic social utility generated by its disciplinary or social
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Other. In Arnold's critique of education, the Classical cur-
riculum was proposed as a defense against the abusevand erosion
of its own status as arbiter of worth by the "Philistines" of
popular culture as we11'as by the advocates of the 'new scie-
ence'. The Classics were perceived as 1) a body of curricular
knowledge, as 2) an implicit set of traditional educational
practices which had developed to transmit and perpetuate this
body of knowledge, and as 3) a set of evaluative criteria and

standards of intrinsic value., Literacy as literature was its e

own end and enabled the 'cultured'' and the ‘'civilized' to trans-
cend immediate limikations of social context. The end of Clas-
sical education was nqt to transform concrete social reality,
nor eVen to accept that which was 'mundane' or Philistine -- but
to apprehend that social reality in idealized categories.

While Arnold adamantly claimed that mah is moved towards
the Good and the Beautiful, he recognized that in an age of the
cross-disciplinary application of methods and the realiénment
of social classes, ''men of culture and poetry ... are again and
again failing, and failing conspicuously, in the necessary first
stage to a harmonious perfection, in the subduing of the great
obvious faults of our animality." 16
| It was this very "animality" that Darwin, Galton, Huxley
and others were viewing from a different methodological para-

digm -- that of the natural and empirical sciences. The in-

ability of the Classical paradigm to accomodate the socio-
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economic transformation of late 19th century England and North
AAmerica‘gave rise to a contending paradigm, which embraced the
principle of utility dismissed}in the Classical argument. As
Kuhn suggested, the capacity of a paradigm to continue to exist
is contingent on the continual reformulation of theory and prac-
tice relationships. When theory and practice‘disintegrate, and
the system becomes methodologically closed, a contending para-—
digm, which more practically addresses contemporary problems,
will supersede the former.

In the 1870's, Huxley argued for increased instruction in
the natural éciences and shared with Mill the belief that scien-
tific thinking could be applied to 'Brahman' cultural domains
of religion, morals, and education, Furthermore, Huxley pro-
posed the extrinsic social and scientific application of edu-
cational knowledge. Huxley conceived of edncatidn as '""the
instruction of the intellect in the laws of nature, under which
I include not merely things and their forces, but men and their
ways", 17 reconceptualizing human learning and behavior as do-
mains of empirical knowledge.

Huxley's definition of education stated that scientific
methodology could be applied to éocial, economic and culturél
contexts which had previously been exclusively legitimated by o
Classical disciplines of .literature, philosophy, aesthetics,
and religion. Huxley perceived the Classicists' denial of

scientific methodology and social utility as consistent with
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their dégmatic control over academic knowledge; ''modern Human-
ists" possessed a '"'monopoly of culture' which was premised on

claims of the "exclusive inheritance'of the spirit of antiquity."

18 Huxley's critique of the dominant educational paradigm was

premised on his perception that fhe'Classical organization of
knowledge and inquiry had invalidated social and scientific
questions which did not conform to its ''puzzle form".

In his 1876 address at John Hopkins University, Huxley
noted the "encouragement of research" which was proliferating
in the American universities. Huxley criticized Arnold as '‘our
chief apostle of culture” who'prdposed that "a criticism of life
is the essence of cultﬁre",-and that "literature contains the
materials which suffice for the construction of suqh criticism."
He juxtaposed the two contending paradigms:

How often have we not been told that the study of
physical science is incompetent to confer culture;
that it touches none of the higher problems of life;
and, what is worse, that the continued devotion to
scientific studies tends to generate a narrow and
bigoted belief in the applicability of scientific

i methods and search after truth of all kinds? ... I
hold very strongly by two convictions: The first
is that neither the discipline nor the subject mat-
ter of classical education is of direct value to
the student of the physical as to justify the ex-~
penditure of valuable time upon either; and the
second is that for the purpose of attaining real
culture, an exclusively scientific education is

- at least as effectual as an exclusively literary

education. 19

Huxley explained the relétionship of the sciences and scientific

education to the existing educational structure, suggesting that
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1) natufal science as a curricular domain should be introduced
on a larger scale and; implicitly that; 2) education as one such
social concern was a potential object of scientific method and
~inquiry. Huxley recognized the necessary relationship of the
scientific reform of education practice with the emerging eco-
nomic necessities for industrial/scientific expertise and
skilled labor. He wrote that, '""the diffusion of scientific edu-
cation is an absolutely essential condition of industrial worth."
A doctrine of the social applicability of education also
was articulated by Mill and Utilitarian social philosophers/
scientists. Mill conceived of the ""individual vigor and mani-
fold diversity'" of individual experience as legitimate purposes

of educational training. In On Liberty he explained that the

existing pedagogical emphasis on the acquisition of the finished
'products' of human experience (as embodied.in the Classical
reverence of rote knowledge of past works of quality) obscured
the recognition of the individual's developmental necessity ''to
use and interpret experience in his own way.'" The value of edu-
cation was continéeht on the individual's use and,appliCation of
that training: '"it is for him to find out what part of recorded
experience is properly applicable to his own circumstances and
character." 20 Mill proposed the reformulation of educational
pedagogy which had failed to recognize the necessity for the in-

dividual to operationalize educationally acquired knowledge in

social experience. His demand for the scientialization of edu-

~
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cation was matched by a doctrine of individualism.
It is this demand for 'social utility', scientific reform,
and industrial functionality which Cardinal Newman reacted so

strongly to. In The TIdea of a University (1852, 1874), Newman

described the proponents of sciénce and practicality in educa-
tion:

They insist that Education should be confined to

some particular and narrow end, and should issue

in some definite work, which can be weighed and

measured. They argue as if everything, as well

as every person, had its price; and that where

there has been a great outlay, they have a right

to expect a return in kind. This they call mak-

ing Educatiion.and Instruction "usefully", and

"Utility" becomes their watchword. 21
Here Newman criticized the explicit equation of literacy/edu-
cation to quantifiable skils which could, in turn, be assigned a
recognizable 'market value'. Newman astutely recognized that
the evaluation of educational process in terms of socially
utilizable product would lead to the reduction of educational
endeavor to an extrinsic 'market value' within a macrocosmic
system of economic exchange.

Newman believed that the redefinition of utility and ap-
plication as 'appropriate' educational ends would result in the
correlative objectification of educational endeavor to measur-
able categories (of marketable expertise) which ascribed '"real
worth in the market of the article'". He opposed this redefini-

tion of education as one which redivided holistic Classical

knowledge into distinguishable and, thereby, measurable units
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which, in turn, could be used ﬁo assign economic Value; Indeed,
the Utilitarian concern with social use purported to "advance
our manufactures'" and ''better our civil ecoﬁomy.” 22

In Kuhnian terminology; any (educational) paradigm which
claims contemporary preeminence must contend with recognizable
problems of social praxis. The dichotomy between the Classical
holistic vision of society (derived from idealized historical
epochs) and a progressively more stratified late 19th century
economic and social milieu, implicated the traditional paradigm
as increasingly incapable and inconsistent in addressing 'new'
social problems inherent in a reétructured economy.

As revealed by the subsequent 20th century innovation of
vocationally and 'experientially' oriented basic skills edu-
cation in Canada, England and fhe U.S., a newly conceptualized
paradigm of educational literacy as a sociaily utilizable set of
measurable components, was emerging to supersede the traditional
paradigmatic definition of the intrinsic worth of high literacy
and literature. The demand for scientific method in educational
pedagogy redefined educational (and literacy) practices in terms
of their 'use' for the advancement of 'normal sciences' and for
the maintenance of economic/institutional structures which mod-
ern.science had given rise to.

Thus, two identifiable 19th century contending theories on
the content and structure of schooling developed distinct as-

sumptions regarding 'appropriate' social structure and 'ade-
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quate’ éducational means for reinforcing that structure. Util-
itarian theory proposed the scientific reform of society, the
conceptual reorganization of society into a set of institutional
structures géared toWards the achievement of Mill's idealized
"Greatest Happiness" and towards‘the simultaneous protection of
the individual from the '"tyranny 6f the majority". Cléssicism
maintained traditional 'cultured' values, beliefs, and behaviors
through the continued self-legitimation of its (institutional)
mechanisms and (schooling) codes.

Arnold was as convinced as Mill and Huxley of the socially

reproductive relationship of macrocosmic social structure to

microcosmic institutional (schooling) structure. For Arnold,
education should be prescriptively ﬁoumenal; the 'cultured' or
the 'literate' could acquire an idealized anwledge of the Good
and Beautiful. For Mill and Huxley, the level of reproduction
was more 'scientifically' precise -~ the Utilitarian concerﬂ
with the transmission of socially applicable skills redefined
educational knowledge in terms of pragmatic 'market value'.
Educational knowledge became an overt form of 'cultural éapital'
or 'linguistic exchange' (Bordieu, 1973). Within the paradigm

of social utility, the educational environment, by definition,

reproduced the economic relationships of the greater socio-
economic system. Therefore, the relationship of social macro-
cosm to educational microcosm can be identified in terms of the

varying degrees of pedagogical acceptance, subsumption and de-
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nial of~the radical economic and social changes occuring in
late 19th and early 20th century societj. |

The 1861 emergence of a modern method for the evaluation of
students and schools; mandatory basic skills competency testing,
was opposed by proponants of 'high literacy'. The conflict be-
tween contending paradigms of 'high' and 'utilizable'’ literacy'
subsequently informs the 1920-1940 development of a reformulated
set of criteria and practices regarding the transmission of
literacy in British Columbia schools (Part II).

In late 19th and early 20th century England, scientific
methodology was increasingly seen“to be an efficacious means for
dealing with modern 'social' problems, surpassing its initial
disciplinafy boundaries and generating the reconsideration of
the methods of knowledge of 'other' disciplines. Consequently,
educational literacy would be reconceptualized in terms of the

'objective' evaluation of the transmission of utilizable skills.
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CHAPTER 3
JOHN DEWEY: PROGRESSIVISM AND SCIENTISM

Late 19th century psychologists like Galton and Binet con-
ceived of their theory and research on mental measurement as
leading to the description and explanation of human mind and
nature as domains of positivist knowledge independent of Clas-
sical disciplinary explanatons of logic, philosophy, and liter-
ature (Rose, 1979). CYril Burt (1925), who pioneered the early
20th century utilization of mental measurement in English edu-
cational psychology, stated,

Like so many advances in theoretical science, the

annexation of this new field (of individual psycho-

logy) may be traced to ... practical needs. The

psychology of education, of industry, and of war,

the study of the criminal, the defective and the

insane, all depend for their development upon a

sound analysis of individual differences ... it

aims at almost mathematical precision, and pro-
poses nothing less than the measurement of mental

powers. 4
Burt recognized that the necessity to address practicalg con-
ventionally defined problems would result in the "annexation"
of psychological methodology by social sciences and institutions
(i.e. schools, hospitals, and government). G. Esland (1972)
writes that the emergence of this psychological model marked the
beginning of thé "dominance of structural functionalist ex-

planations of the sociology of education." The psychological
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model's"cross—disciplinary influences were considered, by
Esland;.as being '"fostered by the search of psychologists for
a professional identity". 2

| By 1939, psychometrics cléimed valid theory and practices
for virtually all aspects of social behavior; including morals
and ethics (Karier, 1972; Henderson, 1976). E.L. Thorndike,
developer of the first reading and handwriting achievement
scales in the United States, stated in 1939 that "It is the
great good fortune of mankind that there is a substantial
positive correlation between intelligence and morality, includ-
ing good will towards ones' fellows." 3 The "annexation" of
moral and social being‘by psycho/scientific methodology, then,
marked the expansion of psychology beyond conventional disci-
plinary boundaries. |

Ps&chological practitioners, by establiéhing the cross-

disciplinary utility of their method, influenced early 20th
century Canadian institutional discourses and procedures (Lowe,
1980). Rose (1979) notes the concurrent supersession of logic
and philosophy in British and U.S. universities'by'the develop-
ment of departments, facilities, and sepafate insfitutions for
the provision of psychological services. This development of

a 'technical' scientific apparatus was accompanied by the
professionalization of a '"scientifically psychological com-
munity with its own rules and traditions for designating who

' 4
is competent to speak, what objects are to be spoken of."
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Schooling was deemed an appropriate object for thé oper-
ationalization of emerging paradigmatic methOdology; The codes,
practices; and ruie systems generated by psychology had the po-
tential for the radical reCodification and redefinition of
evaluative criteria for assessing educational performances. Yet
these apparatuses and methods would not displace traditional
evaluational mechanisms until they were subsumed by a compre-
hensive pedagogy which redefined all existing schooling codes
and practices. |

Early 20th century educators'in Canada and British Colum-
bia were polarized into groups of practitioners aligned with
traditional and scientific paradigms (Wilson, et al., 1970).
Yet, while the Classical paradigm was béing questioned regard-
ing its Qapacity to maintain a reproductive semblance of so-
ciety, and regarding its mbnopoly on curricular content,
'traditional values' retained control over instituional evalu-
ative criteria and mechanisms.

The scientific paradigm had yet to develop from a cross-
disciplinary methodology into a comprehensive educational ap-
paratus. Scientific 'techniques' (standardized measurement,
systematié selection and 'modern' management) necessitated a
greater pedagogical scheme to attrﬁct practitioners and to
solve problems articulated by, yet résistant to, the prior
paradigm.

Scientific methodology would assert minimal influence on
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educational praxis until it constituted an exhaustive assumptive
base for the generation of tacit and stated institutional codes
of control (rule systems in schools). An educational paradigm
must re-legitimate valid criteria for the evaluation of edu-
cational practice and performance. Only then is a model able to
'select' in favor of itself and its structure and, thefeby,
militate against the methodologies and codes of the contending
paradigm.,

Many Canadian educators, dissatisfied with the authori-
tarianism of the disciplinary, instructional and administrative
practices of the traditional model, were attracted by the em-
phasis on 'freedom of the individual' and 'scientific method-
ology' expressed in the philosophy of John Dewey (Phillips,
1937; Johnson, 1968). Thus, the premise that science could
adequately différentiate, observe and measure the individual,
would be subsumed into a comprehensive 'democratic’ educatiénal
pedagogy. A scientific 'reconstructions' of the content, meth-
ods and use of literacy instruction in terms of the individual's
acquisition of educationally acquired 'skills' would be pro-
posed.

Dewey's systematic redefinition of educational theory and
his proposals for thé‘reform of existing educational préctice
were the basis of subsequent Progressive reform. The following

elements of Dewey's philosophy will be reviewed:
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1. Dewey's reconceptualization of educational 'ex-
perience as the domain of scientific method.

2. His critique of Classical 'high literacy' and
traditional '3 R's' educational practices.

3. The reconceptualization of language and liter-
acy as socially (vocationally) utilizable skills.

4. The extrapolation of/Deweyian theory into con-
crete schemes for educational reform by Progres-
sive 'scientists' like Charters, Bobbitt, and
E.L. Thorndike.

The 'democratic' definition of the integrative role of the
individual in the social ordér and the correlative concérn with
the maintenance of industrial technology; were reflected in the
emerging educational philosophy of Dewey. The Pragmatist phi-
1osophy‘and psychology of Dewey, Mead, Bentley, Tufts, James
and others was premised on the recognition that the changes
wrought by industrial and urban transformation were irrevocable
(Bottomore, 1969) and, thereby, could not be compensatively cor-
rected or redressed by a regression to traditional criteria and
criticism. Consequently, Dewey's educational pedagogy was a
conscious attempt to subsume and reconcile the antitheses of
economic/social reorganization and traditional social ideals.
In his>epistemologica1 speculations formulated with Bentiey and
Mead, Dewey was insistent on the reciprocally transactive nature
of all apparent opposites (knower/known, subject/object).'
Similarly, his theory of education attempted to reconcile the
conventionally recognized antithetical domains of art and science,
of the individual and society; Deweyian philosophy was directed

at thé resolution of conventionally articulated dualistic ano-
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malies.

Dewey proposed scientific 'objective' method as the most
effective educational means for ensuring the freedom of the in-
dividual from subjective teacher authority and closed curricu-
lum. In direct conflict with Afnold'svclaim that sé¢ience would
dehumanize educational knowledge and the educated, Dewéy felt
that the 'objectivity' of (pragmatically redefined) scientific
method would protect the individual from overt traditional
systems of constraints,

Within the Progressive educational scheme, scientific meth-
odology was a principal means towards the recognition of in-
dividual difference. In an 1899 address to the American
Psychological Association, Dewey explicitly argued for a closer
relationship of education with "psycho-physical'" methodology
(Hamilton, 1978). He stated that:

Command of scientific methods and systematized

subject matter liberates indivduals, it enables

them to see new problems, devise new procedures,

and, in general, makes for diversification

rather than for set uniformity. But at the same

time these diversifications have a cumulative

effect in an advance shared by all workers in
the field. o

5
Dewey, like Mill and the Utilitarians, advocated the use of
scieﬁtific methodology and apparatuses towards socially ethical
ends (Rucker, 1962).
The contemporary ps&chology that Dewey advocated redefined

the school as a pragmatic field of social experience, as an

"interchange between pupil and teacher and among pupils.™
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PsychOlégy, then, would provide foundational insights and
methods for the reconceptualization of the social interaction
which occured in schools. G.H. Mead worked with Dewe& on the
formation of‘psychOlogicallyegrounded educational pedagogy.
Mead wrote:

Our psychology forbids use the use of a discipliné

that comes back generally to the appeal in one form

or another to the comfort or discomfort of the child,

his pleasure or pain. 7
Both Dewey and Mead viewed psycho-scientific method as the means
for reconstructing eduéational pedagogy.

Central to this pedagogical reconstruction was Dewey's
notion of the organism/environment relationship. He reconcep-
tualized the epistemic relationship of subject and object (tea-
cher and child) as ohe involving shifting patterns of harmony
and disequilibrium, Dewey theorized that the individual's ex-
periential interaction entailed a process of the overcoming of
those 'obstacles' and 'problems' which opposed the (re) estab-
lishment of organism/environment balance. |

The organism (student) applies '"social tools" 8 in this
process of experiential 'problem solving'. This léarner's 're-
constructing' of the organism/environment relationship was con-
ceived of as both a creative and scientific experience. By
applying social tools to reality the human object would become

the human subject and remediate his or her '"incohate'" contact

with the environment into a '"cohate' experience.
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Dewéy's portrayal of the pragmatic field of social re-
lationships redefined the content; methods, and aims of edu-
cation in terms of experiential integration. The value of
education was not to be drawn from '"conformity to rule or habit"
or from the transmission of'"bodies of information and skills

10 but from the application by the

worked out in the past",
organism of instrumental skills and tools in social environment.

Dewey's recognition of the inapplicability of Classical
education was based on his skepticism of the traditional equa-
tion of literature ('literary content') with literacy. Dis-
cussing Classical education, he wrote:

If we turn to Greek schooling, we find that from the

earliest . years, the acquisition of 'skill was

subordinated as much as possible to acquisition of

literary content possessed of aesthetic and moral

significance. Not getting a tool for subsequent

use but present subject matter was the emphasized

practical application, their reduction to purely

symbolic devices, represents the survival of the

idea of a liberal training divorced from utility. 11
Questioning the utility and transferability of the Classical !
education Dewey, instead, proposed an education of immediate use:
"A thorough adoption of the idea of utility would have led to in-
struction which tied up the studies to situations within which
they were directly needed and where they were rendered immedi-
ately and not remotely helpful." 12

The scientific field of psychology had generated empifical
evidence of the non-transferability and non-utilizability of

Classical training to other disciplinary fields and the realm
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of socidl experience. In 1893, at a qonference chaired by
Dewey, E. L. Thorndike claimed that there was limited empirical
evidence for transfer of training from the Classical disciplines
to other curriculum (Hamilton; 1978): Thorndike's psychological
research became the actual grounds for the iéiﬁtation of Clas-
sicism, marking the emergence of the 'code' of scientific know-~
ledge as a legitimate basis for educational theory/philosophy.
The debate over educational pedagogy was no longer limited to
scholarly and philosophical discourse for and against tradition-
al practices.

Each paradigm rationalized ifself by reproducing (and ex-
emplifying) its disciplinary discourse in its criticism of the
other. Arnold's critiques of scientific education were literary
in form (poetry, criticism, inspectorial report qua text);
Thorndike was applying psychological methodology (empirical in—’
quiry, standardized instrumentation) to 'select' against the
prior paradigm.

Thorndike.and Dewey conceived of education as a body of
instrumental skills, which transferred not only,acrdss sﬁbject
and disciplinary boundaries but, moreover, from institutional
reality (schooling) to extrinsic social reality. To ensure the
pragmatic transferability of educational to social experiénce,

- Dewey claimed that schools should (intentionally) convey 'the
kind of education which the social environment gives unconscious-

ly." 13 Dewey was calling for a verisimilitudinous educational
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system which consciously reproduced (mimed) the perceived needs
and situations of the social environment! Such a system would
ensure the pragmatic ﬁtility of transmitted knowledge and skill
competencies.

To this end, a closed authofitarian pedagogical structure
within which "a premium is put on physical quietude; oﬁ silence,
on rigid uniformity of posture and movement; upon a machine-like
simulation of the attitudes of intelligent interest”; and which
tended, "to punish the inevitable deviations'" and to reward
those who kept '"'their instincts and active tendencies suppress-
ed" 14 was wholly inadequate.

In its place, Dewey proposed a 'child-centered" classroom
which was premised on acknowledgement and encouragement of indi-
vidual difference and a curriculum of organized subject matter
which represented '"the ripe fruitage of experience like theirs
(the students'), experience involving the same world, and pbwers
and needs similar to theirs." 15

To alter this static curriculum and rigid classroom inter-
actional frame -- a reconceptualization of language and literacy
practices was necessary. Dewey recognized the necessity to re-
structure the pragmatics df educational experience (symbolic
relationships). Dewey conceived of language as contextual and

experiential -- arising from and existing within the same rudi-

mentary structures of experience which define all human activity.

Dewey explained:
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Language is a natural function of human association:

and its consequences react upon other events, physi-

cal and human, giving them meaning or s1gn1flcance

Events that are obJects or s1gn1flcant exist in a

context where they acquire new ways of operation and '

new properties, 16
Dewey recognized that 'meaning' is gained through the necessary
social and physical interrelations which substantiate the human
'use' of language. Language, thereby, was seen to derive mean-
ing and significance from its experiential 'field' and social
context.

Dewey recognized that language is a form of symbolic ex-
change (capital), embodying actual transactional and market
value. He (metaphorically) described language as 'money'

Words are spoken of as coins and money. Now gold,

silver, and instrumentalities of credit are first

of all, prior to being money, physical things with

their own immediate and final qualities. But as

money they are substitutes, respresentations, and

surrogates, which embody relationships. As a sub-

stitute, money not merely facilitates exchange of

such commodities as existed prior to its use, but

it revolutionizes as well production and consump-

tion of commodities, because it brings into being

new transactions, forming new histories and af-

fairs.

17
This language/capital equation informs his redefinition»of
Iiteracy; within the Progressive scheme, language is conceéived .,
of as a means towards social/economic (industrial) ends. With-
in the pedagogical orientation towards efficiency, language was
reconceptualized as a valued "commodity" in a social medium of
"production and consumption',

Dewey argued that the traditionalists' reduction of skills
to an exclusive body of content precluded the selection of meth- |

odolégies for efficient transmission of literate skills. He
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wrote:

That a person can learn efficiently to read and -

yet not form a taste for reading good literature,

or without having curiosities aroused that will

lead him to apply his ability to read to explore

fields outside--what is conventionally termed good

reading matter, are sad facts of experience.

Learning to read may develop book-worms, children

who read omnivorously, but at the eXpense of de- -

velopment of social and executive abilities. The

question of what one learns to read is thus in-

extricably bound up with the question of how one

learns to read." .

18

In this argument Dewey subsumed the contradictory claims
of 'high literacy' and 3 R's literacyj the Classical preoc-
cupation with 'quality' of content and, the Utilitarian reduc-
tion of utilizable skills to a content transmitted in traditional
rote form, were said to impede the operationalization of experi-
entially grounded methods ("how") for reading instruction. The
'high literacy' instruction evolved from the literary content of
the Classics; the Utilitarians accepted traditional instructional
and disciplinary methods as a means to transmit 'skills'. Dewey
maintained that content must be secondarily generated from a re-
_/conceptualizétion of method along more scientific and humane
tenets. Greater attention to method, Dewey claimed, would re-
concile the ends of both paradigms, insuring the formation of
a "taste for reading good literature'", as well as "the develop-
ment of executive abilities and skills."

While Classicism had generated a 'monopoly' of content

over method, Dewey's emphasis will be seen to generate a tyranny

of method over content. Curricular content was contingent on
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social 'skills' and 'exberiences' and the methods to instruct
those skills. Dewey's reluctance to specify a literal body of
content evoked a variety of scientific pedagogical means which,
in turn; historically stipulated non-traditional content.
Deweyian pedagogical emphasis on method, as opposed to the prior
historical preoccupation with reform of content, demanded‘a com-

prehensive restructuring of the 'experience' of schooling; Dewey

recognized that the pragmatic sphere of social interaction (and -~ -

not curricular content) was the principal constitutive element
of learning.

The initial stages‘of late 19th century reform involved the
augmentation of traditional curriculum by vocational/commercial
programs for students unable to effectively 'achieve' within the
traditional system. Dewey was skeptical of the 'token' addition
of vocational programs and curriculum to existing schooling
structure which might further perpetrate the social stratifica-
tion generated by the traditional system.

Consequently; he outlined the structure of a vocational
curriculum that would best insure socially utilizable literacy,
calling for the subordination of knowledge qua literature to
knowledge qua social experience. Dewey explained:

The key to the present educational situation lies

in a gradual reconstruction of school materials and

methods so as to utilize various forms of occupation

typifying social callings, and to bring out their
intellectual and moral content. This reconstruction

must relegate purely literary methods -- including

textbooks -- and dialectical methods to the position
of necessary auxiliary tools in cumulative activities. 19
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In. theory, vocational education epitomized the Deweyian
concern with the acquisition of skills for the enhancement of
social efficiency; Dewey's critique of existing vocational
education foreshadows the subsequent historical application of
'Progressive’' innovations for the decidedly non-Progressive
purposes of generating a class system different only in name
from prior Classical hierarchical stratification.

Any scheme for vocational education which takes its

point of departure from the industrial regime that

now exists, is likely to assume, and to perpetuate

its divisions and weaknesses and thus become an in-

strument in accomplishing feudal dogma of social pre-

destination."
20 i

Dewey's pedagogical concern with 'social utilizability' was
tempered by an anticipation of the potential misuse of that doc-
trine to legitimate the same hierarchical determinants imposed
on individual experience and social mobility by the 'high cul-
tural' educational system.

Dewey's call for Progressive reform according to scientific
'objectivity' must be considered in relation to his summary
rejection of mechanistic empiricism as non-pragmatic. As such,
Dewey warned educators of the potentially irresponsible‘utiliz—
ation of foundational methodologies in his newly defined
"science of education.” He wrote

The assumption, if only tacit, that educational

science has its own peculiar subject-matter re-

sults in an isolation which makes the latter a

"mystery'" in the sense in which higher crafts

were once mysteries.. A superficial token of this

.isolation is found in the development of that par-

ticular terminology that has been called '"peda-
geese'. Segregation also accounts for the tenden-
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cy, already mentioned, to go at educational affairs

without a sufficient grounding in the non-educational

disciplines that must be drawn upon, and hence to ex-

aggerate minor points in an absurdly one-sided way,

and to grasp at some special scientific technique as

if its use were a magical guarantee of a scientific

product. : »

21

Dewey was explicitly 'blaming' the traditional exclusion of
'normal' sciences for the present misuse of 'scientific' meth-
od. He noted that untrained practitioners considered science as
a panacea for the conventional anomalies of educational practice.
In this manner Dewey anticipated the misrepresentation of 'other'
disciplinary methods and knowledge in the educational field.

Yet this misrepresentation of innovative methodology as
a "magical guarantee of a scientific product" is indicative of
the manner in which paradigmatic innovations reshape the prac-
titioners' world view. Kuhn explains the effect of a new para-
digmatic method upon the practitioner:

Rather than being an interpreter, the scientist who

embraces a new paradigm is like the man wearing in-

verted lenses. Confronting the same constellation

of objects as before and knowing that he does so, he

nevertheless finds them transformed through and

through in many of their details. 29

The development of a foundational educational methodology
into a "pedageese" (a methodological jargon) cannot be exclusive-
ly attributed to the prior paradigm's insulation of educational
practitioners from 'other' disciplinary knowledge. Kuhn's de-
scription of the manner in which a paradigmatic method becomes a

prescriptive world view indicates that paradigmatic methodology,

by its very subsumptive and self-selective nature, generates a
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pedagogical code (Aristotelian 'codex') which, in time; becomes
habituated and repeated.:

It is ironic, then, that Dewey should anticipate the com-
pulsive misapplication of newly introduced methodologies; sub-
sequently, a variety of scientific codes and practices would be
instituted, legitimated and justified under Progressive auspices.
For while Dewey noted the transformation of scientific method
into habituated practice, he failed to perceive that (initiated)
practitioners.could just as readily transform valid methodology
into institutionalized dogma.

Dewey 'reconstructed' educational ends in terms of "social
efficiency'. Yet, within the Deweyian dual conception of edu-
cation as an art as well as a science, social efficiency was not
reduced to the individual's uncritical capacity to operation-
alize skills in the workplace; it involved the ability of in-
dividuals to 'experience' their environment in a coherent manner.
Dewey recognized that:

Translated into specific aims, social efficiency in-

dicates the importance of industrial competency.

Persons cannot live without means of subsistence; the

ways in which these means are employed and consumed

have a profound influence upon all the relationships

of persons to one another. If an individual is not

able to earn his own living and that of the children

dependent upon him, he is a drag or parasite upon the

activities of others. He misses for himself one of
the most educative experiences of life, 23

His recognition of the necessary social efficiency of edud

cational expérience exemplifies his tendency to consider
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polaritiés as mutually co-existent; for while he recognized
that individual experience was primarily a question of economic
viability, Dewey anticipated that the transmission of this
'‘efficiency' could lead to further deprivation of 'democratic'
equality of educational and economic opportunity.

New industries spring up, and old ones are revo-

lutionized. Consequently, an attempt to train

for too specific a mode of efficiency defeats its

own purpose. When the occupation changes its meth-

ods, such individuals are left behind with even

less ability to readjust themselves than if they

had less definite training. But, most of all, the

present industrial constitution of our society is,

. 1like every society which has ever existed, full

of inequities. It is the aim of progressive edu-

cation to take part in correcting unfair privilege

‘and unfair deprivation, not to perpetuate them.

Whenever 'social control means subordination of

individuals to class authority, there is the dan-

ger that industrial education will be dominated
by the status quo. 24

The logic of Dewey's social efficiency argument was con-
tradictory. He claimed thatvoverly speciélized forms of instru-
mental (vocational) education subordinated individual mobility
to the social 'status quo', precluding the individual's appro-
priate adaptation to changes in the industrial/occupational
market. Yet Deweyian 'social efficiency' was premised_on the
necessity to adjust the laborer's training to fluctuating de-
mands of industry (and potential obsolescence). By creaping a
more 'mobile' and retrainable labour force, the Deweyian scheme
of (pluralistic) 'less' specific training was as much in the

service of existing industrial/societal structure as 'overly'

specified vocational training.
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Premised on tenets of.utility; function, and social effi-
ciency, Progressive educational theory was only valid insofar as
it was existent in educational praxis. Tufts, Charters, Bobbitt,
and Thorndiké were among those Progressive practitioners.who had
undertaken the research which would lead to the practical in-
strumentation and implementation of Deweyian pedagogy.  J. H.
Tufts, who sought to reform Chicago-area secondary schools ac-
cording to Deweyian principles, viewed scientific method as the
most efficient means towards the récognition and correction. of
'defects' in learners. As Rucker (1962) explains, '"Presumably,
the specific application of the methods of science to\moral ques-
tions grew out of the study of social-individual relations that
he recommended for high school. But in all of this; Tufts was
just making concrete proposals in line with the functional view

of ethics and of education." 2° (tiy underline)

The attempt to translate the principle of social efficiency
into concrete institutional and educational reform was evident in

the work of F. W. Taylor (The Principles of Scientific Manage-

a graduate student of Dewey's and Bobbitt was a professor at

the University of Chicago (Hamilton, 1978). In their work on
administrative organization and curriculum development, the
Deweyian theory of social efficiency was reified in a systematic

"conveyor-belt'" approach to educatioh (Hamilton, 1978).
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Callahaﬂ (1962) has viewed the synthetic interpolation of
Deweyian philosophy into management methods as the genesis of
a "cult of efficiency" which totally restructured the institu-
tional codes and rule systems of schooling.

The practical application of Dewey's pedagogy resulted in
a scientific apparatus of social efficiency. Hamilton‘(1978)
notes a variety of resultant innovations in American schools:
individualization; the compilation of age-grade statistics for
the measurement of the productive quality of school systems, the
use of examinations in lieu of school accreditation and as a
means of selecting students, the“utilization of mental tests
to categorize school chiidren‘and the advent of more comprehen-
sive vocational schooling. 26 Progressive school superinten-
dents and principals began to see themselves more as business
executives than as scholars and statesmen (Callahan, 1962). 1In
sum, Dewey's fears of an educational pedagogy administered by
agents of the existing '"industrial regime" were realized in the
evolution of a managerial administrative group of professional
executives recruited from expanding graduate institutiohs like
Columbia Teachers! College, the University of Chicago, and Stan-
ford University. In Canada: |

The majority of leading Canadian educational reform-

ers of the period had some educational experience

at centers such as Columbia, Chicago, and Stanford.

Canadian periodicals frequently drew from American
sources to describe new developments in education. 27

The consensual dictum of the administrative Progressives
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"was thut streamlined efficiency would be achieved in all
spheres of education through a more rigorous application of
scientific method:" The universal effect of this influx of
Progressive management (methodology) into American schools

was the increased influence of u "business ethic"; which '"spoke
for the captains of industry; and their lieutenants, the su-
pcrintendents, and not for the below decks personnel such as
parents and students;" 28

Thus; in eduCationalﬂpraxis; the primacy of social effi-
ciency wholly subsumed Dewey's principal concern for the inte-
grity of individual difference; fhe primary effect of this 'new'
school of scientific management was the sumsumption of individual
teacheré and students by a 'cult of efficiency' based on the
measurability of student performance.

The managerialkProgressives scientifically accomodated in-
dividual difference by the increased utilization of standardized
'objective' measurement instruments as a means of selecting and
categorizing students in a 'modern' manner. By the mid-1930's
Charters and Bobbitt's reconceptualization of curriculum de-
velopment had generated Tyler's system of pre/post test cur-
ricular désign and evaluation (Popham, 1975). The advent of
this managerial methodology restructured student evaluation in
a fundamental manner; teacher subjectivity (Classical conoisseur-
ship) was superseded by Psychometrics: Psychologists like .

Thorndike, McCall, Terman, and Gates developed and designed
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systemafic psychometric methodology which was instituted as
a primary evaluational mode for éppraisal of e&ucational prac-
tice and performance:

Thorndike's research on reading comprehension provided the
theoretiéal basis and practicaliapparatus fpr the transmission
and evaluation of literacy as a set of socially utilizable
skills. Thorndiké's theory that reading (and general learn-
ing) was a complex set of responses to a given set of stimuli,
delineated measurable and identifiable literate sub-responses.
The subsequently derived 'domains', or 'levels' of reading could
similarly be identified as utiliiablé gradated components of a
social literacy. In shm, Thorndike componmentalized a 1iteracy/
process whiph had previously been considered holistic in na- |
ture. Reading (qua identifiable responses) could in turn be
quantified and evaluated through the adminiétration of stimulus

instruments like the Thorndike-McCall Reading Scale.

In 1917 Thorndike provided the first scientific analysis
of reading comprehension. Frederick B. Davis (1972) describes
Thorndike's preliminary findings:

He presented short paragraphs to elementary school
students and asked them to write answers to simple
questions based on those paragraphs. The pupils
were given unlimited time and allowed to refer to
the paragraphs as often as they wished while they
were composing or writing their response...The re-
sulting data led him to conclude that the pupils
were unable to fit together the separate ideas ex-
pressed in a paragraph and to give individual words
or separate word groups the proper amount of em-
phasis in relation to one another. 29
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his experiment waS;the‘prototypelfor modern reading research,
instruction; and evaluation; shortly thereafter, Thorndike
constructed the standardized reading‘scales (stimuli) to eval-
uate student reading perfOrmance'(résponse);

Thorndike’s research providéd the scientific basis for the
curricular subdivisions of lessons in reading into identifiable
'units' which facilitated systematic instruction and evaluation.
Thorndike's initial experiment and the resultant instruments
required that the reader examine paragraphs of other unitized
literate expressions in lieu of an entire text. Thorndike's
sense of language was more matheﬁatical/scientific than
aesthetic/cultural. Explicating the resu1£s of the 1917 ex-
periments; he wrote: |

The successfui response to a question or to a par-

agraph's meaning implies the restraint of tenden-

cies of many words to be over potent and the special

weighting of other tendencies. This task is quite

beyond the power of weak minds and is of the same

selective and coordinating nature as the more obvious
forms of reasoning in mathematics or science. 20

The scientific redefinition of literacy as a set of
anaiytic, réther than literary, skills was Thorndike's con- '
ceptual and practical contribution to the emerging Progressive

paradigm of literacy. A matrix of methods -- evaluative

instruments and corresponding curricula -- would be genérated
from this historical re-appropriation of literacy from the

aesthetic/cultural domain into the field of psychological

inquiry.
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The‘scientific measurement procedﬁres developed by Thorn-
dike; Binet; Gates; and.others were utilized to 1) ascertain
those skills for social functionality, and also to 2) evaluate
students and schools' progreSS'fowards thé efficient trans-
mission and acquisition of those skills. ’Consequently; the
emergence of an apparatus for the unitizdtion and measurment
of student literacy; in concert with the rise of scientific
'management' and curriculum development; made possible the
'objective' appraisal of literacy and literacy instruction.

By the 1920's; the non-prescriptive method and content
of literacy instruction suggested“by Dewey was being specified
and legitimated into curricular domainé and objectives. This
specification was premised on the capacity of scientific meth-
odology to identify and measure skills which were socially and
experientially utilizable. No sooner had DeWey posited an
extrinsically contingent definition of education/literacy ---
then the openendedness of his definition was reified into a
more 'functional' definition of literacy as specific components,
taxonomic levels, behavioral objectives, and quantifiable types.

In conclusion, Dewey articulated a set of educational
theories and practices for curriculum which addressed the issue
of 'social utility'. Dewey's pedagogy prescribed a literacy of
social, extrinsic Qalue; . Consequently, 'Progressive' curri-
cular content was contingent,qn.the newly evolved scientific\

redefinition of methods and on the recognition of individual use
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of literacy in ‘the vocational or social domain. Far from es-
pousing specific 'Great'Books'; Dewey. conceived of curriculum as
ideally non-dogmatic and flexible; to bexdefermined'according to
the scientifically assessed experiential necessities of the indi-
vidual; and according to systematized methods of instruction.

His innovation of scientific methodology legitimated the
supersession of literacy as a 'high éultural’ domain of intrinsic
value by a new paradigm of literacy as a body of scientifically
identifiable.and transmittible skills to be operationalized in
the social milieu; The emergence of a set of péychologically—
oriented concepts; methods, inquiries, and apparatuées was
historically aligned with the managerial efficiehcy model ad-
voacated by Taylor; Charters, Bobbitt, and Tylef; both orien-
tations on the nature of social/individual interaction and organ-
ization informed fhe reconstruction of 'literacy'.

Dewey's pedagogical emphasis on method implied that asv
human experience changes, so should the content and method of
educational practice; in this manner, Dewey historicized the
concept of literacy as educational knowledge. Dewey explicitly I
linked educational practice and policy regarding literacy to ’
the requirements and transactions of the given social context
rather than to an uncritically accepted static body of Know-
ledge. Yet; Dewey thereby unwittingly placed the task of con-
temporary 'definition' of literacy within the disciplinary domain

of objective scientific methodology.
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Thé efficiency orientation of the work by Charters and
Bobbitt, and the objective methods and instruments developed by
Thorndike were opposed by the traditional practitioners who had
dominated late 19th century Canadian and American education.

The Classical paradigm was negafed by Dewey's managerial class.
Dewey had anticipated the usurpation of Progressive pedagogy

by the "industrial regime“ -- yet his pedagogy ultimately would
be superseded by the evolution of its own scientific method-

ology into a dominant educational paradigm in-and-for itself.
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II. POLICY AND PRACTICE:
TRADITIONAL AND PROGRESSIVE

EDUCATION iN BRITISH COLUMBIA, 1920-1940
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CHAPTER 4

'B. C. EDUCATION BEFORE 1920:

TRADITIONAL LITERACY PRACTICES

An Historical Overview

Until World War I, B. C. educational practice was dominated
by the 3 R's pedagogy in elementary schools and traditional
'high literacy' pedagogy at the secondary levels. The Survey

of the School System (1925), by Jl H. Putman and G. M. Weir,

proposed the reformation of the policies and practices of the
B. C. educational system according to the Progressive theorétical
model. The primary elements of this model were:

1. a 'New Curriculum' emphasizing a literacy of
socially utilizable skills,

2. a reconstruction of instructional methods and
classroom interaction as 'child centered', and

3. the replacement of the traditional examination
system by standardized aptitude and achievement tests.

Yet the Department of Education only seledtivély adopted
the recommendations of this document before the 1933 appointment
of Dr. Weir (Liberal-Point Grey) to the position of Minister of
Education in the government of T. D. Pattullo. The restructuring
of the curriculum accordiﬁg to scientific pedagogy was initially
impeded but ultimately made necessary by Depression era econémic
constraints upon education during the tenure of Minister J.
Hinéhliffe (1928-1933). In 1933, Weir was confronted with
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I3

the necessity of establishing the viability of an outmoded
B. C. edacational system.

Weir and Dr. H. B. King introduced a 'functional efficiency'
model which explicitly invoked the Progressive management prin-
ciples espoused by F. W. Taylor (1911), W. W. Charters (1923),

F. Bobbitt (1924), and R. Tyler (1935) in the United States.
Thus, while Putman and Weir initially had proposed refofm of
curriculum, instruction, and evaluation -- in the 1930's King
completed the task of aligning B. C. schools with Progressive
theory by instituting curricular and administrative '‘efficiency'.

The analyses of the Putman Weir Report (1925) and the King

Report (1935) outline theory, policy, and practice correlations.
Both reports were commissioned for the subsequent practical im-
plementation of 'modern' pedagogical and managerial practices
in British Columbia schools. Putman, Weir and King articulated
policy based on the legitimated Progressive model.

This theory and policy was operationalized in the New

Programme of Studies for the Junior High School (1936), written

by a 'scientificali&' structured curriculum development team

managed by D. L. MacLaurin and H. B, King. The resulting cur-
riculum, emphasizing educational efficiency, wholly reconcep-
tualized and redesigned the instructional and evaluative program;
the aim of English language instruction became the transmission
of a socially and experientially 'functional' literacy.

The Survey of the Greater Victoria Area Schools (1938),

by W. Gray and H. H. Mackenzie, was a comprehensive 'lower
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echelon' evaluation of Victoria schools, an implementation and
enforcement of the New Programme and related Departmental poli-

cies. The Gray Mackenzie Survey exercised direct and conse-

quential influence on a local group of schools, teachers, and
students, legitimating Progressive theory in B. C. educational
practice.

The transformation of B. C. education during this period
from 1920 to 1940 involved a shift in educational paradigms from
the Classical to the Progressive. This fundamental change in
educational pedagogy and literacy necessitated the embodiment
of paradigmatic standards and criteria in instructional codes
of control. Acceptance of Progressive reform occurred at
various insititutional levels of the educational system at
differing historical points in time.

The structural organization of the present analysis, then,
is based on the movement from educational theory to institutional
policy and practice. 1In Part I of this analysis, the historically
antithetical models of educational theory proposed in 19th century
‘England were traced to their synthesis in the Progressive peda-
gogy of John Dewey. Part II examines the institutional ratifi—
cation of Progressive philosophy by B. C. practitioners.

(see Tables 1 and 2)
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TABLE 1

MINISTERS OF EDUCATION AND PREMIERS: 1920-1940

Minister

Dr. J. D. MacLean
(1919-1928)

Rev. J. Hinchliffe
(1928-1933)

Dr. G. M. Weir
(1933-1941)
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J.
J.

" Premier

Oliver (Lib.)
D. MaclLean (Lib.)

F. Tolmie (Con.)

D. Pattullo (Lib.)




TABLE 2

A SELECTED CHRONOLOGY OF

PROGRESSIVE EDUCATIONAL REFORM IN BRITISH COLUMBIA

1920-1940
' LEVEL OF REFORM - " DOCUMENT - * AUTHOR

theory/policy " Survey of the School H., Putman

" System (1925) G. Weir

P. Sandiford

theory/policy School Finance in H., B. King

B. C. (1935)
curricular imple- " New Programme of D. L. MacLaurin
mentation of Studies for the H. B. King
theory/policy Junior High Schools

of B. C. (1936)

practical local " Survey of. the.- W. Gray
enforcement of " Greater Victoria H. H. Mackenzie
theory/policy/ " Area Schools R. Straight
curriculum (1938)
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-Literacy.'in'B. C. Schools: 1872 to 1920

tices of British Columbia education retained a traditional charac-
ter. If the period from 1920 to 1940 marked a fundamental
paradigm shift in B. C. education, it is necessary to describe

the B. C. schools under the prior set of Classical and tradition-
al assumptions, methods and practices. A survey of the Public

School Reports from 1883 to 1917 indicates that while 'modern-

ization' occurred during the early 20th century, the educational
system continued to operate under the methods and practices of a
prior era. The entrenéhment of tradifional/practices was evi-
dent in: 1) the pragmatic structure of the élassroom, 2)
curricular content, and 3) evaluative methods.

John Jessop, Superintendent of B, C. Education from 1872
to 1878, E. Ryerson, and other late 19th century Canadian edu-
cators selectively reformed practices and materials of the
existing 'tradtional' schools; 3 R's instruction was institutedc//
at the élementary level throughout Canada (Johnéon; 1968). Yet
the disciplinary and authoritarian modes of Classical education
continued to determine the pragmatic structure of Canadian
classrooms well into the new century.

The 3 R's were ''generally well taught from the fact that
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there were no othervstudies.to'0ccupy the mind and distract

the attention" (Bannisten, 19265,'On the secondary level,
'quality' literature continued as the principal mode of English
language instruction (Wilson, et.al.; 1970)!

The 3 R's high literacy dichotomy between elementary and
secondary inetruction legitimated secendary education as the
exclusive domain of culture. The elementary schools, on the
other hand, operated from a minimalist view of curriculum, as-
suming that the exclusivity of the 3 R's. would insure their
transmission. All non-fundamental materials were considered
extraneous.

Regardless of the curricular content at elementary and
secondary levels -- the codes and rule systems which determined
teacher/student interaction were universally. authoritarian. Con-
sequently, while the Classical paradigm no longer determined the
subject and textual content of elementary education to the ex-
tent that it had in the early and mid-19th century, the totality
of the *experience' of schooling, the network of social and
linguistic relationships within the sehool, remained traditional.

In Canadian schoois, these cedes and rule systems were de-
pendent on the exercise of senior (teacher and inspector) au-
thority for their institUtional articulation and enforcement.
While the stated curriculum could be made to (repressively) to-
lerate more 'useful' content espoused by Huxley and Mill, the

essential nature of the hidden curriculum continued to be con-
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trolled by mechanisms based on habituated standards and criteria.

During the late 19th century limited vocational and com-
mercial secondary courses and 3 R's instruction in elementary
schools were introduced by Jessop. Yet, the ethic of social
utility continued to be opposed from within the educational
system,

Principal Stamford Qf the New Westminister School, one of
the larger schools in the Province, defended the traditional ex-
clusivity of 'humane letters' against prdponents of social
utility:

There are still, however, many of our citizens who

think that High Schools should partake more of the

character of commercial colleges, and their chief

aim should be to furnish the young with a conveni-

ent stock of knowledge that may be afterwards

turned to profitable account in the every-day

business of life. Children are not slow to ac-

cept the opinions of their parents in educational

matters; and I have found that when once a pupil

becomes obsessed of these crude and mischievous

notions, very little can be done with him till he

is convinced that many subjects must be studied

for the internal discipline they afford, without

regard to any direct or practical use they may be

in the matter of earning a livelihood. 1
Stamford recognized the 'intrinsic value'! of the traditional
curricula, claiming that such study was of 'worth' because of
the mental (and physical) discipline it generated rather than by
virtue of extrinsic Vocational application.

While science and bookkeeping courses were gradually in-

tegrated into the secondary curriculum in B.C., the schools still

retained a conventional set of expectations that students (and
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prospective teachers) be versed in the 'humane letters'. Crit-

/
i

ics like A.P. Knight (1883) questioned the continued defense of f
Classical letters; vKnight claimed that the archetypal edu- 5 i’
cational system was unable to meet the increasing labor demands/;
of Canadian industry. He wrote that: vSkilled labour is one of
the great wants of our country and yet it seems to have been as-
sumed by those who Shaped our educational poiicy that no special
training was needed by those intending to become artisans."

Yet the claims made by Knight and others for a more utilizable
and functional educational system were directed to an audience
of practitioners that rarely perused the sorts of 'professional'
and 'scientific' journals that published articles like his on
.educational reform.

The continued preeminence of the traditional system was
exemplified in the prescribed content ahd methods of literacy
instruction and curriculum. The curriculum of the B.C. schéols
in the 1ate 19th century evidenced two levels of traditional
content: elementary 3 R's materials and secondary Classical lit-
erature émphasis. In 1885, the elementary English program con-
sisted of : "Reading, writing, spelling, dictation, English . j

Grammar, Composition, and Letter writing.” 3 To gain admission |

i
{

to high school the Junior Matriculation Examination required

|

. | <

these literate performances: ]
1. Spelling -- To be able to spell correctly the

ordinary words in the Fourth Reader and Spel-
ling Book. ’ -
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2. Reading -- To read correctly and intelligently
any passage in the Fourth Reader.

3. Writing -- To . write neatly and legibly......
4, Grammar -- To know the principal grammatical
forms and definitions, and to be able to
analyze and parse any ordinary sentence.

5. Composition —-- To be able to write a letter -

correctly as to form and punctuation, and to
write a brief composition on any simple subject. 4

Yet the 1885 elementary curriculum did not explicitly out-
line the literate competencies expected of the student. The
lack of detail may be indicative of a continued reliance on
'readers' for elementary instruction to set objectives, as well
as a continued dependency on the individual teacher/critic's
capacity to instruct and evaluate according to (consensual) tra%
ditional standards.

While the elementary objectives were broadly stated, the
secondary course of study specified texts, procedures, and
specific modes of literate performance. For instance, the
"Junior Division" students at Victoria High School were required
to undertake the following course of study:

Review of elementary work in orthography, etymology,

syntax, and analysis of sentences; derivation of

words; rendering of poetry into prose; composition,

including the framing of sentences, familiar and

business letters, and abstracts of passages in

readers, themes, and generally the formulation of

a good English style; reading; dictation, and

elocution, including the learning by heart and

recitation of selected passages from standard
authors. 5
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This junior level of review of mechanics and formal style
would enable the student to subsequently function in the Senior
Division EngliSh'Language'course; which emphasized '"derivation
of words;.composition; rendering of poetry into prose, ab-
stracts of selected passages,.critical reading of portions of
works of standard authors; themes, and generally the fOrm;tion
of a good English style'". The critical emphasis on literature
evidenced in the later grades.was‘paralleled by the inclusion
of Classics like '""Xenophon, Homer, Héface and Virgil" in re-
quired Greek and Latin courses, as well aé thorough study of
British, Roman and Greek history.

Thé'literate performances required in B. C. in 1885, then,
were ordered hierafChically. Each performance demanded of the
student was resynthesized at the neXt‘curficular level of in-
struction. The 3 R's were instilled at the-elementary level
and subsequently refined into literary critical perception
and 'taste' in the secondary program. If the student reached
Senior Level High School, the formal language skills acquired
in Common and Graded (elementary) schools (i.e. sentence par-
sing, recitation, formal prosé genres) were exercised as means.
towards the study of Classical and 'standard' literature.

This 19th century instructional/curricular hierarchy repli-
cated the social (class) stratification of cultural 'tastes";
tcommon' levels of literate behavior were.subsumed by the

higher analysis and appreciation of literature.
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By 1892, the elementary curriculum offered a more de-
tailed specification of literate performances in reading and
composition. The course of study specified traditional meth-
ods of liferacy instruction:

Special attention should be given to correct pro-

nunciation, distinet articulation, and proper ex-

pression. Declamation of selections from prose

and poetry committed to memory tends to awaken a

taste for good language, as well as aids in the
development of a natural and easy delivery. 6 ¢

The principal instrucfional methods for reading were rote
recitation and oral reading, aiming at the acquisition of
critical decorum in literafe behavior. The elementary cur-
riculum featﬁred the recitation of passages provided in the

Primer to Fifth Reader series to the exclusion of virtually

all other types of oral literacy. All classroom discourse
during language instruction was highly codified by tradition-
al rule structures. -

The elementary course of studies in "Composition and
Letter Writing" evidenced an initial concern with the po-
tential practical applicability of language, as well as a
recognition of individuality in written expression:

Composition and Letter Writing -- Reproduction as

an occasional exercise may used profitably, but

the bringing out of originality is of most perma-

nent value. Instruction should be given as to

the proper method of opening, closing, folding,

and addressing a letter. A good knowledge of

the forms used in general correspondence should
be given. 7
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The inclusion of a practical set.of--skills and procedures in
lieu of '"reproduction' exercise indicates a preliminary alter-
ation of assumptions on 'individuality' and 'social utility' of
written 1iteracy;

The practical orientation in the elementary curriculum was

paralleled by three major alterations in the 1892 High School

Course of Study:

1. the inclusion of a 'commercial course' to augment
existing Classical and English courses of study,

2. the increased prescription of English literature
to augment existing Greek and Latin texts,

3. the introduction of extensive new courses in the
natural and mathematical sciences.

‘Yet the late 19thvcentury reform did not involve a struc-
tural alteration of the pragmatics of classroom interaction; well
into the 20th century; archetypal exercises like rote recitation,
oral reading, and mechanical handwriting instruction dominated
literacy instruction (and thereby controlled the communicational
'field' generated in all 'other' instruction).

By 1908 the content of the English course of study had
changed. The 'classics'/of English 1iterature had'superseded’
the Classics of antiquity as prescribed feadings, and the inte-
gration of the natural sciences had béen completed. Most tra-
ditional practices were retained in 'modernized' formats; the
1908 curriculum represented more of a repackaging than sub-
stantive change. In fact, 1909 reading lists were more highly

specified, and therefore prescriptive, than 19th century
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curricula. Students in the "Junior'" course were to read Scott's

Ivanhoe, in addition to the Fifth Reader text.
Students in the "Advanced-High'School Course" focused their
reading and writing pérformances.on the analysis of these fre-
scribed works:

Goldsmith's The Deserted Village; Byron's Childe.
" Harold's Pilgrimage, Canto 1V, ; Wordsworth's Upon

........

“‘a Briton on the . Subjugation- of. Switzerland; Scott's
" Rosabelle, The Outlaw, The Rover, Jock of Hazeldean;

" On First Looking into Chapman's Homer, The Terror
of Death, Ode to a Nightingale, Ode ‘to Autumn, The
" Human Seasons (Select Poems, ed. Alexander, 1897). 8

The specific prescription of English texts was paralleled
by the relegation of Greek and Latin works to anthology texts

like Henderson and Fletcher's First Latin Book and Reader.

Yet, of note is a historical change in sensibility within the
Classical 'high literacy' study; the Classics of antiquity had
been superseded by the works of late 18th and 19th century
Romantic poets. Critics of a Classical monopoly on criteria
and standards would have lauded any attempts to design more
contemporary curriculum; yet the continued literary focus of
the course of studies and the resultant subjugation of literate
performances to litefary content, reflected the institutional
legitimation of the Classical paradigm of 'high literacy'.

The 1909 courses of study fostered the more complete in-

tegration of varied genres and epochs of English literature into
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the high school curriculum, as well as a greater integration of
different types of English language study into the elementary
curriculum. The'secondéry curriculum included; at all levels,
works by English'authOrs like Popé; Spencer, Shakespeare, Rus-
kin, Dryden; and Carlyle; and . French and German literature by
Voltaire, Moliere; and others.

The instructional methodology required that students apply
most non-literary literate performances (handwriting, spelling,
themes) to the criticism of this altered body of 'quality' liter-
ature.

On the elementary level, a number of curricular and instruc-
tional innovations indiéated altered assumptions regarding the
transmission and acquistion of literate skills. 1In the lower
elementary grades the continued reading and language emphasis on

oral recitation was augmented by the "Phdﬁingrill”. The 1909

‘specifications for literacy-related curriculum were as follows:
1. Reading: TFirst and Second Primers, First Reader

and Second Reader. Recitation and Supplementary
‘Reading. Phonic drill to be continued to the end

of the Second Reader.
2. Language: Language study as indicated in Readers.
Phonic drill for correct pronunciation. Transcrip-

tion and dictation. Simple oral and written
description of narratives. 9

In this curriculum; paraphrase ('description of narratives'")
was substituted for the ﬁreviously described performances of f
the writing of formal abStracts; essays, and written reproducfio&
of memorized texts. The introduction of paraphrase was a tacit }
curricular recognition of the learner's capacity to linguisti-

cally process textual content as well as to uncritically
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reproduce it.

The'elementary language curriculum required literate per-
formances of 'other' disciplinary content; including: "oral
and written reproduction of subStance'of geography; history,

and nature lessons." 10

The recognition that materials from
disciplines other than the formal study of literature have an
appropriate place in language instruction was indicative of the
aforementioned Utilitarian and Progressive concern with the
'transfer of training"bf skills and knowledge.

A reconsideration of the continued emphasis on formal gram-
mar instruction is evident in the 1911 curriculum. At the

senjior high school level, teachers were instructed to omit from

the study of Syke's Elementary Composition textbook '"the memor-

ization exercise; loose periodic and compromise sentences; bal-
anced sentences, explicit reference, parallel construction,
transition, proportion, rhythm, climax/énd sentence stress.“ 11
The period from 1880 to 1920 marked the gradual curricular
reconsideration of the exclusive study of Classical literature
as the primary content of literacy instruction: Yet the change
was only on the ostensible level of content —-- the introduction
of natural sciences and vocational/commerical programs, the re-
placement of Classics by more contemporary English and Canadian
works of 'quality', and the integration of materials’from other

subjects into literacy instruction did not fundamentally alter

the pragmatic frame of literacy instruction. Well into the new

~
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century, the ambiance of language instruction was determined
by the'continuation of oral reading, reCitation; and litera-
ture study as the’principal instructional and evaluativeAmethod.

While the Classics' control over the curriculum had been
eroded on the level of content, traditional instructional meth-
odology continued to stipulate the principal schooling codes of
linguistic and behavioral control which mediated the transmis-
sion of virtually all curricular knowledge. Subjective 'liter-
ary criticism' evaluation of student literacy continued in late
19th and early 20th century schoqling; the formal Provincial
Examination system remained‘the primary mode of student eﬁal-
uation.

The evaluation of student, teacher and‘institufional per-
formances assumed the form of subjective connoisseurship, legit-
imated by teacher/inspector authority. Jessop had introduced
the 'modern' grading system for evaluating student performahce.
Most B. C. schoolmasters énd teachérs had previously instructed
and evaluated students on traditional criteria; each student had
been given an individual assignment for subsequent 'recitation'

12 1, 1872,

which was, in turn, valued by the teacher/critic.
Jessop introduéed in B. C, schools the Toronto Normal School
system of first to fifth class grading (Johnson, 1964). With
this model, Jessop restructured teacher-centered evaluation of

student performance. A preliminary introduction of a more de-

fensibly 'objective' mode of evaluation, the system categorically
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and numérically legitimated subjective teacher judgement. 1In
this respect;.the imposition of a modern grading system changed
the format but not the individualistic nature of connoisseur-
ship evaluation. | ‘

In traditional schdoling; transmission and évaluation of
knowledge was a 'monological’ éxercise within which the student
was constrained by discipline, decorum; and thus altogether
'acted upon' (Freire, 1973). The teacher's decisions on the
value of student performance were habitually justified as the.
consequence of the application of immutable, traditional rule
systems. Bernstein (1972) has theorized that the traditional
system created a 'high barrier' environment within which sys-
tems of constraint formalize and codify all student responses
and cognition.

During his tenure as Superintendent, Jessop introduced
the system of formal year end oral (and later, wfitten) exami= -
nations which Ryerson had instituted in Ontario (Putmén,'Weir
1925). The method and criteria utilized to evaluate students
who were seeking teacher certification or high school entrance,
reinforced the traditional literacy instructionai methodology
and curricular content.

Standardized testing would not(begin in B. C. until 1923
(see Chapter 6). Connoisseﬁr examinations were first ad-
ministered in July 31, 1872 on a limited basis for certifying

teachers, 13 These first examinations consisted of oral and:!
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written éections; students.gaveirecitations; wrote papers and
answered oral questions. The first formal examination of stu-
dents in various grades on a provincial basis occurred in 1872
when the guidelines required that teachers '"have at the end of
each half year -- public eXaminations of his school, of which
he shall give due notice to the trustees of the school,‘and
through his pupils to the parents; guardians;" 14 The exam-
ination system was initiated as a means for: a) the certifica-
tion of practitioner competence and; b) educational
accountability, as well as, c) the grading'of student (and
future practitioner) perfOrmancegv

The 1896 examinations required oral student responses to
teacher questions before congregated trustees, parents and
visitors. 15 Regardless of how 'subjective' such a system may
appear now, the evaluation instrument was clearly devised as a
means for the teacher to represent the performative capacitiés
of the students. The trustee or parent would then be able to
form judgements about both the instruction (teacher) and the
product of that instruction (pupil).

The 1884 examinations had been administered in subjects

such as Ancient History, Euclid, Education and the Art of Teach-

ing, Spelling, English Literature, Latin and other subjects.
Qualifying candidates for ''second" and "third class" certifi-
cates (which enabled them to teach at the elementary level) were

required to perform basic. literacy skills like expressive oral
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reading, 1egible'handwriting;4sentence”parsing; letter writing
and prose composition. . Yet to be'entitled to a "First Class
Grade A Certificate”; and, ﬁhereby; to teach at the Secondary
Level, the prospective teacher had to demonstrate a knowledge of
Greek and Latin by translating Caesar, Horace; Homer and Xeno-
phon. All normal schdolkapplicants fof teaching certification,
regardless of level, were required to be acquainted with the

17 The

.curriculum; modes of discipline and the School Act.
traditional educational paradigm demanded that a prospective
practitioner acquire expertise in Ciassical 'high literacy.

By 1900; written and oral responses were required on the
Examination. Yet the grading of writfen examination essays in-
volved subjective analysis of the student's literate proficiency
by the teacher/critic. Furthermore, the numerical scaling of

examination marks was inconsistent and erratic. In 1900, The

Board of Examiners Minutes noted that:

On July 23rd, the question of the reading marks
awarded by the Examiner in charge of the Kamloops
Centre was brought forward by the Superintendent.
It was resolved that all marks in reading under
25 be raised to 25. This was accordingly done: by
all the examiners who had charge of examination
centres, 18

This event exemplifies the subjectivity and unreliability of
'local' exam marking and scaling in spite of efforts by the
Department to remediate such subjectivity.

By 1911, the various Provincial inspectors were appointed

to administer and mark examinations at the regional centers.
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Among thé inspectors sent into the field on January 27th, were
J.S8. Gordon, Inspector Sullivanlﬂs;J. Willis and G.E. Robinson.
19 These men (of 23 inspectors, one woman and one reverend were
inciuded) were'the'firét'itinerantfexaminers; the Department
recognized that; particularly in‘light of the innovation of
vocational programs; the local examination of all studehts must
be centrally controlled by Inspectors;

In the previous century; as mentioned; the role of the
inspector had involved the subjective evaluation of schools and
teachers. By 1910; as their predecessor Arnold in 1851, B.C.
Inspectors were summoned to administer and mark written and oral
examinations in the field. Yet the typical criteria and meth-
ods for school evaluation remained subjective and individualistic
in nature and thus tended to reinforce, rafher than question, the
system of senior connoisseurship.

'‘High culture' evaluation itself was dependent upon the'ca—
pacity of the senior critic (legitimate authority by virtue of
accumulated acquisition of knowledge and éxperience) to 'value'
whole literate performances like formal discourse, recitétion by
rote, forensics, formal compositional criticism as well as the
actual creative writing. The teacher appraised student literate
performance (which itself frequently included literary criticism)
on the basis of the interaction of the critic's personal exper-

' tise with consensually accepted codes and rule systems.

The inspectorship system of Canada and England was premised
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oh the.responsibiliiy.of.the.individual inspector to the next
level of hierarchical connoisseurship. The credibility and
viability of this paradigmatic classical mechanism was depen-
dent upon the acceptance of the iegitimated authority of the
evaluators (school iﬂspedtors; administrafors; teacher/grader,
exam marker/critic of the student text) as much as upon the
éppropriateness, validity or quality of the method and cri-
teria utilized by that evaluator,

In conclusion, turn of the century B.C. education reflec-
ted changes in the content of literacy related schooling prac-
tices on a topical and nominai level. Major structural changes
in the codes of instruction and evaluation of literate pérfor—
mance had yet to occur. .While the traditional curriculum
itself was altered in literal content, the hidden cﬁrriculum'
of the traditional.classroom continued to mediate and stipulate
codes of acceptability of language and behavior. The hidden
curriculum of the traditional claséroom.was;embodied in the
constraints and limitations placed on the expressive use of
language. The modalities of literate expression fallowed"and
sanctioned by the teacher/critic in the traditional environment
-- recitation, oral reading, uniform handwriting, formal com-
position, dictation; paraphrasé, epistes, transposition, par-
sing -- formed sets of linguistic and social limitations,
imposing rigid‘systems of worth; validity, taste, and decorum.

on student and teacher lexical choice and syntactical structure.
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These constraints on symbolic interaction of the classroom
(in speech and text) were reinforced by the imposition of
social and physical order upon the student by the threat of
physical, moral, and literary critical retribution for overt
deviation from formally acknowledge rule systems. The result
was a form of student mutism, being '"benumbed'" as Putman and
Weir (1925) put it, a logical outcome from an environment
characterized by the complete'monopoly of control of language
by the teacher. Various observers attested to this communica-
tional lassitude’, 'deadness', in the 19th and early 20th
century classroom, |

Therefore, the systematic codes of traditional education
successfully weathered even the gradual deemphasis of the corpus
of literal knowledge (the Classics) upon which they were ini-
tially premised.’ In this manner, the Classical paradigm's
methodology would outlast its disciplinary content; ironically,
the dogmatic methodology generated to instruct and evaluate
Classics qua curricular content habitually reproduced itself.
Classicism/Traditionalism was able to maintain structural con-
trol over.schooling by controlling the interactional ffame of
the classroom, In this respect, rote recitation was an approp-
- riate metaphor for itself; on the eve'of Pﬁtman and Weif's pro-
posals for Progressive“reform, student oral recitation as an
instructional and evaluative mode, continued to be uncritically

repeated by traditional practitioners.
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CHAPTER 5
1920-1925: THE DEMAND FOR REFORM

The 1923 Public Schools Report noted that the secondary
school population of 4,841 did not record any increases during
the war years of 1916 and 1917; At war's end, the influx of
veterans into the school system increased secondary school en-
rollement to a total of 8;624 students. 1 As Ormsby (1972)
writes: "By 1919, the classroom of the 0Old Fairview Shacks,
still University buildings, were crowded by young men from all
parts of Canada, returned soldiers who were old in experience
but inspired by a youthful eagerness for knowledge." 2 While
the increase in student enrollment strained the exiefing fi-
nancial and administrative structure of the educational sysfem,
it simultaneously provided the opportunity for a comprehensive
reformulation of that system utilizing the increased funding
allocated to education. Returning veterans would, in part,
comprise a group of post-war educators who would 'modernize’
B.C. education through an increasingly influential Teachers
Federation and, eventually, within the Depertment of Education.
A 'managerial' group of practitioners, imbued with post-war con-
cerns for technological and financial efficiency, and the demo-
cratic social integration of the individual; would alter the
policy and practice of the'B.C; educational system over a twenty

year period.
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Yet thé.displacement of the traditional educational model by

a Progressive paradigm which‘emphasized individualism, scientif-
ic methodology; social utility and instructiénal/administrative
efficiency, was not the consequence of a single precedent set-

ting report like The Survey of the School Systemﬂby Putman and

Weir in 1925,
This discussion of the school system, during the period

between the conclusion of the war and the commissioning of the

Putmanl‘WeiriReporf;vwill identify increasing B.C. practitioner
awareness of ProgressiVe tenets, Alfhough traditional method-

ologies cohtinued to dominate schooling structure, a variety of
identifiably 'Progressive' innovations foreshadowed the impend-
ing Departmental prescription of Progressive pedagogy.

The 1923 Programme of Studies reorganized the high school

system into grade levels: Grade IX, X, XI, and Senior Matricula-
tion, eliminating the aforementioned junior/senior grade struc-
ture. This curriculum provided a systematic set of course sub-
stitutions which enabled the student to select from various
"programmes of study'". Two identifiably innovative coﬁrse
options were Canadian History (replacing the conventional Civics
course) and Science (as an equivalent to the foreign language
course). ;

In 1921, T.J./Trapp-Technical School (New Westminster) and
Vancouver Technicél School had officially opened. 4 During this

period, the secondary curriculum offered 'streams' (of studies)

a -
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from which students could chose. Yet the 'selection' proce-
dure which determined SeCOndarylentrance'still required that all
entrants write the formal Junior Matriculation Examination at
the end of Grade XII.

In the 1923 eiementary English curriculum, The Canadian

Readers, replaced the 20th' Century Readers at the beginning of

the school year and were favorably received by teachers and
their pupils.'" The elementary and secondary curriculum in
English and Language Study called for the introduction of the

MacLean Method of Muscular Writing (for instruction) and the

quality of student penmanship. 5 The introduction of this meth-
od lent a 'scientific' systematization to continued Classical
intensive handwriting instruction.

The 1921 Provincial Penmanship Examination (senior matric-
ulation) required that the student complete five exercies in one
hour, The first four exam questions were:

1. Write one page of General Movement Exercises,
including the Left Oval, Right Oval, and
Drive-and-Return (Push-~-and-Pull). One space
and two space exercies should be shown. Use
your own judgement as to selection and arrange-

ment.

2. Write one set of capital letters, one set of
small letters and two sets of figures.

3. Write the folldwing addresses as you would
write them on business envelopes .. . . . . .

4. Write the following invoice . . . . . . . .
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The imposition of a more 'modern' method, in this case

gitimated a traditional literacy performance. Yet, the content
of this examination also emphasized utilizable skills such as

invoice writing and addressing envelopes; 1in this respect, the
examination elaborated content to some degree of social utility.

Question 5 of the examination required the student to make
a copy of a printed paséage,'"Individua}ity in Writing." 1In
this passage, the student is asked to recopy the following
phrase: '"'The term 'individuality' has been very carélessly
used in regard to Writing and is used to describe what really
be termed illegible or merely writing. '"Muscular Movement Writ-
ing" can be distinguished from Finger Movement writing by its
legibility, freeddm and grace.'" The didactic effect of having
the student copy a passage'about handwriting on a handwriting
examination is total; the éxplicit disavowal of findividuality'
in writing as expressed in this passage,_indicates and exemp-
lifies the truly traditional intent of the Muscular Movement
Writing instruction, the coopting of individualldifference to
a uniform quasi-scientific standard.

In this manner, ostensible innovations like the Machan
instructional method.and‘the Ayres Handwriting Scale were, in
fact, means of 1egitimatiﬁg 'high literacy' emphasis on conform-
ity and correctness of writtén expréssion. Appearing ProgresSive

and modern, these instructional and evaluative instruments re-
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inforced the traditional curricular system.
Regarding the textual content of student writing, the 1921

' English Composition Semior Matriculation Examination conveyed

less explicit literary content. The questions on this two hour,
100 point written exam were:
1. A classmate of yours is going to visit a rela-
tive in another city in which you have a friend.

Write a letter introducing this classmate to
your friend. (10 points)

2. Explain'unity~and coherence as applied to the
paragraph. '

3. Correct the following sentences . . R
4, Punctuate the following . .
5. Write an essay one one of the following subjects:
a) Life in Cluny's Cage (Kidnapped)
b) Protection of Bird Life (The Birds of
Killingworth)

c¢) Country Life: Its advantages and disadvan-
tages : 7

This examination deemphasized the explicit literary content
of previous examinations. In contrast, the 1976 formal exam-
ination embodied an explicitly literary content, The 19th
century secondary student was asked to "Define a Relative Pro-
noun'" and "Rewrite correctly: 'Nowfaid the flimring lanskip on'
the site and all the air a sollem stilnes holds.' " 8 Like fhe

Handwriting'ExaminatiOn, composition examination demanded a

' fuﬂctional skill, the writing of a letter for social purposes.
Regardless of changes in content, the composition examination
system remained an exercise in marker connoisseurship; 79% of

the ‘mark was dependent on the teacher/critic evaluation of
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students' written texts. In 1921, the student remained the
'object' of a subjective ‘critiec..

In this period, prior to.the'ﬁdtmahfWéir”Repdrt, the sub-

jectivity of teacher_gradingAand the existing Provincial Exam-
ination system were being questioned by proponents of more
'objective'~eva1uation of literacy related performance; In the
1923 Public Schools Report, Inspector Mackenzie argued that: "It
ought to be possible for the high schools of Vancouver to adopt
uniform standards of grading." 9 This concern for more '"object-
ivity' of evaluational standards reflected increasing awareness
that the Examination system was being utilized for the evalu-
ation of teachers as well as their students. In 1923, Jim
Patterson, Inspector of schools for Victoria, indicated that:

While the résult of the Departmenfal Examination

for entrance to high school is not the sole cri-

terion by which to judge the work of the schools,

it is still a very important factor in determin-

ing the efficiency of teaching and few will serious-

ly contend that failure to pass the test augers as

well for the future prospects of the child. 10

The critique of a subjective connoisseurship model was ar-
ticulated by those who preferred objective scientific evaluation.
In 1923, H.H. Mackenzie, municipal Inspector of Schools, stated
that:

Classroom procedure is being modernized along the

lines of socializing the recitation of introduc-

ing the 'project', and achievement results are

being measured objectively by the use of standard-
ized tests. 11 v

Mackenzie was suggesting that the redefinition of evaluation

accdfding to the '"psychology and pedagogy of modern education"
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best fécilitate.the asseSsment of school and student perfor-
mance. Mackenzie Was one of a post-war group of practitioners
with background in the 'new' (Deweyian) pedagogy. 1In an in-
spired inspectorial report; he wrote:

One of the most encouraging features of the work in
the schools is the number of young University gradu-
ates who are taking up the work of teaching as their
chosen profession. "Caed Mill Failthe" to them, one
and all. Fortified by a sound university training,
imbued with the spirit of scientific research, and
intolerant of ancient and worn-out shibboleths,these
young graduates display rare enthusiasm and genuine
readiness to make themselves familiar with the newer
movements in education. Such keen champions of pro-
gress and truth are bound to wield the most whole-
some influence upon the educatlonal forces of the
present day. 192

Yet Mackenzie also recognized that existing schools continued.

to be characterized by traditional 'teacher-centered' instruc-

tion. He explained that:

In rural schools generally and in many city class-
rooms about 90% of all recognized talking is done

by the teacher, Under such conditions it is futile
to expect any real development of language power

on the part of the pupils. Of a writing of tests,
and especially compositions, there is no end. These
compositions in most cases are diligently and sci-
entiously re-inked, sometimes beyond all recognition.
But there is an end of the matter. The errors are
not brought home to the offenders against the rules
of the fame of writing English, and as a consequence
there is a repetition of errors ad infinitum. Within
the exception of the more experienced teachers, very
few have any definite plan or scheme for teaching
English in the grades. 13

The remediation of this pedagogical anomaly was seen to re-
quire teacher re-education in modern ideas of education and

modern methods. The 1923 Public Schools Report, one local in-
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spector states that: "Modern methodS'of classroom procedure and
standardized tests for measuring achievement as well as intel-
ligence have been devised. No teacher can afford to be in ig-

14 Consequently, J.M,rPafterson,

norance of these achievements;”b
Inspector of the'Victoria Area Schools mentioned that "many

teachers have availed themselves to the opportunity to increas-
~ing their efficiency by attending the Summer Courses at Vancou-
ver, Victorié and elsewhere; aﬁd as a consequence are bringing

15 The movement

into their schools a new freshness and vigor."
to acquaint practitioners with 'new' (paradigmatic) methodology
had been initiated.

Clearly, a general movement towards a Progressive modern-

ization of pedagogy was beginning in B.C. in 1923, prior to the

Putman Weir Report. Furthermore, the evidence here suggests that
School Inspectors like Patterson; Mackenzie and Gordon, who had
practiced under the traditional system ofvindividualistic, éub—
jective judgement, were accepting Progressive criteria and
standérds.

Departmehtal acceptance of more scientifically oriented

methodology was best exemplified by the January, 1923 administra-

grades I to X. Apparently, the tests had been administered
occasionally for fhe previous few years in Vancouver; Inspector
Gordon reported that the district-wide test scores were used on

~
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an experimental basis to corroborate subjective teacher rank-
ing of their students' intelligences. He explained:

As most of those tested had been with their teachers

for at least a term, the teachers naturally had formed

their own opinions as to their comparative intelligence.

To test the accuracy of their Jjudgements...it was agreed

that each teacher should arrange the members of her

class in order of merit before giving them the standard

tests and ranking them. according to scores obtained...

The general impression, however, seemed to be that,

where a very great difference occured between the tea+

cher's first ranking..of a pupil and her second, with

the aid of the tests, the latter was more reliable if

the tests were properly given and the scores properly

reckoned, It is therefore highly probable that stan-

dardized tests may be used more commonly in future as

an aid in the classification of pupils. 16

Thus, the purpose of this re&olutionary application of
standardized instruments on a district-wide basis was to test
the accuracy of subjective teacher judgement of student intel-
ligence. In fact, the administration of tests in B.C. was
the first step towards a reappropriation of that subjective
inspector/teacher evaluative authority by an apparatus of
'objective' scientific validity. The advent of standardized
testing in B.C. gains even greater importance when viewed in
relation to the continued recognition by Inspectors in the
early 1920's of widespread practitioner adherence to 'unaccept-
able' traditional methods; a polarization of 'modern' vs. “tra-
ditional' opinion was occurring in B.C.

It was in this transitional period that the Putman Weir

Report of 1924- 25 was commissioned. Despite the advent of mo-

dern methods and currlculum, B. C schools continued to operate
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under traditional:standards and criteria. Only eight of the
sixty-seven high schools were large enough to offer vocational
programs; all 'secondary entrants_were.still required.to write
the Junior Matriculation Examination (Johnson; 1964); which
demanded proficiency at a variefy of traditional literary skills.
While the movement towards a socially utilizable curriculum in
literacy-related subject had begun prior to/1925; the instruc-
tional and evaluational frame remained teacher-centered and
authoritarian. While curricular content reflected a reconsid-
eration of the 'social utility' question, recitation, oral read-
ing, formal grammar and composition basedron literature study
continued to prescribe and transmit a 'high literacy'.
Polarization of attitudes about education in B.C. was evi-
dent as early as 1922 -- when the B.C. Teechers Federation
passed a unanimous resolution requesting a eomprehensive evalu-
ation of the Provincial educational system (Johnson, 1964).
J.D. MacLean, Minister of Education from 1916 to 1927, indicated
in 1923 that he would commission such a survey once the neces-
sity was established. By 1924, virtually all politically inter-
ested groups in B.C., both Progressives and traditionalists,
were demanding a comprehensive survey (qua evaluational judge-
ment) of B.C. educational practices and policies. A survey of
the public and political,dialogue of 1923 and 1924 reveals that,
although they,heid conflicting perceptions of the 'defects'\of

the existing system, traditionalists and Progressives saw the
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survey as the principal means for educational reform. On April
17th, 1923, Rev. J. = Hinchliffe, Conservative MLA for Victoria,
stated in a public meeting that:

There is dissatisfaction from one end of the pro-

vince to the other on the part of many people of

our educational system. It costs too much and the

results are too small. There should be an educa--

tional survey to find out whether that dissatis-

faction has any real basis or not. Some of these

defects seem to me so serious as to justify an

inquiry. 17
Hinchliffe's anxieties about the state of the educational system
were based on his Conservative beliefs in the preservation of
traditional practices and values embodied in the British educa-
tional system.

In November of 1923, Hinchliffe.reiterated the necessity
for a comprehensive surveyland, also, commented on the apparent
erosion of "British Teachings" at the University of B.C. Rev.
Hinchliffe condemned the satirizing and lampooning of British
poet Sir Henry Newgate in the student paper Ubyssey, and stated
that this incident was representative of the inadequate teach-
ing of patriotism. In the same speech, "Poetry and Patriotism",
Hinchliffe restated his call for a comprehensive sﬁrvey of
education. He explained that such a survey should operate from
a well-articulated definition of the role of school and society:

What should be the nature of such a survey? First,

it should determine -the Government's responsibility.

The ideal education is that which sends young people

out into the world physically, mentally, morally,

and spiritually fitted to make their way as good

citizens. At present religious education in the
schools is forbidden and so apparently the Govern-
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men't is not responsible for the students' spiri-
tual health. 18

Hinchliffe, in his defense of fraditionall 'British' values,
saw the proposed survey as a means towards more traditional,
Conservative practices in the'schdols; Yet even Hinchliffe,
opposed to any 'radical' reform scheme; assented fo the con-
temporary reCognitioﬁ of schooling as an instrumental means
towards preparing students for the economic and political milieu.

On the other hand; Progressive educétors in the province,
like H.B. King, argued that any summary survey of the school
system could improve the prospects of modernization. When
Hinchliffe represented his Conservative Victoria constituency's
concern with the erosion of English tradition, many Lower Main-
land and Vancouver (where mass testing had been accepted) de-
manded more 'modern', and American criteria and methods in
sdhooling.

Consequently, in 1923, a delegation of teachers, trustees,
administrators, ratepayers and city council members from the
Lower Mainland met with MacLean in Victoria. In November, H.B.
King, formally a Major in the War and then principal of General
Gordon School in Vancouver, led the commission; he ouflined the
necessity, cost and structure for a commission of inquiry.

MacLean and Kihg‘s meeting was documented in a Vic£0ria
Colonist article under the headline; "Say School System is Now
Out of Date;" The article reported that King "pointed out that

there was a general demand for this survey, which was sufficient
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proof that there was something that required adjusting. The
delegation was representing people that felt there was some-
thing wrong." 19

King proposed a budget of $30,000 to $40,000 for thevsurvey.
Yet, significantly; he and MacLean differed over the qriteria of
selection of the commissioners; The Colonist reported that:

The name of Dr; Weir of the University of British

Columbia was mentioned as one who might be suit-

able for the post, but Major King did not think

that he would be suitable under all circumstances.

This was something that required special qualifi-

cations and he did not know of any men in Canada

who had the necessary qualiﬁications for it.

Consequently, King éuggested that, "If they desired an unpre-
judiced report that an outsider should be obtained,'" then "he
favored going to the United States for a man to take this sur-
vey." More specifically, King further suggested that the
General Education Board of the Rockefeller Foundation's '"per-
manent body of experts in this work connected with that bdard",
would best qualify to undertake such a survey.

That King should have proposed the Rockefeller Foundation's
experts for B.C. evaluation is evidence of the greater influence
of corporate philanthropy upon the emerging scientific apparatus
of curriculum, test and évaluation»design...

In the early 20th;century the modern evaluators, teét and
curriculum developers; and educational psychologists, were sub-

sumed by their economic dependency on the dominant corporate

interests of the era, subsidized and thus made responsible to a
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'minority'.sector which asserted economic control over vir-
tually all levels of institutional life (Bowles, Gintis, 1971).
The 'early work' on testing was financed by the Car-
negie Corporation of New York and both Thorndike and

Terman received substantial foundation grants....In
1930 Rockefeller's General Education Board gave a half
a million dollars for the foundation of Corporation
Test Services (itself established by Rockefeller and
Carnegie money 1918); Rockefeller and Carnegie money
supported the Education Records Bureau, the Graduate
Records Office, the National Committee on Teacher's
Examination, and the College Entrance Examination
Board. 1In the first half of the century these organ-

i izations alone received over seven million from the
Rockefeller and Carnegie Foundations (Marks, 1974) 20
Marks (1974), Bowles and Gintis (1971) and Hamilton (1978)

discuss the influence of~corporafe manageriai structures upon

the early 20th century Progressive redesign of the American
educational system. In Canada, 'functionalist' assumptions of

Progressive vocational educational schemes dictated the upgrad-

ing of the educational basic skills level of the working po-

pulations to serve the manpower and consumption needs of modern
industrial society. Friedenberg (1976), Lowe (1980) and

Porter (1979) have noted the direct influence of these American

organization and managerial structures upon the development of

early 20th century Canadian institutional domains like public
schools, civil services, banks, university graduate schools and
all attendant industries. Thus, King's 1924 call for an Ameri-

can evaluation of B.C. schools, based on a modern industrial

efficiency model, was not as great a apostasy as it might have

seemed to Conservatives and Canadian nationalists like Hinchliffe.
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Lowé'(1980) notes a tenfold increase in Canadian manu-
facturing production between 1900 .and 1929;'much of which can
be attributed to the growing number of U.S. branch plants do-
minating the Canadian economy. Management expert F.W. Taylor

had published several articles ihvthe journal”Canadian'Indusfry

which had informed the integration of 'efficiency oriented'
systems into Canadian industry and institutions throughout the
- early part of the century (Lowe‘;1980);

In 1924, King reasoned that a similar efficiency model
proposed by a 'neutral' grbup of 'professional' experts, like
the Rockefeller Foundation researéhers, could best prescribe re-
fofm of B.C. schools, Thﬁs, in 1924, Hinchliffe and King de-
manded the comprehensive survey of the school system for the
remediation of an unacceptable status quo. Hinchliffe favored
the report as a means for increasing efficiehcy for the main-
tenance of British, traditional standards and practices; King
and 'modernist' educators saw the survey as a means for restrué—
turing the educational system based on tenets of Progressive,
identifiably American, pedagogy.

On November 28th, 1923, Dr. J.D. MacLean; Minister under
Liberal Premier John Oliver,. assured King's delegation that '"we
have absolutely nothing to fear from an educational survey and
if we felt tﬁat such a survey would be of material benefit and
had the public behind the idea we would be very glad indeed to

have it." 21
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Represented in King's delegation were Vancouver teachers,
Vancouver City Council representatives (Liberal G.G. McGeer was
Mayor at the time), Provincial Parent Teacher Association and
Trustee - Association representatives. Their presence had
directly indicated to MacLean that practitioners and public,
at least in the Lower Mainland, favored such a survey. MacLean
intended to turn the prospect of a critical survey to the polit-
ical advantage of his Ministry. He stated:

Any survey made would, however, rebound to the credit

of the Department of Education, I believe. I have

instigated many systems of education and I think we

can safely say we have absolutely nothing to fear

from a survey. Any criticism that might follow a

survey, would be a small matter compared to the value

that might accrue to the mass of 100,000 children who

are being educated in this Province. The possibility

of criticism is not to be weighted in the balance
against the welfare of those children for one moment. 29
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CHAPTER 6
THE 1925 PUTMAN WEIR REPORT AND PROGRESSIVE POLICY

Several comprehensive studies of Canadian educational his-
tory have recognized the Putman Weir Report as the earliest and
preeminent statement of Progressive educational thought in

Canada (Heyman et al., 1972; Lawr and Gidney, 1973). The Survey

of The Scnool'System;‘by J.H., Putman and G.M. Weir was published
in 1925 by the Department of Education. The report was a pur-
posive synthesis of theory and practice, a systematic evaluation
of the school system which proceeded from a base of identifiable
and intentional pedagogical assumptions.

As a 'scientific' evaluation instrument, the Putman Weir

Report was an allegedly descriptive statement on the educational
system. Yet, insofar as it provided the basis for public and
Departmental appraisal of the quality of that school system, the
report became an instrument of administratively legitimated
power with direct prescriptive effects on schooling practice.

The Deweyian critique saw the school as neceséarily res-
ponsive to changes in contemporary soéial, economic, and politi-
cal structure -- Putman and Weir directly acknowledged the
relationship of schooling policy and practice to the structure
of B.C. society. The'reﬁoft exceeded its designated (educational)
function and elaborated a comprehensive Progressive overview on |

B.C. social and political structure.
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Tﬂe methodology utilized by the Commission was a coherent
representation of the educational model that the document pro-
posed; Progressively defined scientific inquiry. The philosophy
and criteria of the document were scientifically instantiated
and verified by a program of standardized testing. The test
results were augmented by school population figures, charts, and
financial statistics.,

As mentioned, nominal and token innovations in literacy
related curriculum and instruction had occured in the 1920's.
While curricular content had accomodated scientifically and
socially utilizable courses and brograms, the pragmatic frame
of the school and classroom remained traditional in system and
structure. The transmission and determination of student liter-
acy by the instructional and eﬁaluative authoritarianism of the
Classical model resisted institutional disestablishment. Insofar

as the Putman Weir Report redefined all educationally trans-

mitted knowledge as sets of measurable, socially utilizable
skills, it indirectly informed subsequent changes in literacy
conceptualization and practices, |

Curricular (content) reform in itself is a partial indicator
of actual alteration of 'mundane' educational praxis. Conse-

quently, this analysis of the Putman Weir Report will focus upon

the elements of Progressive reform which directly influenced
schooling practices -- those proposals regarding the evaluative

criteria, methods, and apparatuses for judging school, teacher,
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and student performance. Previous historical studies of B.C.
education (Johnson, 1964;_Green; 1974; Thomson, 1972) have em-
phasized‘the'report's authOrial focus on curricular reform; this
section will document Putman and Weir's conceptualization of
student and school evaluation.adcording to a scientific model.
This practical restipulation of the codes of legitimation over
instruction and interaction would be a necessary condition for
the rejection of Classical literacy instructional practices.
Putman and Weir explicitly acknowledged the school as a .
'functional' (socially reproductive) agency for the production of mh
economically and socially viable individuals; such individuals
would gain their social function (status) and integration as the
result of institutional individuation and ﬁtreatment”. The
emerging sciences of developmental psychology, psychometrics and
reading psychology were advocated as appropriate foundational
means for the provision of democratic "equality of educational
opportunity'" for the individual.
| 'Both Putman and Weir were Progressives in stated education-
al philosophy (Johnson, 1968; Wilson, et . al. 1970). Dr; Weir
had attended McGill University and was head of the Department of
Education at the University of British Columbia; Weir was known
in B.C. as a Liberal reformer (Ormsby, 1972) and would hold in-
fluential public office. Dr. Putman was a former Ontario Normal
School instructor in Psychology and English, and in 1924 was
Inspector for the Ottawa public system (Johnson, 1968). Appar-

entl§ , Putman was less vociferously reform oriented than Weir.
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Putman and Weir gathered a team of eastern/western
Canadian (and'American)~educationa1‘scientistsvincluding Dr.
Peter Sandiford of the University of Toronto, the recognized
leader in Canadian educational psychology, and Dr. F.C. Ayer,
exponant of Progressive management/administration from the
University of Washington, and A.W. Cocks, an "expert in sta-
tistics."

Putman and Weir recognized the political nature of their
report. In the preface to their report they wrote that:

The attitude of the Teacher's Federation was not one

of hostility towards, or dissatisfaction with, the

departmental administration of the school system, but

was based on the grounds that 'the common business

practice of occasionally taking complete stock in

order to keep up to date and progressive would be

beneficial and applied to the tremendously important

business of education. (PW, v.)

In spite of this disclaimer of malicious intent, Putman and
Weir recognized that their Commission had been formed because of
practitioner and public skepticism of existing practices in B.C.
The authors framed their task with commercial metaphors ("busi-
ness practice') and culminated with the pedagogical pun of '"keep-
ing up to date and progressive"., Far from being politically
naive or neutral academic inquirers, Putman and Weir were con-
scious of the political and educational contrbversy geneyated by
the report.

Hearings held by the Putman Weir Commission opened in July

1923 and the press reports indicate that these first Vancouver

meetings began in the same tone of political accusation and >
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rhetoric which had initiated the survey in 1922,
The July'8th’Vancduver Evening Sun ran a page one banner
headline which read: |
PARENTS TO TESTIFY IN QUIZ
Schools will be probed

The Sun indicated that the Putman Weir commission 'has not been
idle in the past few weeks.;;.;conducting'classroom tests in
Vancouver and Victoria. The purpose of the series of pﬁblic
meetings was to give all public organizations, interested in
education, the opportunity to attend and present their points of
view."

On August 6th, the commission heard from school trustees who
claimed that school boards were determining policy regarding the
selection of teachers 'behind closed doors" (Evening Sun, Aug.6,
p. 1). During the hearings a group of teachers "took strong
stands against the present examination systém, demanding that
it militated against the best day in and day out work and failed
to cultivate a love for study and for knowledge." 2 At the same
session, the Provincial President of the W;C.T.U. called for more
scientific tempefance education.

In September, the commission held similar‘heérings in Vic-
toria; local MLA Hinchliffe led a series of speakers on the de-
ficiencies of the existing educational system. 1In a brief speech,
Rev. Hinchliffe linked his demand for more religious instruction
with the dictum that schools should respect the individual;\

We want to have more individual instruction; It

~ is impossible that every child should be forced
" into the same mould. 3
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In this respect, Hinchliffe's conservative defense of
religious training was corroborated by the Progressive call for
individual difference: Various schemes for the improvement of
"national efficiency" were forwarded at the Victoria hearings;
physical labor must be'taught and dignified; political economy,
business, and pafriotism must be taught in the échools; Other
speakers demanded increased cost efficiency and public account-
ability. Navy representatives called for more military train-

in in schools. The next morning's Victoria Daily Colonist

headline read: "Say School Curricula Should be More Practical”.%{

During the public meetings of’1924, virtually all segments of
the B.C. population seemed to be asserting dissatisfaction with
the educational 'status'quo'; Conservatives joined Progressives
to demand educational efficiency and,pracficality.

In the report, Putman and Weir addresséd this polarization
of B.C. educators and public, condemning thq "inherent Conser-
vatism in the minds of educators and schoolmen that shows itself
in a reiuctance to depart from cherished theories and practices
iﬂ theceducation field even when these have been spientifically
disproved." (PW, p.4)

In the section entitled "Traditional Aims Manifest in the
B.C. School System', Putman and Weir were critical of practition-

ers who continued to perpetuate the '"constant immersion in be-

numbing class-room practices', As an alternative, they proposed

s
that education reassert a (practical) relationship to the so- <¥i
cieﬁy within which it existed: "The needs of life are constantl
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changiné and educational practice must undergo a process of ad-
justment to,the demands and needs of an ever evolving social
background." (PW p;40)- Thus, in the specification of the
""measurable objectives" of education, Putman and Weir advo-
cated a pedagogy of social efficiency_which would enable the
4

indvidual learner to acquire the measurable skills with which

he or she would be able to develop, integrate, and function

S ——

within'their specific social milieu.
The fundamental obStaclé to the attainment of the stated

Progressive objectives of the Putman Weir Report (equality of

educational opportunity, individﬁélism, scientific selectiony
social and institutional efficiency) was the continued author-
itarianism of student/teacher interaction and subjective evalu-
ation retained from 19th century pedagogy. . Consequently, Putman
and Weir felt that remediation of traditional inequalities de-
pended on the installation of modernized scientific methodoldgy.
A comprehensive renoVation of the interactional structure of
schooling in accordance with 'objective' scientific (and, there-
by, 'fair' and 'equal') methodsxand practices was proposéd.

The Deweyian theoretical basis underlying the Putman Weir

Report suggested sciéntific methodology (psychometrics, statis-
tics, developmental psychology) as the appropriate means to-

wards egalitarian and democratic 'new' pedagogical ends. Dr.

Sandiford was called upon-tbvscientifically legitimate the

Putman Weir inquiry; that is, Sandiford's contribution of
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scientific discourses and apparatuses.would generate a ''state

of the art" data base for the formation and justification of
evaluative conclusions about the 'efficiency' of B.C. schools.
Sandiford's Work enforced a Vscientific objectivity' and, there-
fore; lent credibility to an intentionally polemical document.

Yet Sandiford's test.administrations and reports eimul-
taneously functioned as 'exemplary' operational standardized
testing models which Putman and Weir would recommend for the
evaluation of students and school performance. Putman and Weir's
plan for educational reform necessitated the use of standard-
ized test instruments (instead of Provincial Ekaminations) to
select and categorize students and schools.

Within the Progressive theoretical schema, standardization
of evaluative judgement would insure the recognition (diagnosis,
evaluation) of individual difference, and would enable the
practitioner to make correlative provision for that difference
. (streaming, treatment, remediation).

In 1925, the Provincial Examination system was the prin-
cipal mode for the explicit and tacit evaluation of teachers and
schools, as well as the primary 'quantifier' of student perfor-
mance. Putman and Weir criticized this 'outmoded' system as
an impediment to 'objectivity' of evaluation, relating their
skepticism of subjective examinations to the more general con-
demnation of 'traditional' practitioners;

Rigidity and formalism in school organization, undue

" emphasis on the curriculum, Gradgrind methods of in-
struction, and the tendency to estimate educational

results by terms such as marks, percentages, Or pro-

portions of ‘'passes' are the besetting sins of those

schoolmen who consider examination results to be the

chief criterion of the teacher's success in the class-
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room or the most reliable measure of the school's

efficience. The provincial examinations are the

outgrowth of an educational system essentially

P s r tha A Lo

russian, rather than British in spirit. (PW, p.259)

-The existing examination system's function was seen as one
of central control. Putman and Weir wrote: ‘'The attainment of
definite and uniform provincial standards on uniform examination
papers is the most convenient, if not the most scientific meth-
od of rating the efficiency of thée large number of schools that
come under departmental supervision." (PW, p.259) Thus, Putman
and Weir recognized that student and school examination results
were the criteria with which the Department of Education (and
area boards/trustees) determined efficiency of schooling.

If, as I have proposed, the essential character of the
Examinations remained 'traditional' in content, criteria and
subjective method, it could be hypothesized that the utilization

of results on these Examinations for Departmental policy de-

cisions 'selected' in favor of the continuation of high literacy

practices. The Putman Weir Report recognized that ''ratepayers
estimate the efficiency of'their schools in terms of examination
results." (PW, p.260) It follows, then, that the public had 1
been quantifying eff1c1ency of the educational system in terms i
of its capacity to transmit 'high literacy' rather than the prac%
tical efficiency that Putman and Weir claimed the public wantedli
Putman and Weir asserted that the examination encouraged

traditional '"formal discipline" in instruction and classroom

organization. They stated that '"the examinations are based al- .
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most exélusively on the traditional formal disciplinary doc-
trine" (PW, pl262). Recognizing that teachers must teach to-
wards the examination for their own and their school's
institutional survival, Putman and Weir deduced that the time
and emphasis devoted to preparation .for year-end examinations
is "largely ineffective because of the lack of definite ob-
jectives and scientific standards:" (PW, p263)

Therefore the repdrt claimed that the Examinations, through
the paradigmatic 'standards' they legitimated, brought schooling
and classroom practice into alignment with traditional curriculum
which the examinations were initiélly created to evaluate. The
resulting subjugation of institutional pféctices by the evalu-
ative expectations of the examination assured the perpetuation
of traditional codes of control (senior critical authority and

judgement) over knowledge and behavior.

"Unreliability of the Traditional Examination", Thorndike was
quoted to outline the inadequacies of the subjective model used
in the marking and scalingﬂof Examination papers:

Moreover, even whén we (examiners/markers) did know
fairly well what we were measuring, the mark or grade
given by any one examiner might correspond only by a
shockingly wide margin with the reality...It may be
thought that such variations as this, 28 to 90, are-
largely due to a general severity or leniency in the
judge, in which case deans, scholarship committees,
and even students, might allow for them by multiply-
ing each instructor's marks by some quality represent-
ing his personal equation. The more important factors
in causing such variations are, however, variations in
the importance assigned to different qualities and
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a Sheer inability to judge educational products

accurately. Allowance for personal severity or

leniency fails to eliminate the variation or

~greatly to reduce it. (Pw;:p;261)
Thorndike called the examinations a system of '""alleged measures"
and was explicitly critical of literacy criticism marking which
was inherently unreliable and non-standardized (and therefore
prejudicial):

The report proposed that "until this system is discarded,
and its abolition cannot occur too soon '"the Examinations must
be made more 'objective' and less traditional in structure."
(PVW, p.269) Consequently, the report recommended the introduc-
tion of more objectively marked test\qﬁestions and statistical
modes of scaling. The utilization of teachers to mark tests was
also encouraged, questioning the continued domination of marking/
criticism by Professors and Inspectors.

The other major proposal regarding evaluational practices
was for the elimination of Junior Matriculation Examinations,
then administered to all grade{VIII students (PW, p.269). This
traditional evaluation had functioned as a high school entrance
examination; students unable to perform to high.literacy stan-=
dards (formal compositi;n, literary analysis, formal grammar,
muscular movement handwriting) were precluded from pursuing
education past grade VIII. '

This continued recognition of the.Provincial Examinations
as the primary scale for judging student and school efficiency

was inimical to the Progressive goals of equality of opportunity
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and accéss to (high school) education for non-academically
(non-literarily) oriented students; In essence, the domination
of 'selection' practices exercised by the traditional model had
enabled that model (and its practitioneré) to select in favor
of itself, legitimated student performance according to the
authoritarian exercise of traditional rule systems.

The regulatory function of the Junior Matriculation Exami-
nation restricted access to high 'school and thereby to teaching
and 'professional' occupations. A further implication of Putman
and Weir;s critique was that, by sanctioning traditional eval-
uation methods, the Department legitimated the continued in-
struction in 'high literacy' and preclﬁded the modernization
of literacy instruction. In this sense, the examinations were
precluding the transmission of socially utilizable (and measure-
able) skills.

Sandiford, Putman and Weir explicitly recommended the
abolition of the system because of its non-scientific subjectiv-
ity, stating that,

if the traditional written examinations were an

accurate test of intelligence or of educational

attainment, a strong defence for retaining them

as an integral part of the Provinc¢ial school sys-
tem could be offered. (PW, p.260)

Scientifically researched and developed evaluation was proposed
for student diagnosis; scientific instruction and curriculum were
regarded as the alternative to traditional practices.

The Putman Weir Report systematically criticized traditional - -
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literacy practices; a general criticism of traditional reading
instruction was outlined, recommending that 'high literacy’
practices be replaced by more child-centered and scientific
methods. Putman and Weir explained that:

Outside of the cities very little systematic in-
struction in silent reading was found in the ele-
mentary schools of British Columbia. At the normal
schools the majority of teachers obtain an elemen-
tary knowledge of the psychology of the reading
process, including such points as .the work of the
eye in reading, pauses, movements, inner utterance,
and how meaning dawns...With this theoretical per-
spective the majority of students should not find
it difficult to gain a mastery over the technique
of silent reading sufficient for actual classroom
needs. The majority of teachers state, however
that they were given no instruction whatever in’
this very important subject while they were taking
their professional instruction. (PW, p.146)

Referring to the 1924 Year Book of the National Society of

Education, they condemned the use of the 3 R's and Classical

methods in reading instruction. The existiﬁ%\situation in B, C.

schools was interpreted as:
a serious indictment of the present school regime |
in the teaching of reading with its grotesquely mis-
placed emphasis on oral reading and its utter neglect

of reading in the true sense of the term -- silent
interpretation of the printed symbols. (PW, p.146)

The practices of oral reading were considered repressive of the
domains, types, or taxonomic levels of reading that modern
reading psychologists like Thorndike and Sdandiford had identi-
fied.(e.g. comprehension 1eve1s decoding skills). Sandiford
related his claims of the validity of silent reading to the im-

provement of other modalities of literate behavior. He

//\..\

s \
y
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explainea that,.ﬂThought,comprehension is basic to thought ex-
pression.”

Thus, Putman and Weir noted that the supersession of exist-
ing "formai discipline' could only be achieved by the complete
modernization of instruction and evaluation of literacy prac- ;
tices. 1In 1925, the major innovative methodologies for 11terac¢
instrucfion included textbooks of scientifically gradated d1ff17
culty, unit lesson plans, silent and remedial reading programs,g
and standardized reading achievement and intellectual aptitude i
(I.Q.) tests.

Sandiford, Putman and Weir récommended the utilization of
standardized tests in lieu of the Provincial Examinationvsystem
as 1) the criteria for assessments of student performance and
achievement, and 2. the criteria for public and governmental
judgements about educational efficiency. Thus, tests were in+\
troduced, primarily, as a more 'objective' means for accountF \

ability.

The format of the‘Putman'Weir'Report methodologically

embodied its primary stated objectives; scientifig.methods were.
used as the primary method of appraising student and school per-
formance. In July, 1924 Sandiford administered a set of prelim-
iﬁ;;y arithmetic and spelling tests to sample groups of students
in British Columbia and Ontario (PWl p.360). The purpose of

these tests was to provide the Putman Weir Commission with com-

parative data on the performance of B. C. and Ontario students.
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Sandiford was piloting test methodology for the major
evaluative cOmponent 6f.the 1925 report: the’prévince—wide
administration of standardized tests to 17,000 students. It
could be speculated that the 1924 administfation of preliminary
tests was Sandiford's_attempt,td familiarize himself with the
statistical characteristics of the-B; C. student populétion
relative to a familiar Ontario 'control group'; prior to
undertaking the most comprehensive administration of standardized

aptitude and achievement ‘tests to date in Canada. (see Table 3)
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TABLE 3

THE TESTING PROGRAM:

THE 1925 PUTMAN WEIR REPORT

" High Schools and Normal Schools - " Grade
1. B. C. Test in General Intelligence....IX-XII and Normal
2., B. C. Test in History.......v'ivuvn.o.s . IX-XII and Normal
3. B. C. Test in Geography..... bt e e IX-XII and Normal
4., B. C. Test of General Science...... ¢...X-XII and Normal
5. Ruch-Popenoe Test in General Science...X-XII and Normal
6. Hotz Algebra TesSt.....'iuuie e inecennnn X-XIT and Normal
7. Henmon Latin Tests......viviviiinennnn. X-XII and Normal
8. Henmon French Test I......... e e e X-XI1 and Normal
Elementary Schools
1. Pinter-Cunningham Primary Mental Test....... I-.11
2, National Intelligence Test........... e ITI-VIII
3. B. C. Spelling Test... v ittt tienreoennas ITI-VIII
4, Ayres Burgess Silent Reading.............. I11-V
5. Thorndike-McCall Reading Scale............. VI-VIII
6. Woody-McCall Mixed Fundamentals in
Arithmetic.....¢ ittt nnns ee . JIII-VIII
7. B. C. Test of Fundamentals in Arithmetic..III-VIII
8. B. C. Test in Geography.......cvuivtereeeennos VI-VIII
9. B. C. Test in History..... et e e e e VIII
Supplementary Testing
1. Ayres Scale for Handwriting................ IT-VIII
2. Pinter-Patterson Scale for Performance..... * ]
3. B. C. General Intelligence Test.......... . .1st year
U.B.C.
¥Japanese and Chinese , source: Putman Weir
students only. Report (1925)
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A ‘total of 20 standardized instruments comprised the test-

ing program; = the tests varied from locally modified, scaled or

developed achievement batteries to standardized American and

Canadian instruments. All of the intelligence and reading tests

fall into the latter category.

‘Four instruments explicitly

evaluated literate behaviors: 1) The B.C. Spelling Test (II-VII)

2) The Ayres Gettysberg Scale for Handwriting (II-VII), 3) The

The instruments

themselves will be described in terms of the literate responses

they required. A detailed analysis of the statistical data base

will not be attempted, although Sandiford's interpretations and

data analysis methods will be selectively reviewed.

The B. C. Spelling Test was administered to all students

from grades II to VIII. The average student required twenty

minutes to complete the forty response instrument (PW, p.438).

Twenty words were dictated orally in '"part one'; the words for

Grade VII were:

assure
occupy
probably
foreign
expense
application
science
circumstance
issue

height

suggest
respectfully
agreement
elaborate
divide
really
celebration
folks
association

career (PW, p.440)

These words had been selected from the Ayres Standardized

'Spelling Sca1e-”intsuCh'a fashion that the norm from the grade




was. 73%."

The second section of the.teSt required that the student
spell words dictated in whOle'sentences; One sentence orally
read to the students was: "His EARLIEST MATERIAL was MERE
nonsense;" (PW, p; 440) The‘capitalized words were to be
emphasized by the teacher when the sentence was read aioud.

The scores were reported in comparison to Americéﬁ norms
and B. C. students were found; on the average, to be superiot
spellers to their American counterparts (PW, p.484). Scores
were reported by grade, sex,.municipality, and school district:

In every grade girls spell better than boys...

City pupils spell better than those in school

districts, but not so well as those in muni-

cipalities. Finally, pupils find it easier to
spell words in columns than in sentences. (PW, p.488)

Student handwriting sampies on the B. C. Spelling Test were

subsequently evaluated by another marking team who used the

Ayres-Gettysburg Scale for Handwriting to determine the quality

of student pensmanship. Because he recognized the inherently
subjective nature of the marking procedure, Sandiford listed
this instrument as a supplementary part of the testing program.

The Ayres Scale was used in B. C. from 1921 until 1952

(see Appendix 1). The scale required that the marker compare the
given student handwriting 'response' with eight models afranged
on a chart; each model provided an exemplary script against which
the marker was to compare the student sample. The marker was

confronted with six boxes arranged left to right in ascending
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order,‘from.thenfpoor' writer (30 .points) to models of pro-
gressively more ‘perfect' script (90 points). The instructions
to the marker stated, ﬁtolscore'sampleé slide each specimen
along the scaleiuntil a writingvof'the same sample is found." 5
The marking proceSs; then, was dependent upon the”visual match-
ing of student work with 'ideal' models; pupil deviation result-
ed in loss of points and 'lower' achievement. The scale had
been ipublished in 1912, and sold 62,000 copies before its last
application in B. C. in 1952 (Conway, 1952).

The administration and marking of the scale was supervised
by Inspector Daniels in Victoria (PW, p.441). Because the es-
sential consistency of the marking depended upon the visual
judgement of the markers, 27 years later, C. B. Conway would

contact the remaining members of the Putman Weir marking team to

aid in the 1952 readministration of the Ayres Scale; Dr. Conway

felt that this would increase the validity of a 1925 vs. 1952
historical comparison,

The 1925 results indicated that "in every grade B. C. hand-
writing was superior to that of the United States." Yet these
test results were not interpreted as positive indicators of
literacy instruction in B. C. Putman, Weir, and Sandiford con-
strued the high achievement levels in handwriting as indicative
of instructional overemphasis on formal pensmanship instruction,

They asked:
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Is B. C. not overemphasizing the teaching of hand-
writing? Such results can be achieved only by per-
sistent effort on the part of the teacher. They
indicate that time is being spent on handwriting | .,
that could very well be devoted to other subjects. =
After all, handwriting is not an end in itself, -
but a tool of learning. (PW, p.496)

Thus, the test results were utilized to condemn the con-
tinued instructional emphasis of ‘a literate skill which had been
perceived as a fundamental component of Classical/traditional
education at both elementary and secondary levels; Critical of
the prior definition of handwriting as of intrinsic worth, Putman
and Weir reconceptualized this particular literate competence

as a "tool of learning".

In this respect, the Putman Weir Report's interpretation of

the handwriting performance of B. C. students reflected a shift
formance. The Progressive paradigm was providing an increasingly
broad basis for the total sc¢ientific reconsideration of literacy
instruction. Conséquently, quality student performance on a

high literacy modalify, like handwriting, was interpreted as inf
diéative of an instfuctional neglect of more utiliiable litera-i
cies. Literacy itself was redefined as an instrumental agent to
enhance 'other' literate performances.

Perhaps the actual results of the two silent reading test,

the Ayres-Burgess Scale for Measuring Ability in Silent Reading

and the fhofﬁdike;McCall'Read°ng'sca1e‘are of less historical im-

portance than the fact of their administration. The institution
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of more‘objective measures of literacy were evidence of the
reconsideration of prior Departmental sanction of the high
literacy paradigm.

In their recommendations for curricular reform; Putman and
Weir proposed the replacement‘ofloral‘reading by silent reading
in instruction and evaluation: Psychologists like Thorndike and
McCall were renovating contemporary literacy instruction by
introducing evaluative instruments which measured student levels
of performance. Parddigms;oflliteracy assert logical congruency
between the defined 'literacy' to be instructed and the 'liter-
acy' to be evaluated. The 'high literacy' model had controlled
both instructional and evaluational praxes; similarly, psycho-
logically defined literacy would establish a congruency between
proposed instructional methods and evaluative criteria and in-
strumentation. |

Thorndike had totally reconceptualized the reading process
according to scientific principles, identifying sets of measur-
able cognitive and physiological responses. Consequently, as-
sumptions regarding aesthetic worth and 'beauty' were béing ’ ,u/
subordinated to the concept of reading as a complex process in-
volving textual stimuli, eye movement, subvocalization, rate,

and comprehension levels.

In a 1926 article in the Teachers College Record, Sandiford

outlined the behavioral redefinition of the reading process.

He explained:
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The behaviourist uses stimulus as it is used in
physiology, as a relatively simple factor (e.g.
light waves of different length influencing the
response of organisms). When these factors are
more complex (as in the environment of the social
world) they are called situations. Situations
therefore are the total mass of stimulating fac-
tors which lead organisms, including man, to react
as a whole. Response is similarly to be understood
The response may be simple or complex. 6

While Sandiford echoed Dewey's explanations of the complex
social stimuli experienced by the individual; he posited a
causal relationship between stimuli (environment) and response
(organism); such dichotomization contradicted the Pragmatists'
argument for the necessarily interactive nature of human learn-
ing (Dewey, Bentley; 1935). 1In Dewey's philosophy, the child
was hot exclusively acted upon, but reciprocally interactive
with the stimuli. In this central respect.,, the behavioral pre-
supﬁositions underlying Thorndikg and Sandiford's reconceptu-

alization of the reading process as a stimulus/response inter- !

action, were incongruent with the pragmatic redefinition of
the reciprocal organism/environment relationship.

Thus, Progressive reform of traditional practices of liter-
acy instruction and evaluation was historically based on research
which prescribed that the control of stimulus (text/test item)

could be used to measure levels and types of student response.

to test the capacity of students to 'read silently'; the test con-
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sisted ef ”twenty paragraphs surmounted by fwenty drawings".
The paragraphs described "what is to be done to the drawing
(usually simple strokes are needed) and they are‘arranged SO
that they must be read through before the procedures can be
understood." (PW? p;441) Sandiferd had chosen a test that pro-
vided a stimulus (paragraphs and instructions) and reqdired

student response ('correct' strokes on a picture).

The format of the Ayres-Burgess Scale required that the

student comprehend the text in one literate modality (silent X
reading) and demonstrate that comprehension by performing a }
different type of communicational literacy‘(strokes, drawing) . i
Regardless of the simplicity of the response task, at least twox
variables enter into the student's measured reading performance%
the test evaluated 1) the student's capacity to 'stroke' the §
picture and, 2) the student's behavioral skill of apprehending Y
and acquiescingto a prescribed rule system (instructional
directions). |

Sandiford recognized that "the pictures add a feature that

can hardly be described as reading". Nonetheless, he defended

the structure of this test by explaining that it functionally
reproduced literacy as it was operationalized in social context.
He explained that:

Silent reading tests. were employed....because 1) they

are entirely more workable than oral reading tests

and 2) they test a capacity that is more universally

applied. After all, most of the reading that is done
f1n the world is s11ent reading. (PW, p.488)
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The empﬁasis on silent.reading in instruction and evaluation,
then, was justified because ofaits_greater frequency of use in
social contexts. Implicitly;~Sandiford assumed that a silent
reading test instrument embodied a capacity to approximate
socially 'real"literacy;

The Thorndike-McCall Reading Scale, described in the

Putman Weir Report as 'the best silent reading test that has

yet been constructed'", required the exercise of a different lit-|

|

. ,'

erate response than the Ayres-Burgess Scale. Grade VII and VIII%
!

students read a short (paragraph or except) passages and re- i
i

sponded to (informational) content questions; the 'correctness'

of response indicated the student's performance at silently ex-

e

tracting and comprehending information from the text,.

The first‘question set from the test exemplified the

stimulus/response format:

|

On Monday Dick saw a red fox, a grey squirrel, and a
black snake in the woods. The next day he saw a brown
rabbit and five brown mice in the field. He killed
the fox and all the mice and let the others live.

What was the name of the boy who saw the mice?
On what day did he see the mice? ,

0?
What colour was the fox? (PW, p.441)

1o 1
e

The structure of the test corroborated 'appropriate' modern
instruction. Not only did the structure of the test verify the
instructional emphasis on silent reading; but also required a
literal comprehension (informational recall) altogether diffgrent

from the critical connoisseurship.and qualitative taste (lit-

erary criticism) required of students on the Provincial
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Examin;tions.

Thorndike and McCall's test items were informed by two
basic assumptions that directly conflicted with the Arnoldian
view of reading as aeSthetic and cultural appreciation:

1) that the passage, rather than a literary whole;

can have an independent existence and validity
as the object of student reading, and

2) that 'comprehension' in reading involved the re-

cognition and processing of information rather
than the exercise of 'higher' critical facili-
ties of taste and judgement.

Both assumptions facilitate the redefinition of the reading
process as a measurable and identifiable‘utility; the extrac-
tion of information from short simulus passages, as Sandiford
explained was a more commonly occurring (functional) type of
literate behavior in the world than formal composition, oral
reading, and literary criticism.

These paradigmatic suppositions on the nature of literacy
were embodied in the test instruments; it was not surprising,
then, that B.C. schools scored below U.S. norms on the Ayres
instrument. In rural areas the pronounced quality of perform-
ance was extremely low, '"at least 10% below normai." (Pw; p.4§)
Sandiford interpreted these results: "silent reading in rural
schools in these grades is much poorer than it might be...".
In effect, the results were used to select against remaining

traditional literacy practices.

On the Thorndike-McCall Reading Scale, the results were

interpreted as follows:
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In the urban areas, "Reading is found to be very well
taught in Grade VI and VII"; while in rural areas, "in
the teaching of reading in all grades in the school
districts is very poor indeed....It is useless talking
about equality of opportunity for all children in the
Province while such a state of affairs is allowed to

persist. (DW, p493)
The test results 1ndicated that urban students in B.C.

where silent reading instruction had been instituted on a mass
basis; scored markedly superior to students in rural (school
district) areas where traditional oral methods prevailed. (PW,
p.493) The universal institution of modern reading instruction
and evaluation was considered prerequisite to the achievement of
equality of educational opportunity, both between urban and
rural students and within the classroom.

These interpretations of the test results logically follow
from the nature of the tests themselves. The instruments mea-
sured 'modern' modes of literacy -- consequently, students in-
structed according to a set of prior paradigmatic practices:
performed poorly. The paradigmatic content and structure of
the inquiry (instrument) significantly determined the results
and findings of that inquiry. These test interpretations were
used to corroborate the Progressive assumptions upon which the-
administration of the scientific instruments had been initially
premised. Modern practices were selected for by the administra-
tion of modern test 1nstruments

The possibilities for ’selectron functions were expanded

by the utilization of several 'state of the art' statistical
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methods for the analysis of the. data yielded by the Thorndike-

McCall Reading Scale, 1) the calculation of T score units of

students, 2) the calculation of Accomplishment Quotienis in

" Reading, 3) the calculation of Reading Quotients of students.

With these scientific analytical.methOds; Sandiford was able to
draw inferences on the relationship of reading with chronological
age, and reading with intellectual aptitude (IQ).

The 'T score units' were a means of determining student
ability in reldtion to the standard deviation 6f the norm group
(Popham, 1975). This '"new measure of ability'" enabled Sandiford
to make group vs. group and indiViduai vs. group comparisons,

The 'Reading Quotient' was computed in the following manner:

READING AGE
READING QUOTIENT =

CHRONOLOGICAL AGE
(PW, p.491)

Using this measure, Sandiford analyzed student performance
in relation to student age levels. The compilation of 'Accom-
plishment Quotients in Reading' was considerably more complex; a
systématic formula (PW, p.892) was used for the analysis of the
relationship of reading age, chfonological agé and mental age.
(derived from I.Q. tests). The use of this scoring method en-
abled Sandiford to explain the relationship of students' intellec-
tual ability with the relative achievement in silent reading.
Sandiford's interpretation of the Thorndike-McCall results is

premised on all three statistical methods:
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In grade VII although the reading quotients were
above 100, the superior mentality of the pupils
reduces the accomplishment quotients to amounts
considerable below 100. This phenomenon, instead
of being the usual one, is very familiar in school
work. The brighter pupils are not taught up to
the limits of their ability, chiefly because their
records are superior to those of average child-
ren of the same age and with these results the
teachers are well satisfied. The best taught
pupils in all school systems are the slightly
duller ones. It is these who are urged and
prodded along incessantly by teachers anxious

to securg good examination records. (PW, p.493)

The implication of Sandiford's analysis was that the student
performance and teacher éfficiency could not be judged on the
absolute terms of a universally applied scale (like Provincial
Examination scores); instead, the computation of an accomplish-
ment quotient in reading enabled the teacher to judge student
achievement (progress) relative to student ability. Sandiford
was practically implementing a central tenet of Progressive
pedagogy; the recognition of individual difference (and pro-
visionlfor equality) through the statistical quantification of
'relétive' rather than 'absolute' achievement. These measures
enabled Sandiford to draw conclusions:about the 'quality' of in-
structional treatment relative to the capabilities'of the |
student (I1.Q.). |

‘The use of standardized intelligence tests to verify achieve-
ment levels was part of the more general Progressive philosophy
of testing for the assurance of individual difference. As demon-

strated .in his comments on the Thorndike-McCall results regarding
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"equalify of educational opportunity", Sandiford saw the achieve-
ment of equitablei and humane educational goals as best facili-
tated by the use of standardized intelligence and achievement
tests. In this respeCt; he was in direct historical agreement
with those early.ZOth'century American pedagogues who saw I. Q.
testing as the principal means for achieving systematic equal-
ity (Aronowitz, 1976; Blum, 1978).

Putman and Weir anticipated that the institutionalization
of psychological testing would be criticized from conventional
‘perspectives. They explained that, "Tﬁe criticisms made in
British Columbia of the reliability of intelligence tests may
be summed up under two heads; Moral and Vocational...As a pre-
liminary statement it may be said that these criticism are
largely based on a misconception of what intelligence tests are
designed to measure." (PW, p.357)A

Yet Putman and Weir defended the tests as ''indirect" meésures

of vocational aptitudes. Quoting Dr. McCall's text, How to

Measure in Education, the report explained the basic assumption
of the underlying Progressive use of testing for 'streaming':

The first principle is that to guide a pupil into
a highly specialized occupation requires a special-
ized series of tests. Certain traits such as mathe-
matical ability, ability in drawing...may be so
. specific as to require a special diagnosis. It is
fairly well established that a general intelligence
measure will not reveal whether an individual pos-
sesses the peculiar combination of .traits requisite
for success in certain occupations...Thorndike's
series of tests for clerical workers, and Seashore's
tests of musical capacity...are all attempts to meas- -
-ure the degree of presence of certain specialized

Thus, intelligence tests were to be used in conjunction with
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standardized achievement tests (Thorndike's tests for cler-
ical workers) to scientifically ground educational decisions.
In conclusion, the Progressive theoretical concerns of

Deweyian pedagogy unified the practical perspective on B. C.

schools expressed in the 1925ﬂpuiman5weir°Reporf; the re-
placement Qf 'high'culturald practices with socially ufili-
zable orientation of curriculum and instruction was accepted
as the best means for facilitating equality of educational
opportunity, the recogniton of individual difference, and
increased efficiency on all levels of the educational system.

Putman and Weir were‘aware thdt their proposed reformation
of B. C. schools would be opposed by specific socio-economic
and political groups within the province. vThey recognized that
certain classes within the community were dogmatically aligned
with either traditional or Progressive ''schools of thought"
about education. They outlined the principal paradigmatid
views on education in 1925:

a. Reactionary and Ultra-Conservative

b. The Conservative Class

c. The Moderate Class of Educational Opinion

d. Progressivism
e. Radicalism (PW, p.26)

By degree, each of these groups was said to oppose or advocate

educational change.

Putman and Weir explained that 'Progressivism' advocated

a systematic program for educational change:
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Vocational guidance, the adoption of platoon and
junior high schools, greater facilities for tech-
nical education for girls as well as for boys, the
general and systematic use of achievement tests

in evaluating the quality of the human material

in the classroom, and the efficiency of instruction
-- such are probably the chief planks in their ed-
ucational platform. The more moderate school of
thought (classic) also sanctions some of the above
innovations in our schools, but within more re-
stricted limits. (PW, p.27)

Recognizing that "adherents of Class (C) apparently con-
stitute a hajority of the citizens of the province'", Putman
and Weir opted for an ostensibly 'restrictedf Progressive
educational scheme. Pufman andVWeir were consciousl& aligning
themselves with gradual and controlled (moderate) Progréssive
reform; which they perceived as acceptable to a majority of the
B. C. population. Their advocacy of scientific methods, cur-
riculum, instruction, and evaluation towards 'Democratic' ends
conflicted with the educational aims of the "Conservative',
"Reactionary", and "Ultra-Conservative" classes who favored the
continuation of 3 R's elementary and high literacy secondary

programs.

which militated against traditional practices in favor of Pro-~
gréssive reform, Hdwever; the educational paradigm shift was not
éxclusive to curficular“reform; in fact, the curricular revisions
proposed by Putman and Weir would not materialize for a decade

hence. The proposed redefinition of evaluative method, as being
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necessafily scientific and 'objective', was correlated with
changes iﬂ the methods of literacy instruction; The report
proposed the total reformulation of the aims and concepts of
liferacy instruction.

Testing of achievement and #ptitude‘had evolved from a
disciplinary (psychological) method info a primary modé of
assessing and verifying ‘'worth' of educatibnal phenomena.
Method was beginning to embody and prescribe 'world view'.
Putman and Weir's findings opted against existing traditional
practices at all levels of the educational system. They pro-
posed the scientific redesign of»evaluation and instruction
to insure the transmission of educational knowledge (literacy)
qua utilizable skills; implicitly redefining the schooling
experience and individual status of the 1earner.

In June, 1925, the commission submitted the report, con-
sisting of twenty-five chapters, appendices, and tables, to'

the Department of Education. The Putman Weir Report was the

most comprehensive school survey in Canadian educational his-
tory. 'Whiie the report would not be formally tabled inbthe
legislature until October, both Putman and Weir released public
statements prior to the actual publication date. Resuming his
duties in Ottawa, Putman indicated to a Victoria reporter the

nature of his findings:

Dr. Putman said there was still a number of people in
British Columbia with very conservative ideas as to
. education and who retained the old idea that indivi-
“dual parents should pay for the teaching of their
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own children. 7

Dr. Weir had returned to his position as head of the
U. B. C. Faculty of Education. 1In July, he stated:

It is no breach of trust, however, to say that the

report will be found to be comprehensive, frank,

and objective analysis of the educational conditions
in British Columbia. 8

Discussing the report with the press, Weir ihdicated that fi-
nancing of a compréhensive Junior High School system was recom-
mended as a means of encouraging students who whould otherwise
leave school after elementary training, to pursue secondary
studies.

Several Provincial newspapers published‘summaries and re-

Under the headline "RECOMMEND ABOLITION OF EXAMS", the Van-

couver Province reported that:

The abolition of public school examinations bugbear

of students and teachers alike, is urged by the edu-
cational survey ... recently issued ... The tradition-
al written examinations are found unreliable as an
accurate test of intelligence of educational attain- -
ment...It is even claimed in some schools that there
is a tendency to make life miserable for weaker stu-
dents who are likely to fail on the final examinations
and thus lower the proportion of successful candi-
dates for the schools. Cases of pupils who withdraw
from school rather than submit to such treatment have
occurred and, the survey says, teachers guilty of such
reprehensible practices should be banished from the
profession., They might be encouraged to obtain em-
ployment as wardens, in penitentiaries. 9

vative and Ultra-Conservative practices had minimal immediate
effect upon schooling practices. Public debate, between pro-
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ponents of the.report and defenders of the educational status
quo, continued until 1928, Liberal Minister of Education Maclean
and Conservative education critic Hinchliffe continued a highly
politicized legislative and media dialogue on the standards and
practices of public schOols:"MacLean continued to claim that
B.C. schools maintained the‘highest (traditional) standards
while Hinchliffe continued to pursue the issues of Examinations,
American textbooks; lack of religious training; and non-viable
financial practices which continued to plague the educational
system.

In October, the public respénse to the report was immediate
and, once again, polarized. This letter appeared in the Van-

couver Province, October 24th, 1925:

In my humble opinion, the minister of education made
a very bad selection. For two sessions in Vancouver
I heard the two commissioners. One of them seemed to
have .the word "Prussian'" on his tongue at all times.
I do not admire Prussians or Prussianism but this I
must declare that a little more of the German disci-
pline should be inculcated among our young people.
Had any country but Germany suffered the defeat and
humiliation, well deserved as they were, we should
have seen them in the throes of Communism today...Il
urge the people of this province to regard this re-
port with caution; not to-believe that the majority
of their teachers and officials are incapable; to
not allow any 'infallible' doctors of pedagogics to
undermine their esteem of the good work being done. 10

(signed, an ex-teacher)
By association, those parties that Putman and Weir de-
scribed as being'reactionarily/radically opposed to any change

in the existing system were attacking the report as potentially
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.dangeroﬁs to.the‘stability of Canadian political structure.
Hinchliffe confinued his critique against the examination

system; in December 1925; Hinchliffe reported in the legis-

lature instances of ”serious,discrepancies in the marking of

candidates for the Junior Matriculation Normal Entrance Exam-

ination." 11

MacLean, less than a month after the Putman Weir Report

was released; was citing his own body of information claiming
that B.C. pupils performed better than their American counter-
parts. In a Vancouver article; headline "B.C. Pupils are Better
than American", MacLean is reported to have answered critics in
the legislature by reporting that "Results, as shown by the
work of teachers, had demonstrated that in spelling, writing,
silent reading and arithmetic, B.C. pupils were superior to
those in corresponding grades in U.S. schoolé.” 12 |

In this case MacLeén was claiming that (here unspecified)
statistics regarding teacher Normal School training were indi-
cative of the perfofmance of B.C. students; his statement con-

tradicts the statistical or interpretive evidence providéd in

the PlUtman Weir Report, released just one month prior,

MacLean was continuing his political pattern of "tiresome

_ . . 13
reiteration of threadbare boasts of his government's record,"

as Ormsby (1958) suggests. The post Putman Weir Report dialogue

in the legislature and media was characterized by the continued
polarization of those segments of the B.C. population who favored

or obposed educational change in the schools. Poised between
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those who favored more conservative reform, (i.e. Hinchliffe
and Conservative'MLA's)wand; those who favored more Progressive
reform (i.e. King; B.C.T;F,),jwas Minister MacLean; until the
termination of his tenure in 1928, MacLean continued to defend

the existing state of affairs which the Putman Weir Report had

demonstrated as 'outmoded'; inefficient and 'Prussian’'.

In 1928; Dr; S. Fraser Tolmie and an inexperienced group of
Conservative MLA's defended MacLean's Liberals: Rev., Hinchliffe
. was appointed Minister of Education much to the dismay of Lib-
erals who viewed that Government and education would have been

more open to Conservative, traditional influences.
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CHAPTER 7

1925-1935: POLICY INTO PRACTICE

In The History of Public Education in British Columbia, Johnson

noted that selected Putman and Weir recommendations, such as the
establishment of a junior secondary system, were readily adopted;
"others were imrlemented slowly or only in part." 1 The influ-

ence of the Putman Weir Report's recommendations was forestalled

by Minister MacLean's reluctance to admit to existing pedago-
gical deficiencies. Putman and Weir's reform would not be.imple—
mented as‘part of identifiably Progressive department policy
until Weir's appointmént as Minister of Education in 1933. As
part of the 'wages ahd labour' mid-Depression Liberal reform
government, Weir would succeed in.reconstruéting educational
practice in B.C,

From 1925 to 1935 the B.C. curriculum was revised in os-
tensible accordance with the pedagogical models recommended by

Putman and Weir. The Public Schools Reports of the era indi-

cate that the 'new scientific' and 'new pedagogical' criteria
and standards were begiﬁning to inform Department legitimation
of teacher and student performance. The selective adoption of
Progressive practices continued throughout the Ministerial
tenures of Hinchliffe (1928-33) and Weir (1933-41). Yet post-
crash economic and political cénstraints upon major Progres-

sive reform led to a comprehensive reiteration of Progressive
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managerial tenets in 1935, when Dr. H. B. (Major) King was
commissioned by Weir to restructure the administrative and
financial organization of B. C. schools.

In the 1926 Public Schools Report, Inspector W. H, May

reported that administration of "about a thousand standardized
Intelligence and Achiewement tests.",2 In 1926, other practi-
tioners were showing signs of responding to the Putman-Weir
recommendations; North Vancouver and West Vancouver teachers,
"united for the purpose of securing a course on Mental Measure-
ment and Standardized Tests. This course did much to enable

" teachers to interpret correctly the results of tests and measure-
ments that they were then conducting and others administered
later in their term."

Signs of modernization of 1iteracy instruction were in
evidence in Prince Rupert, Prince George, Ocean Falls, and
Smithers. One rural Inspector noted that '"there many teachers
on the waiting list for books on 'silent reading', particularly

for B. H. Smith's One Hundred Ways of Teaching Silent Reading
4

for All Grades."

Whether the Inspectors' observations were altogether re-
liable and descriptive is a secondary consideration to the fact
that\such commendations of districts anditeachers legitiﬁated
scientific methods of literacy instruction and evaluation.
These inspectorial reports were Departmental enforcements of

Putman and Weir's pedagogical model. The 1926 reports
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prescribed criteria and methods for evaluation of student and

practitioner performance..

The Public Schools Reporits of 1925 and 1926 also reported

a number ofvsubstantial changesiin the structure of the Pro-
vincial Examinations: In 1925; for the first time; candidates
for Junior Matriculation and Normal Entrance were granted privi-
lege of writing the examination in parts and were given stand-

5 oOn February 27,

ing in all papers on which they scored 50%.
1926, the Board of Examiners adopted regulations that set the
Junior Matriculation paséing mark between 40 and 50%.

In essence, changes in the (high cultural) Provincial Ex-
amination system were minimal, consisting of the lowering of
the percentage level scofe on an individual paper that could
be termed acceptable for secondary (vocation, normal, or senior)
admission. Instead of increasing objectivity, or mitigating its
promotional/selective power -- the Board of Examiners was al-
tering scaling procedures, seeking to increase the scientific
accountability of the Examination without restructuring that
system. Literary criticism marking and subjective scaling
were preserved in spite of the increased district level use of
standardized tests.

Thus, although Putman and Weir were able to generaté an
increased utilization of sciemific evaluational and instruction-
al methodologies; chiteria and concepts for educational prac-

tice remained the critical domain of the Provincial Examinations.
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Previously, the 1924 High School Course of Studies had been

the most recent curricular revision. Between 1927 and 1932, a .i

NeW’Programme‘of'Studies'was'introduced in B. C. schools. It

representated a partial reformulation of the curriculum to ad-
dress the necessity of social practice and individual difference

described by Putman and Weir.  Yet, as the‘Kinngeport‘(1935)

and the Gray-MacKenzie Survey (1938) suggest, the acceptance of

Putman Weir curricular philosophy by practitioners in various
areas of the province was marginal. After a change in Minister-
ial tenure from Hinchliffe to Weir in 1933, the 1927-32 'in-
novative' curricular revisions wbuld be criticized retrospective-
ly as superficial.

In 1927, MaclLean became Premier (concurrently holding the Ed-
ucation portfolio) and continued to defend the existing situation
against claims by Conservative MLA's Hinchliffe (Victoria),

W. Mackenzie (Similkameen), and Coventry (Saanich), that U. S.
textbooks and pedagogy insidiously dominated B. C. schooling.
On February 18, 1928 W. A. Mackenzie,
attacked several school books used in B. C. schools
and caused a mild sensation in the legislature.
Mackenzie read aloud from a technical (stream) text
bought by B. C. schools from a U. S. publisher...
He asked if out of the hundreds of teachers and
professors in B. C. there were none capable of

writing such technical books as the one he had
just quoted them. 6

MacLean responded with the claim that traditional ideals
of Canadian and British content were, indeed, being continued

in B. C. schooling. MacLean explained "how Canadian and British’
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ideals are being stressed in every department of B. C.'s ed-

ucational system." 7 The period of B. C. educational history

immediately after the Putman Weir Report was one of increasingly

vociferous opposition to American influence on schooling prac-
tice.

Rev. Hinchliffe became Minister of Education in 1928 and -
would direct the first period of post-Putman Weir modernization.
In a 1930 speech to the Vancouver Canadian Club, Hinchliffe out-
lined his objectives for education:

Education, insofar as the individual is concerned

may be defined as the sum total of this training,

knowledge, and experience. Every child, as soon

as he is able to observe or, as we say, take no-

tice, begins his actual individual education. He

goes on acquiring knowledge and experience, and if

it were possible for him to acquire such training,

knowledge, and experience as would fit him and

compel him to make the most of life, he would have
obtained the ideal or perfect education. 8

In the midst of economic Depression, Hinchliffe recognized. the
need for vocational training for the unemployed.

By 1930, Hinchliffe had reconciled 'social efficiency' of
the individual with his more Conservative beliefs in patriotism
and English values. Creating a hybrid Conservative/Progressive
social rhetoric, Hinchliffe sanctioned vocational education as
in the national interest. He explained:

From what I have said it is apparent, therefore,
that whatever else -a government might contribute
to the education of the youth of its country it
should see that its young people receive such
training and instruction as will help them to

make their living in the ordinary vocations and
walks of life that exist in their own land. 4
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Although Hinchliffe had aligned himself with fiscal and

political Conservatism, calling for a 43% cut in the U. B. C,

" budget in‘1932-(0rmsby, 1958), his statements evidenced an

acceptance of Progressive'social efficiency as an appropriate
aim for the educational systemt‘As Minister of Education;
Hinchliffe indicated to his Conser&ative'constituency that
proposed (egalitarian) vocational and commercial training pro-
grams would address the economic problems of Canadian society.
A consensual acceptance of the socially reproductive relation-
ship of schooling to industrial econoﬁic reaiity was emerging
during the Depression. Hinchliffe indicated to those who had
opposed American (Progressive) reform of schooling, that such
reform was necessary to create a functional work force and there-
by upgrade the industrial sector.

The first curricular revision had been undertaken during
MaclLean's tenure as Minister. Until he was defeated in 1928 by
the Conservatives of Dr. S. Tolmie, Maclean continued to defend
his governments record in education. In 1928, Maclean main-
tained that, 'at present we are contributing more generously
to the municipalities of the Province for educatidn than is

-any other Province in Canada." 10

of British Columbia, stated overall goals which reflected Putman

and Weir's emphasis on the necessity for accomodating individual
difference and offering a practical, utilizable education. The

~

curricula emulated the existing junior high school system in the
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United States; scientific methodology informed such objectives
as: ‘'integration of subjects'™ and "individual diagnosis, lead-

ing to educational and voc:a.tiona.-l‘guida.nce."'11

The Progres-
sive concerns with ‘'efficiency' were seen as the appropriate
means towards an egalitarian educational system; financial
efficiency and democratic equality were conceived of és syn-
nonymous. The curriculum explained that “eliminafion of waste..
. .should come from the adopfion of a reformed and better ad-
justed curriculum as well as the equality of educational oppor-
tunity which will result.” 12 This concern with equality is
apparent in the redefinition of £he objectives for high school
education. Between 1928 and 1929 the high school curriculum
reconsidered the prior emphasis on the needs of students of
"superior mental endowment" and attempted to better facilitate
the needs of the "student body as a whole'" (Thomson, 1972). 13
A similar high school revision was introduced by Hinch—
liffe's ministry from 1929 to 1932; Thomson (1972) explains
that "consequently in the Programme of Studies from 1929 to
1930, changes were listed in only the grade IX courses; In
this grade, the changes consisted chiefly in the re-allottment
of the same work which had been prescribed before." 14 In
spite of the suggestion that the 1927-30 curricular changes
were ostensible rather than essential; many historians (Gréen,

Thomson and Johnson) accept the curriculum's stated 'radical'

departure from prior curricula on face value. Green (1944), .
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for instance, analyZes the 1929-32 curriculum as a historical
change from an undemocratic obsolete system to a humane; demo-
cratic; scientific; and fiscally sound model. 15

Yet indicators for a paradigmatic shift are not reducible
to the veneration of a single set’of innovations. A review of
the 1929 literacy related curriculum; and the status of the
Provincial Examination system; reveals that the suppositions
of the high literacy paradigm continued to control secondary

language curriculum, instruction, and evaluation throughout the

period after the Putman Weir Report.

The Grade IX English Literature course prescribed several
anthologies of prose and poetry, but also demanded that students
choose from four novels for examination purposes. Of note is the
encouragement of oral and written reports on books read outside

of class.

Green (1972) describes the composition course for grade X

students:

The text to be used was the same as for the subject
of composition, namely, "Composition Through Read-
ing'" -- introductory course. This volume contained
many selections of poetry and prose which might be
read primarily for the pleasure they might give, but
in addition it was well stocked with exercises which
could be used in the teaching of both grammar and
composition. In grammar special attention was given
to: the phrase; the sentence; analysis (general and
particular); parts of speech,; parsing. The subject
was to be approached from the functional, practical
point of view rather than the purely academic. In
composition teachers were asked to emphasize the
following points: punctuation; the sentence (clas-
sification of the sentence and the principle of
unity as applied to the sentence); simple paragraph
forms; personal letter; oral composition; word study;
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and the use of the: dlctlonary for the increasing
of vocabulary. 16

The allegedly 'reform} oriented curriculum was, in fact,

a combination of practices of two paradigms of literacy. The

1929 Senior High School course of studies involved a transfor-
mation of traditionallliterady methods in térms of stated Pro-
gressive intents.

The traditional emphasis on the formal compositional inter-
pretation of literature was retained, augmented by occasional
pleasure and leisure reading. Thisvrecognition of different
types of reading wés complemented by the prescription of text-
books containing exercises and instructional units. The unit, a
'project-centered' emphasis of Dewey's pedagogy, was part of
this preliminary attempt to systematize literacy instruction.

A similar reformation of traditional practices occurred in
the language usage instruction on the senior levels. The clas-.
sical emphasis on grammar instruction was present (parsing, parts
of speech, analysis of sentences, etc.), yet Was to be ép—
proached 'from the functional practical point of view rather
than the purely academic." 17

Consequently, the 1929 curriculum was an attempt to syn-
thesize divergent literacy paradigms; this practical sygthesis
was paralleled by Hinchliffe's theoretical 'blurring' of two
dichotomous educational‘philosophies. During this period of
transition; traditional practices were retained in a pedago—\

gically redefined frame. Traditional practices were being re-
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structuied in terms of social function~ and practicality.

Furthermore; Progressive reform conflicted with the con-
tinued utilization of traditional methods of evaluation. Des-
pite Hinchliffe's aforémentioned skepticism of the Examination
system (Chapter 7); he was unablo'or unwilling to mitigate;
much less "abolish"; the existing Provincial Examination sys-
tem. A review of the Board of Examiners' minutes from the
period 1926 to 1934 reveals that, while various structural
changes were introduced to increase apparent reliability and
objectivity, the subjective influence of the examiners and mar-
kers over public and departmentai'evaluative assessment of
school and student performance continued. -

On December 6th, 1930, Hinchliffe made a brief address to
the Board of Examiners, explaining, '"the importance of exercis-
ing great care in the preparation of examination papers.' That
same year, the question setting the passing mark at 60% or 50%
was referred to the B.C.T.F. 18 This move, proposed by Dean
Buchanan and seconded by D.L. MacLaurin, was an attempt by the
Board to introduce teacher participation in marking and scaling
as proposed five years earlier by Putman and Weir.

In an attempt to increase the credibility of the examina-
tions as an indicator of student and school performance, the
Board of Examiners was increasingly aware of the practitioner
and public distrust of the marking and scaling system (Conway,

1956). Furthermore, Junior Matriculation examinations were

161



still required for entrance to academic and Normal Schools. The
minutes of the Board of Examiners indicate a primary concern with
the discussion of 'academic' Junior and Senior Matriculation pa-

pers.

In conclusion; during the period after the ﬁufﬁaﬁ;Wéir Re_
~ port, reform was more visible and ostensible than subétantial.
As shown, MacLean continued to defend the educational status quo
against Progressive reform of the educational system until 1928.
Beginning in 1928, Hinchliffe accelerated the adoption of Putman
Weir recommendations, successfully placating more conservative
critics of educational reform by indicating that reform itself
was the only reasonable means towards the increase of social
efficiency and national stability.

The curricular changes which occurred from 1927 to 1932 were
more a restatement and augmentation of traditional practices as
means towards the ends of social utility and individual differ—
ence. Furthermore, the formal examination system remained the
principal mode of educational evaluation. While the Classical
paradigm had been publically questioned, curricular and evalu-
ational systems from the 'high cultural' model remained.

Yet Hinchliffe's Conservative political legitimation of
Progressive educational theory, and his partial reform bétween
1928 and 1933 in a period of economic disintegration, anticipated
a more explicit and comprehensive rejection of traditional edu-

cational practices which began in 1933. G. Weir was appointed
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by 'new deal' Premier ‘T.. Pattullo as Minister of Education
and Provincial Secretary (1933#41);

Weir would institute reform at all levels of the educational
system, providing for handicapped and remedial students, unit
and project-style instructional brganization; increased adult
educational programs; professional retraining courses;'and the
increased use of standardized teSts; The recommendations of the

Putman Weir Report would be belatedly operationalized in the

mid and late 1930's by Weir, H.B. King and a generation of 'new

scientists' like C.B. Conway and Robert Straight.
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CHAPTER 8

THE 1935 KING REPORT:
EFFICIENCY IN FINANCE AND PEDAGOGY

In spite of H.B. King's 1924 skepticism of Weir's appoint-
ment to the survey team;_the 1934 appointment of King as "Tech-
nical Advisor' and his subsequent 1939 promotion t¢ Chief
Inspector, were logical philosophical and political selections
by Weir. King and Weir shared Liberal political backgrounds and
Progressive educational philosophy. King was initially commis-
sioned to draft an evaluational report on school financing -- to
generate managerial solutions for the financial problems of the
échool system. Weir and King would introduce the managerial/
pedagogical efficiency model, by that time widespread throughout
Canadian industry and civil institutions (Lowe, 1980). 1In re-
cognition of the limited actual reform since 1925, King's pre-
liminary work on financial and administrative structure would
complement the scientific plan for proposed curricular change.
King and Weir, and the inspectoré and professidnal-eValuators Who
aided them throughout the 1930's were instituting and legitimat-
ing those Progressive policy recommendations first proposed in
1925.

The review of,SChOOifFinanée.ih‘BritishTCblumbia by Dr.

King, focuses on Progressive philosophy which mediated his actual

recommendations for reform. King, like Putman and Weir before

165



him, understood the necessity for comprehensively stated edu-
cational theory to unify and rationalize practical schooling
changes. King's initial framing of his task interrelated his
concerns with social utility and financial efficiency (K, p.27).

King considered high ‘cultural pedagogy responsible for the
state of the (educational) economy; that is, he sensed that the.
present economic inefficiency was, in fact, the consequence of
traditional practioners' unwillingness to accept scientific
- change. King claimed that Canadian economic and political
efficiency necessitated the upgrading of the educational system's
capacity to produce a functional labour force:

It may at this date be reasonably hoped that the

human mind and human intelligence are going to

prove adequate for the solution of our social and

economic ailments without collapse and social dis-

integration. It may fairly be claimed that educa-

tion is entitled to a large share of the credit

for this. It can also hardly be denied that busi=

ness and industry, in their organized technical

complexities, would be helpless without the con-
tinued supply of young recruits furnished by the

schools. (K, p.27)

In King's estimation, the inability of the educational
sytem in B.C. to adequately address mid-Depression economic and
social 'needs' of Canadian society was the responsibility of
Conservative and Reactionary opponants to reform of educational
theory and practice.

While it cannot be established that education has

failed, it may be conceded that it has done less than

might have been done and this from a number of causes.

There have been no clearly defined objectives, no well-

thought-out philosophy of education. There has been
implied conceptions of what education means, based up-
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on .tradition, and these conceptions have largely
determined practlces The schools have gone on
repeating educational processes which it hoped
would have certain results. But there has been..
no adequate analysis of what it was hoped to do,
and there has been a failure to measure in any
scientific way what has been done and to dis-
cover whether or not our presumed objectives
were being realized. In other words, we have
had neither an adequate philosophy of education,
nor have we applied science to the educational

programme. (K, p.27)

King blamed the Habituated repetition of traditional prac-
tices for the failure of the educational system in B.C.; one
such traditional practice was the continued acceptance of non-
scientific (subjective) traditional performance goals. In the
U.S., Charters and Tyler, at Ohid State were ''commissioned at
the height of the Great.Depression by the Progressive'Education
Association (honorary president, John Dewey) and supported by
private funds from the Carnegie Foundation and the Rockefeller
initiated General Education Board,'" (Hamilton, 1978) to develop
systematic managerial structures for curriculum development and
evaluation.

King's belief that B.C. schools lacked the articulated edu-
cational theory prerequisite to the stipulation of pedagogical
aims, echoes the Tylgfi?n managerial concern with program and
behavioral objectives. \ih 1935, the B.C. educational system
lacked the comprehensive integration of theories and reseirch
(i.e. Taylor, Charters; Bobbitt; Thorndike) with policy and
practice. King held that the scientifically and philosophically

'naive' political and practitioner critics of modern-
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ization were responsible for the entrenchment of traditional

-practices. He wrote:
This has been partly the fault of educational lead-
ers of former times. "It has also been due to the
fact that the administrative structure of education
has been such as to be an obstacle to the realizing
of the objectives of education, even if these were or
had been clearly conceived. It has not been recog-
nized that education is a peculiarly difficult pro-
fessional task, involving, as has been said above, a
social philosophy and a practical science, including
the science«of administration. The educationists in
English speaking countries have been hampered by the
fact that the actual machinery of education has been
in the control largely of laymen, not infrequently
guided, until recent times, by professional advisors
who were excessively conservative and reactionary.
It has been as though an army was controlled by elec-
ted Municipal Councils. (K” p.27)

King proposed an institutional (industrial) model for
education. In his chapter on "Fundamental Conceptions', King
structured the proposed scientific reform; a comprehensive
philosophy of education would generate the scientific (statis-
tical/analytical) determination of objectives and programs.

This process of ascertaining objectives and programs (Tylerian
curriculum development) and the operationalization of the re-
sultant curriculum would require that "laymen"‘and "reactionary"
professionals relinquish control over the "actual machinery of
education" to a group of administrators and specialist prac-
titioners familiar with scientific and Progressive methods.

King's reconstruction of the school system necessitated a

~group of practitioner/adhereﬁts to the Progressive paradigm:\ He

explicitly attacked traditional administrators, school boards,
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and inépt Departmental leadership, while encouraging younger
teachers. 1In Kuhnian.terms; King was attempting to coopt and
enfranchise practitioners necessary for the operationalization
of the "New Curriculum* (which”he.wou1d scientifically redesign
in the late 1930's). He wrote;

The harm. which has come from this lack of pro-

fessional direction and control has been marked

in the field of the selection and appointment of

teachers...If teachers are not properly selected

in the first place, and not assigned to their pro-

per tasks thereafter, there is obviously great edu-

cational and money waste. If the most gifted of

the incoming teachers are not given positions ap-

propriate to their abilities and training, but

these positions are given to mediocrities with

local influence, it is obvious that only an in-

justice done to people of merit. but that the

youth of the Province are dealt.with unjustly."

If localism and favouritism count more than

qualification, it is clearly that an educational

system will never rise to a high level... An

examination of the distribution of teachers through-

out the Province will show that young teachers are

graduating from the training institutions with the

highest standing have had to accept obscure po-

sitions which make no proper demands upon them(K P 28)
, P.

Younger educators had been excluded from the teaching ranks
and institutional positions of power by outmoded selection
mechanism (localism, favoritism). Instead of a scientifically.
established criteria of quality (Progressive meritocraCy), the
local board/trustee system continued to select in favor of tra-
ditional practitioners. Institutional rule systems had to be
modified to encourage and reward acquiescence to the new peda-
gog& and to include younger'practitioners:

As a result, Weir and King totally revised teacher in-ser=

169



vice training.throughout the Province to encourage practitioner
acceptance of the new pedagogy. Between 1933 and 1940, Victoria
and Vancouver colleges offéred.compréhensive teacher retraining
programs which featured psychoiogy instruction for administra-
tors; visiting American and Canadian professors of psychology
and management; by 1936 such training would be compulsory for
some teachers; 1

King felt that the'last major curricular reforms (of MacLean
and Hinchlifdfe) had béen 'cosmetic' alterations of content --
the result of a lack of finances; Progressive theory, and
scientific method. Thus, he was critical of the 1927-32 cur-
riculum which appeared Progressive but was, in essence, a con-
servatiﬁe legitimation of the status quo. His report stated
that the existing curriéulum was '""Partly the result of accident,
of temporary adjustments and concessions and the fitting in of
the programme to the time that was available." (K, p.28)

In sum, the post Putman Weir curriculum reforms (and the
conservative/Progressive theoretical hybrid) had failed to
effect the social utility that Hinchliffe had publically aimed
for. The traditional power structure of school boards, inspec-
tors and the Board of Examiners had retained control over school-
ing in spite of selected Departmental intervention to inerease
efficiency. King's critique was consistent with the B.C. Liberal
goverﬁment's stand on the state of the economy; Patullo and

Weir claimed that the administrative and financial efficiency of
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Tolmie's Conservative government had failed to incrdase social %
efficiency in the mid-Depression economic crisis. Thus, King
criticized the failure of the curricular reform administrated
by Hinchliffe;because'of.its:inability to scientifically or-
ganize the economic and SOCia1:Structuretof schooling;

In terms of the existing educational situation, King
stated that:

The curriculum itself has not been adequately studied,
in this country at least, from a scientific point of
view, It tends to be maladjusted both to the indi-
vidual and to the needs of society. Whatever changes
are made in it under committees appointed for the pur-
pose, the last needs that are thought of are the needs
of the individual and the needs of society. More po-
tent than these needs are the desire of those who
teach or control the subjects comprising the curric-
ulum. The curriculum tends to become, in the acade-
mic subjects at any rate, what professors in the
dominant university or universities believe they
would like the student to know when they come to them.
It is surely obvious that what a university professor
thinks he would like the student to know when he comes
to him is no criterion for determing what a boy or
girl should be doing or should be learning through-
out some twelve years of elementary and secondary
school life..... Here again the application of science
to education is required. The science is available.
We do know sound principles of curriculum construc-

tion. (K, p.28)
This critique specifically noted the influence of uni-

versity professors on curriculum development teams. The liter-
ary criticism model, operationalized by the Board of Examiners
(Departmental Inspeétors and University professors) propégated
high cultural instruction and curriculum,

King's anti-traditionalism (anti-intellectualism) was also

reflected in his skepticism of the British tradition of school- |
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ing. He wrote that English separate school systems had "fit-
ted in very well with the English social tradition'", yet recog-
nized that it perpetuated an elitism of academic value:

In English-speaking countries the academic secondary

school appears to be more .desirable socially, and

people who are not .too well convinced of their social

position seek assurance by sending their offspring to

the type of school which has the greatest social pres-

tige. Moreover, people who are ambitious that their

children rise in the social scale observe that those
prominent persons whom they most admire have a certain
culture usually associated with academic education.

They conclude that academic education will bring to

their offspring the qualities and the -success which

they believe it has brought to others. 1In consequence

of this seeking for social -position through education,

much wrong guidance is due. (X, p.28)

In the English system, 'separate but equal' status had not been
achieved by vocational/technical training schools; elitism of
the class system had consensually equated 'high cultural' edu-
cation with social prestige and position.

Such elitism conflicted with King's egalitarian vision of
the necessity of integrated (vocational.and academié) Canadian
secondary schools. In Canada, he suggested, the continued
domination by a high cultural educational model had lead to a

state wherein '"the academic and/or matriculation courses are
sought, for social reasons, by persons of no marked capacity for-
them. Individual needs and capacities are not properly con-
sidered." (K, p.28)
Instead, King offered a vision of an educational system

which was justified by its ability to synthesize doctrines of

individualism and social efficiency/welfare. In sum, King
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suggestéd.that the creation of a "well organized, well inte-
grated; well adjusted,personality" would simultaneously benefit
the individual and society by;increasing (industrial) product-
ivity. When this occurs; ""the. schools begin to bridge the gap;
there will be little trouble abont the financing .;...;;.partly
because the”public will be readier to pay, partly because society
itself will become richer and will be able to pay; To bridge
this gap, to modernize education -- is the present-day challenge
to the school man;” (K; p;30) In this‘manner; King created a
tautology of financial and ontological justification; the school
justified itself by producing students who enriched society. An
'enriched' society would be more willing and be better able to
afford schooling costs.

In this respect, his critique of traditionalism was matched
by his recognition that, in order to 'pay' fheir own way, schools
had té produce students (products) who were capable of meeting
the labor needs of industry, business, armed/civil services and
government., Social utility and financial &iability of an insti-
tutional system were interrelated; efficiency/accountability and

theory/practice were synthesized in King's educational»scheme.

The replacement of the prior paradigm was dependent upon
the exercise of scientific criteria and standards -- scientific
classification was seen as the primary.grounds for educational
judgement. KXing consistently demanded the replacement of tra-

ditional connoisseurship selection by scientifically standard-
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ized (ffair') selection. This reconceptualized selection

(or classification) process would generate total institutional
reorganization for the'hiringsof~teachers; objective evaluation
of merit and qualifications was proposed to eliminate favoritism
exercised by local boards. Fof the evaluation of schooling
practices and administrative structures; King sought the cost- -
accounting of all expenditures. To facilitate the humane
'scientific' principles of managing teachers and students, he
advocated the utilization of standardized testing and evaluation
which would guarantee efficiency of student and institutional
performance. The data base deriVed from standardized tests
would provide the basis for a range of classificatory decisions
regarding institutional efficiency; In a section entitled "Se-
lectivity and Secondary Education”; King discussed the unsuit-
ability of the examination system to determine who was fit for
advanced education.

King distinguished the Classical paradigm's criteria for
the selection of students (and maintenance of an academic elite)
from Progressive selection methods which were geared toWards the
inclusion of all students regardless of individual ability. King
perceived that the continued exclusion of low achievers from
secondary education resulted from an evaluative mode referenced
to Classical criteria. He noted: "It is held that there should
be a rigorous system of examinations to exclude these students

and to retain only those who are 'fit' for more adv¥anced
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education." (K. p.141)  Yet King explicitly stated that the
exclusion from "advanced education'" was notﬂin harmony with
the findings of psychological research:

People do not fall into. these distinct 'classes',

but they vary by very slight amounts through all
degrees of ability from the mental defectives to
those of the higher intellectual capacities. There
are not gaps in this distribution of abilites, al-
though the bulk of the population clusters about

the point of central tendency or 1:he"median.(K p.141)

As claimed by pSychdlogical research, difference (variance) '

between individuals was dependent upon measurable intellectual
capacities, rather than class background (Karier, 1976; Blum,
1280). King noted that the concéptualized "Probability curve",
or normal curve of distribution, scientifically explained the
differences in achievement/aptitude among individuals in a
group. The theorétical distribution of abilities was said to
naturally fall along "a normal curve of distribution'.

King recognized that the existing domination of non-sci-
entific high cultural selection was the basis for a variety of
elitist suppositions about 'proper' schooling. He stated that:

It seems often to be implied that the traditional

high school courses represent the best selection

of subject matter for all students, and that if

students are unable .to master this - material they

are unfit for education beyond the elementary years.
This theory ... is in conflict with the findings of

psychology. (K, p.142)

To address the needs of non-academic programs was proposed.

Such programs would better provide for innate differences in

intellectual capacity. King explained that it would 'be
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difficuit.to establishithat the student well-fitted by nature
for the traditional academic subjects had a more valid claim
to education than has the type;bf.student who is capable of
instruction in other subjeCts,“ (K; p.142) King was using the
same probability curve to justify and explain the distribution
of abilities in any group of learners. The implicatioh of his
refutation of traditional domination of curriculum and evalu-
ation was that a proper understanding of differences of student
aptitude and achievement would enable the practitioner to better
facilitate the equality necessary for the stated Progressive
goal of social (industrial) efficiency. |
King, with Dewey and'Thdrndike, held that the provision for
individual differences was fundamentally in conflict with the
exclusivity of academic knowledge; the brocedure of selection
would involve the scientific recognition}(diagnosis) and pro-
vision (treatment) for individual difference. This system of
testing, guidance, and streaming would replace the traditional
examination system with "a more scientific system for the class-
ification of students and for their guidance into those‘subjects
for which their interests and capacities fit them." (X, p.142)
Calling for the installation of scientific codes which ex-
plained learner performance and.achievemént in terms of cost-
efficiency; probability curves; and standardized instrument
scores; King sought to replace ""a machine'.of such demonstrated

inefficiency" that '"destroys good material in great abundance
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(and) cannot be depended upon as a means of achieving economy
in any genuine sense of the term".

King shared Putman and Weir's reservations on the exclusive
use of 1.Q. tests to prognosticate social and education inclina-
tion and correlative‘performance; King proposed the use of
multiple standardized tests to construct a whole assessment of
the learner that I.Q. tests alone could not provide. Like
Putman and Weir, he accepted the efficiency of 1.Q. tests in
measuring intelligence, while realizing that "intelligence is
only one part of the total personality."

King speculated on the relationshipjof I.Q. to social
(class) status:

Students with Intelligence Quotients of 100 or over

constitute at least one half of the population, and

these are all, or almost all, capable of profiting

indefinitely throughout the secondary school course;

the top 40 per cent of the adolescent population is

not intellectually contemptible. Many men holding

prominant positions in public life, including men who

advocate these restrictions in educational opportunity,
would not, if tested, prove superior to those in the
lower ranks of the top 40 per cent. We should, in

fact, all of us be very humble in respect of our in-

tellectual powers and not be too ready to suggest .
that other peoples' children are not educable.(K p.35)
; sy P.

While he recognized that 1.Q. was not a totally reliable
indicator of social rank, King did not question the accuracy of
these tests in adequately measuring what they purported to
measure —-- innate intelligence. As part of a total regimen of
scientific study of the individual 1earner; I1.Q. and achievement

tests were proposed for the individuation of the learner for
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egalitafian_grouping and instruction according to verified
}natural predispositions';

Like Dewey, King was critical of streaming mechanisms which
might constrain or misdirect the student towards an 'immobile'
place in the social and economic hierarchy. In stated“intent;
King saw his 'managerial model' as a means of superseding.the
elitism; favoritism, and academicism of the existing B.C. sys-
tem., Yet by redefining the telos of the educational process in
accordance with the Progressive doctrine of financial efficiency,
King premised the institutional survivial of the B.C. school
system to its capacity to producé students capable of demon-
strably enhancing the B.C. economy. |

King's proposals for financial and administrative reform
were based on his stated objective of the institution of 'demo-
cratic' yet economical programs. King proposed the division
of the Province into locally administered districts which were
centrally financed and accountable. (K, p.1l2) Proposing the
abolition of local school boards, King recommended the appoint-
ment of teachers by the Department in Victoria rather than
local boards. Putman and Weir had criticized board hiring and
policy decisions; King proposed the centralization of control
over educational practitiOners.

B.C.T.F. general secretary; Harry CharlesWorth; chairman of
the Commission which supervised King's preparation of the report,

sanctioned this proposed restructuring of hiring procedures
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(Johnsoh, 1964).. .The.total effect of such a move would be the
reshaping of practitioner ranks by a Progressive Departmental
hierarchy. If Progressive managers like King were able to re-
gulate admission and placement of teachers, as well as pre and
in-service training, gfoups of;pxéctitioners:could be éncour-
aged to align Schooling’practices Withiﬁhé”neW-ﬁaradigm;

In conclusion; King's 1935 report had direct influence on
the educational system in B;C; While Putman and Weir had pro-
vided a theoretical base and practical policy recommendations
for B.C. in 1925, their capacity as 'neutral', external evalu-
ators precluded them from impleméntiné any of the proposed re-
forms. It was not until Weir's 1933-1940 tenure as Minister
that an 'internal' evaluation was performed.

This internal evaluation on school financing would generate
more concrete reform in fivé'years, than Putman and Weir's report
had asserted in over a decade. The political and economic |
situation in the Province enabled King and Weir to institute
reforms immediately. By defining reform in terms of financial
accountability and efficiency, they were able to alter the prior
codes of legitimation, |

By 1936, King's first scientifically derived (Tylerian)
curriculum was operationalized; By 1937; the Provincial Exam-
ination was abolished as 'a high school prerequisite; and by 1938
legitimated standardized tests and methods were being used in

inspectorial evaluation of schools, King and Weir were requiring |
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that B.C. educational practiceﬁconform to changes in theory and
policy.

It is slightly ironic, phen; that Putman and Weir's 1925
report was considered the.cataiyst for Progressive revision of
B.C. curriculum. Retrospectively; it was more of an articulation

of Progressive theory. King's 1935 School Finance in B.C. has

been historically viewed as a document for the restructuring of
finance and-administratioh; Yet; in sum; it was proposed for
the reorganization of instruction, curriculum and evaluation
according to scientific management theory. The equation of
financial (industrial) efficiency: with educational efficiency
equated effective learning with economical instruction. King
had yet to relegate the educational system to the influence of
the "industrial regime'" as Dewey had anticipated. Yet by re-
defining the criteria and apparatuses for defermining worth and

validity within the system, School Finance in B.C. replaced the

Classical paradigm with a legitimating model of Progressive
scientism. From 1935 to 1940, the reform of the educational
system would be designed, implemented and enforced.by a newly
legitimated group of practitioners: psychologisfs, curriculum
developers, trained evaluators, statisticians, and managerial

administrators.
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CHAPTER 9

1936 TO 1937

CURRICULAR REVISION AND FUNCTIONAL LITERACY

In School Finance in B.C., H.B. King had exceeded his man-

date to propose managerial restructuring of the existing school

system; a managerial reconstruction (i:e. Charters and Tyler's
schemata) required the compréhensive pedagogical reconsideration
of existing practice. In 1935; a scientific curriculum develop-
ment was initiated under King's personal supervision. The plan
called for the gradual redesign of elementary, junior and senior
high school, and technical school curricula. King held the po-
sition of Central Revision Committee Curriculum Advisor; that
is, he acted as the final mediator of any proposed curricular
changes. The management system of the Curriculum plan was the
first revision that involved Departmental and school personnel
to the virtual exclusion of university professors.

(SEE TABLE 4)

The general committees were composed of pfinéipals, De-
partmental Inspectors, and the occasional teacher or professor.
The subject-area committees consisted of over 250 teachers,
normal school instructors; and inspectors. All committees began
their work 'by study of iiteraturé upon curriculum building and
and examination of modern curricula produced elsewhere.".1

King personally chaired the Junior Secondary General
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TABLE. 4

THE MANAGEMENT SYSTEM FOR CURRICULUM

REVISION - 1935

Minister of Education
Superintendent of Education

Central Committee

General
Elementary

School
Committee’

Subject
Committees

[

General Junior
High School
Committee

Subject
Committees

General Senior
High School
Committee

Subject
Committees

Source: 1935-36 Public Schools
R _

Committee and simultaneously held the controlling position of

General Advisor. Within the managemént structure, Superintendent

of Schools,

D

P

L. Maclaurin, who had authored a history of B. C.

curricula and school structure while finishing his graduate

training at the University of Washington (MacLaurin, 1935), and
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Weir held hierarchically senior positions;

The egplicit utilization of a modern American prototype for
curriculum development evidenced King's attempt to reclaim cur-
riculum from the high cultural connoisseurship of university pro-
fessors; the management structure was engineered and controlled
by a 'proféssional'_group of educational scientists with gradu-
ate-level training. Yet the continued exclusion of teachers
from the General committees indicated that power was merely
being shifted from external (university) expertise to an 'inter-

nal' Departmentally legitimated group of professionals.

British Columbia (1936) provided the clear statement of (philo-

sophic and behavioral) objectives, methods, and content that
King had claimed all previous curricula had.failed to provide.
While the previous curriculum (1927-31) had attempted to recon-
cile traditional practices with Progressive objectives, the 1936

Programme of Studies outlined changes in the literacy related

curriculum whidh were designed to eliminate 'high literacy' prac-
tices and assumptionsl |

The 1936 '"New Curriculum" defined the instructioh of read-
ing, writing, and speaking in terms of.functional applicability
within social experience. The proposed curricular reforﬁ pro-
vided for practical reading materials; the recognition of non-
academic types of literate'behavior; the separation of literate

performances into identifiable and measurable bodies of skills.

184



The concurrent exclusion or reduction of traditional literacy
methods and practices thematically unified the prescribed in-
struction. King and the committees of 'modern' curriculum
developers were reifying a:'fiunctional' paradigm of educational
literacy.

The comprehensive Deweyian and Thorndikian doctrines of
human nature, education, and scientific method were, by this
period, conventionally accepted educational rhetoric. Nonethe-
less, the curriculum is the first B.C. curricular implementation
of the emerging doctrine of Progressive Functionalism. The
acquisition of (functional) social tools and skills by the in-
dividual was seen as the principal purpose of the educational
system (Banks, 1976). Consequently, methods, practices, and
materials used within the educational system were redefined in
terms of the production of a 'functional' product/student.

The 1936 curriculum explained the (organism) student's
existence in a complex social environment. Education was en-
visioned as the means towards the reconciliation of the dis-
equilibrium and conflict which had inherently characterized
" human development:

From the point of view of the individual the schools
exist to aid him in his own growth or self-realization,
in making adjustments to this environment, and, it may
be, in modifying this environment which is at once a
social and physical environment. These two processes,
of adjustment and of growth, are largely complementary,
but at times they involve conflict. From their recon-
ciliation comes individual social balance and the de-
velopment of an integrated personality, socially

_efficient and capable of further growth than progres-
- sive a.djustment.(1936 C, p.7)
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In‘order to efficiently instruct and evaluate a 'skill' or
'tool' applicable to the social environment, the New Curriculum
demanded that the school should‘more'accurately approximate the
public social environment. The environment within which know-
ledge was acquired, performed and evaluated necessarily should
reproduce that environment within which the given perfofmance
would be functionally operationalized. Consequently, any cur-
riculum based on the criteria of social function had to refute
prior assumptions on the separation of schooling reality from
social reality, theory from‘practice, becoming (childhood) and
being (adulthood). The curriculum stated:

There is no essential opposition between the demands of

social living and in adult life. The best and most mean-

ingful social experience at his own age level is the best
preparation for the child's later life....The makers of
the school programme, therefore, should select content

and experiences which are important for life, including

adult life, and should assign them to the years of child- |
hood in which they will have the greatest immediate sig-

nlflca.nce.(1936 C, p.7)

Following this argument, the new curriculum reflected the
recognition that authenticity to adult life was necessary to
create socially functional individuals. The educated 'disen-
gagement' from social praxis, described by the Classicists, di-
rectly conflicted with the demand for pragmatic verisimilitude;

The. pupils should not regard school life as an artiQ

ficial existence unconnected with normal living. The

activitiés - .of the school should derive their meaning,

in the main, from their relation to the world outside.

The teacher not only should interpret subject matter

by means of examples from the pupil's experience, but

should make actual contacts with the life and work of
"the community, partly through well planned visits and
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exgufsions and’partly by the introduction of real
things into the classroom,.(1936 C, p.6)

Thus, the philosophic assumptions on which curricular re-
form would be based; reflected a practical perspective.
Consequently; the curriculum aligned curricular knowledge with
scientific method; disciplinary and methodological boundaries
and rule structures which determined who taught what;.and in
what manner, were being wholly reconsidered.

Tyler and Charters advocafed the setting of clearly stated
program objectives as prerequisite to curricular development and
evaluation (Popham, 1975). This\cufricular theory informed L
classroom procedure by mandating daily systematic lesson plans
with clearly stated behavioral objectives. Lessons were to be
taught according to sequential unit plans that determined time
allotment and classroom interactional frames. In 1936, these
practical reforms reflected the greater redefinition of education-
al knowledge in terms of skiils, components, and measurable units.
While the Classical paradigm had conceived of educational know-
ledge as disciplinary (Aristotelian) and transcendent (Platonic)
whole entities, the Progressive (practical) parédigm system-
atically stratified educational knowledge into individuated
elements. |

This trend in educational research and experimentation to-
wards the differentiation of educational cdmponents influenced
the curricular proposals regérding the literate modalities ofx

oral speaking, writing, reading, spelling, vocabulary, and
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literature. The Junior High School Curriculum in English was
concerned with the transmission of functional social skills.
Literacy was reconceptualized as a set of instrumental behaviors
applicable in verifiably existent social environments.

Each section of the Junior'High School English curriculum
(VII-IX) was similarly patterned. Philosdphic and behavioral
objectives were stated; sets of appropriate methods and texts
were divided into units and topics. Methods of evaluation were
listed and sample lesson plans were outlined. Incidentally, the
1937 curriculum resembles the contemporary B.C. curriculum of
the 1970's and 80's both in format and intent.

The general introduction to the grades VII-IX English cur-
riculum defined literacy as a functional set of social skills:

No matter what his sphere of life, the individual is

"constantly making use of English to meet his vocational,
social, and cultural needs. The increasing complexity

of the industrial world necessitates an increasing .

command over speech and writing. Since speech is social

in origin and purpose, it follows that English is a sub-

ject of great social utility, providing through conver-
sation and expression, a vital means of contact between

individuals. (1936 C, p.135)
This general definition of literacy as a socially communicative
modality required "vocational, cultural, and social application."
The question of the transfer of literate modalities was resolved
in terms of the greater dOctrine of social practicality -- so-
cial skills would, by their very nature;vbe integrated into in-
stitutional contexts like schools and work environments: The

following discussion of the various sub-sections of the Junior
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High School curriculum will note the instantiation of this
paradigm of 'functional-literacy' in the prescribed curriculum.

The curriculum was subdivided into literate behaviors
which were conceived of as components of the English program:
oral expression, written composition, grammar, spelling and word
study, handwriting, reading,»and literature. As will be shown,
the differentiation of these particular sub-divisions of the
English curriculum was a partial reaffirmation of the prior para-
digm's domain specification.

The inclusion of handwriting, spelling and word study, and
grammar, as separate curricular categories, were part of a
greater attempt to re-mediate traditional (attitudinal) precepts
regarding the intrinsic value of grammar, handwriting and spel-
ling instruction. Also of note was the curricular differentia-
tion of reading and literature as separate sub-divisions of the
English program. The Classical equation of reading with thé
reading of literature was no longer uncritically accepted.

The 1936 curriculum recognized the social need for effective
oral communication and cited technological innovations Such as.
the telephone, sound film, and radio as evidence for the increas-
ing necessity for effective oral expression. King and the manage-
ment team claimed that time should be allotted to the study of
oral expression as a separate subject, and that "it is closely
related to written expression and in manner of teaching, (should)

preceed it." The instruction of oral expression placed a high

189



priority upon the'social.use'ofvlangugge'and was to be encouraged
in a flexible and non-threatenipg classroom environment. (1936 C,
p. 136)

| SubSequently; the specific objectives of the Junior Secon-
dary oral expression curriculum Were as follows:

1. To develop appreciation of an enjoyment in oral
expression.

To develop self-confidence and poise.
To develop erect, easy, and unconstrained posture.

. To develop the power of organizing ideas.

g A~ w

. To develop the ability to- think quickly and
logically while on one's feet.

6. To develop skill in the selection and adaptation
of reference material,

7. To develop the habit of using clear effective
sentences.

8. To increase the range and effectiveness of the
speaking vocabulary.

9. To develop proper enunciation and pronunciatioh.

10. To develop voice control and tone quality.

11. To develop a sense of responsibility for listening
courteously and sympathetically, and for offering
fair criticism.

12. To develop esprit de corps without disparagement
of:.other groups.

13. To develop the habit of seeking group success
rather than persqnal distinction. (1936 C, p.138)

These objectives formed a set of literate'competences which |

which could be functionally operationalized in social contexts.
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They required.that the individual integrate various skills
into a comprehensive 'social". literacy, which prescribed
egalitarian relationships and discourses.

Towards these curriculaf.objeétives the oral expression
curriculum was subcategorized into various 'types' of oral
literacy which; in turn, were relegated to various formats
of social use and applicability; In this regard; the literate
performance of oral expression was sectioned into applicable
skills according to identifiable situations and realms of so-
cial use. The sub-divisions excluded formal, correct, and rote
genres of literate expression which had formally dominated
oral literdcy instruction. The curriculum listed: Conversation
(general, social formalities), Discussion, Debate, Explanation,
Story Telling, Description, Dramatization, Conducting Meetings,
Auditorium and Platform Work (1936 C, p.138).

Each of these 'units' of instruction attempted to replicate
some of the school, familial and occupational social experiences
which demanded a particular literate behavior. For instance, the
emphasis in conversation was on a variety of sogially functional
skills varying froﬁ-”Exchanging ideas and opinions with- less
familiar acquaintances or in larger groups on more formal topics;
e.g. music, books, current events, who's who," to "using the
proper procedure in placing various types of calls,'" and "using
appropriate conversation for the various types of calls." (1936
C, p; 138) Lessons in job'applications; soliciting for political

or-charitable causes, .as well as various media related oral ex-
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pressions "like.the analysis and description of pictures, books,
magazines; sign boards' were prescribed. The archetypal cul-
tural mode of oral story.telling-was juxtaposed to 'modern' 1lit-
erate expressions like telephdne'skills; radio broadcasts; mock
trials and explanation of‘”touchdowns;” Popular culture coexis-
ted with and eventually superseded . 'high culture' in the 'new'
literacy.

These various levels of functional applications of oral
literacy were instructed using "drills on the fallowing tech-
niques" which '"should be given in connettion with any or all of
the units." (1936 C, p.143) The techniques (skills) for the
achievement of functional competencies in a social task like
'""Persuading others to purchase tickets for the school concert,"
or "identifying an article which has been iost“, included be-
havioral skill acquisition in the conscious éontrol of: posture,
geétures, voice, enunciation, pronunciation, language. (1936 C,
p. 143)

In essence, the 1936 curriculum reconceptualized oral lit-
eracy as a set of functional social performances which could be
adequately instructed by the transmission of identifiable skills.
The skill compone nts varied in ambiance and emphasis depending
upon the type of function perceived as socially legitimate.

The model lesson provided the teacher with activities,
methods and instructional'aids necessary to meet the desired

objectives. '"Conversational skills" were the subject of a
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lesson ﬁlan; the teacher was encouraged to use 'the conver-
sational experience' of the.pupils.during school for instruc-
tional aids. Oral expression was seen as a means for the
social integration of the individual through'the acquisition of
~social, academic and vocational‘oral literacy skills of applic-
able worth;‘ The traditional modes of classroom oral ekpression
had been superseded;: the new curriculum claimed implicitly
that oral literacy sﬁbsumed the other literate modalities; the
operationalization of oral literacy as 'language skills' was
necessary. Therefore, in this new curriculum oral expression
was not merely redefined but givéh a preeminent position in
the literacy of social use.

The similarities between the 1930's redefinition of oral
expression (functional/social utility) and the current B.C.

Secondary Curriculum Guide (Revised, 1978) are indicative of

the influence of this early reformulation of literacy instruc-
tion upon current practices. Virtually all of the subgenres of
oral expression listed in the 1936 Junior High School verbal ex-
pression curriculum are enumerated in the present B.C. curriculum
of 1978. TFor example, the grade IX objectives include:

Teach systematic idea presentation through such

activities as: interviewing and introduction
techniques; the short prepared address. o

Yet contemporary social situations which require oral expression
are not as exhaustively or specifically detailed in the 1978

B.C, curriculum. For example, while the grade XI student is en-
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couraged‘to.learn "the role of the democratic leader'", ex-
plicit objectives are not as specifically enumerated as in 1936.

Cbmmunicational and psychological theories of interpersonal
relationships are>the current .'techniques' for thé creation of
a socially functional literécy.1 The’1978 curriculum lists a
different set of techniques "to stimulate small group discus—
sion"; theories like '"buzz seSsions"; "brainstorming"; "feed-
back'", "problem census", ''role reversal', 'case method" and
"expert testimony" are taught in the grade XI speaking curric-
ulum. 3

The modern curriculum reflecfs a contemporary p.aradigmatic
emphasis of oral communication qua literacy as a preeminent
functional necessity; and, furthermore, replicates the social
and vocational needs of a society that communicates less for-
mally in a (historically) different structure of social inter-
action. 1936 instructional objectives (posture, gesture,
pronunciation, etc.) have been subsumed by psychologically
based group dynamics (verbal group interaction).

In the introduction to the section on Junior High Séhool
written composition, King and the other curriculum developers
regefined written composition as a functional mode of social
experience as oprsed to the prior Classical emphasis on formal
composition study. The curriculum stated:

Too often English composition has been a formal and

artificial study. Two factors have contributed to this:

first, the pupils have been required to write upon topics

-far removed from their interests and experience; second

they have learned by rote the niceties of construction
without becoming aware of their appllcatlon.(1936 C, p.145)

The methods by which written expression would be transmitted
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were explained; 1like oral expression, the curriculum on written

expression was unified by specific overall objectives:

1.

10.

To develop accuracy :in the sentence as a unit of
expression. '

To connect the study of functional grammar with
the writing of composition.

To develop the power to arrange ideas in a short
paragraph.

To develop the ability to write short but interes-
ting friendly letters,

To establish the habit of preparing a theme in the
form approved by the school or the teacher,

To develop the ability to write an interesting
narrative of three or four paragraphs.

To develop the ability to use punctuation as a
means of clarifying thought.

To enlarge the vocabulary.

To develop the ability to write a clear explanation
in one paragraph.

To develop an interest in creative writing.
(1936 C, p.1l46)

Obviously, King and his committee saw writing as an inte-

grative process,‘characterized by a variety of instrumental

means (grammatical efficiency, organization). Like oral literacy,

written literacy was subdivided into a variety of units and

types..

Units were differentiated according to- the types of

social, academic, and vocational function which required written

literacy:
explanation artistic description
friendly letters business letters
reports Journalism .
creative writing summary and precis
practical description reviews

(1936 C, p.146)
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Thsse'various 'types' were detailed in terms of their
applicability to socialicontexts. The unit on business letters,
for example; lists the suggested activities of "writing letters
of‘ﬂnquiry"; "writing a 1etter of application”: Under the
categorized reports; ”minutes of Club meetings are 1isted”t
"Informal notes of hospitality" are mentioned as possible acti-
vities for teaching '"friendly letters'.

The historical assumption underlying this curriculum was
that literate expression, regardless of genre, required a variéty
of contextually applied sub-skills; and that these techniqﬁes
and sub-skills, like grammar, sentence building, punctuation
rules, should "be taught in Qonnection with the units to which
they belong'". As the curriculum stated, fsome conditions, such
as sentence building, will be studied through the year; others
need less emphasis and require less repetition. Pupils should
not be required to memorize lists of punctuation rules, but
to acquire mastery over their use." _(1936 C, p.146)

The curriculum was operating from a set of assumptions that
language was valuable as an instrumental entity, as a mbde of
social use. The prior paradigmatic veneration of intrinsic
quality was wholly inimical to the ethic of 'function'. All
components of literate behavior were reconceptualized as parts
of a socially functional.literécy;

The illustrative unit presented for written composition
in the11936 curriculum ior'grade VIII was entitled "Artistic
Destription". The general stated objective was effective
written description. This basic objective was translated into
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four spécific objectives, which were to be facilitated by
prescribed activities; procedures; and materials. NeWSpapers;
magazihes and billboards, current popular books were recommended
as appropniate curricular materials for written description ex-
ercises. The exemplary 1eSson;.fherefore; predicated the
transmission of written literacy on a set of textual sfimuli
commonly encountered in 'mundane' social reality: Like oral
literacy, written literacy was reconceptualized as a set of
discrete socially instrumental tasks for specific social ends.
Academic, commercial, vocational and civic functionality were
prescribed. “

The various subgenres of written expression were an ex-
haustive listing of all necessary social and academic writing
formats. In this respect, the function of the curriculum
does not diffef from the enumerated 'types' of written ex-

pression in modern curricula. The 1978 B, C. Provincial

Assessment of Written Expression lists typical writing genres

according to social function, referring to '"the writer as work-
er', "citizen", "creative adult'', and "student'. In its noted .
emphasis on socially functional written literacy other than
formal composition, the 1936 curriculum was the prototype of
| modern funetional literaecy curriculum,

The 1936 New Programme preSCribed 'functional grammar' in-
struction in lieu of the 'formal grammar' emphasis. Previously

considered a system of intrinsic and formal value, grammar was
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reconceptualized as a component of oral and written expression.

The curriculum stated:
In this course the major emphasis is upon the
functional aspects of grammar. Functional grammar
is the grammar of function as contrasted with for-
mal grammar, the grammar of form and structure,
considered apart from use or function. The dis-
tinction is largely one of language. Function
cannot really be considered apart from form or
structure. In order to understand the functional
aspect of language its structure must be understood,

just as an understanding of the functioning of the
human body involves a knowledge .of the structure of

that body. (934 C, p.158)

Grammar was reconceptualized as a set of rules informing func-

tional literate expression. Gra@mar instruction was only use-
ful insofar as it 'transferred'. Furthermore, in recognition
of individual difference, the curriculum prescribed that gram-
mar instruction '"may be taught to the more academic courses
but omitted in others." (1936 C, p.1385

In evidence, then, was a seminal proposal for the contéxtual
instruction of grammar. Teachers were encouraged to focus on
commonly occurring error structures in~written~and spoken ex-
pression, rather than to teach grammar in isolation from literate

expression,

The curriculum prescribed a Canadian grammar text and cited
the appropriate sets of grammatical‘rules to be expected'at
different grade 1eve1s; but intentionally neglected to outline
an exemplary lesson plan. Separate grammar instfuction was in

direct contradiction to the proposed lesson/unit/objectives
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orientation of the New Curriculum. Thus, two critiques of

conventionally accepted grammatical lessons, parsing and

analysis, were detailed:
Parsing should not be taught as a specific art.
-Parsing is a useful device for reviewing and ap-
plying principles for grammar. For this purpose
straightforward sentences involving no subtleties
should be used...The purpose of analyzing a sen-
tence is to analyze the thought, so that the
separate elements of the thought, or of the sen-
tence may be seen in relation to the whole. The

analysis of over-involved sentences defeats this
purpose and is wasteful of time... (1936 C, p.138)

Perhaps the curriculum developers were aware that parsing,
sentence analysis, and thé uncritical memorization of formal
grammatical rules would continue in spite of new curricular dic-
tates. Yet the change from formal grammar to functional gram-
mar typified the shift in paradigms of literacy. In the 19th
century Principal Stamford of New Westminster (Chapter 5) had
claimed that the formal internalization of rule systems was
its own end, and would transfer into ofher disciplinary subject
areas and social practices by virtue of its effect upon the
moral and ethical character of the student. The 1936 functional
1iteracy'curri&u1um called into question whether existing gram-
matical instrnction, the decontextualized internalization of
formal rule systems by all students, was a legitimate (tnansferg
able) method of literacy instruction.

Spelling and vocabulary building (word study) were conceived

of in the 1936 curriculum as a '"tool necessary in all written

199



The 1936 Junior High School curriculum stated that:
Every teacher in the junior high school should feel
responsibility for -the teachlng of this subJect
This does not mean, however, that spelling in-
struction should be 1n01denta1 to the pupils' writ-
ten work, without any systematic plan for eliminating
his errors or 1ncrea51ng his vocabulary. Rather,

definite provision must be made for teaching '
spelling, and a high standard of achievement should

be required. (1936 C, p.164)

Spelling and vocabulary (lexical choice and construction) were
to be taught autonomously from instruction in written and oral
expression.

Yet traditional methods and content (e.g. 'bees', and the
memorization of literary and philosophic terminology) were to
be subordinated to '"the ability to spell correctly words in
common use" (1936 C, p.165), This central objective informed
the spelling and word study curriculum; tradifional performance
goals of clear enunciation, prefix and suffix study were to be
deemphasized. Instead, the curriculum prescribed the trans-
mission of a functional vocabulary which reflected the necessities
(and banalities) of everyday use.

This demand for social transfer of word skills was paralleled
by the objective that ‘the student "establish a spelling conscience
that will insure carryover to all writing activities." (1936 C
p. 165) The transfer of word skills to other disciplinary and
social contexts was also referred to as '"vocabulary consciousness"

and "the dictionary habit" (1936 C, p.165).
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The redefined curriculum for spelling instruction prescrib-
ed the. classroom use of standardized 'scientifically' gradated
spelling scales to determine levels of spelling proficiency.

The teacher was encouraged to use contemporary spelling word

banks, like the Ayres Spelling Scale and One Hundred Spelling

Demons to choose hierarchically ordered vocabulary compiled
according to grade level normative expectations. Such scales
were to be used in concert with the aforementioned "Test and
Study'" method -- a classroom level replication of the Tylerian
pre/post test procedure.

A thematic sfudy of the sample Grade VII spelling list re-
veals the degree to which lexical choice of the curriculum re-
flected Progressive social philosophy. The content, as well as
the modes of evaluation and instruction; evidenced an identifiably

ideological interpretation of the ''language of common use". Words

of explicit ideational content were selected from the 160 word

sample grade VIII spelling lesson and classified according to

broad thematic categoriés; more ideationally 'neutral' words

(like prepositions and conjunctions) are not listed. (see

Table 5)

As noted, the stated curricular objective of the list was
to replicate a vocabulary structure which would enable tﬂe stu=
dent to function in an identifiable,¢ontemporary social context,

Yet that context was characterized by Progressively informed
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. TABLE 5

SELECTED THEMATIC CATEGORIZATION:

1936 GRADE VII SPELLING LESSON

Commerce and Business

secretary application distribution
acknowledgement prices remit
envelope returned vacation
credited purchases loss
receipts invoices N annual
agreement : articles parcel post
shipping estimate

customers etc.

" Social Organization

society F . general president
success : psychology individual
difference university assistant
principles hospital semester
practical campaign -instructions
character Dept. speech
organization faculty

inconvenienced accomodate regretting
appears disappoint advisable
.agreement accepted endeavor
acceptable using advice

Philosophic and Religious Concepts

existence
soul

heart
conscience

" ‘General Use " 6. Literary Terms

pa ' quote

oh
_hy Source: 1936 Jr. High
;g°°d bye ’ School Curriculum
(my categories)
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social roles and relationships which reflected an idealized
‘efficient' (Well—managed) economic environment. The languages
of non-institutional and non-financial realms of common use
(including that of 'highflculture) were'deeﬁphasized.
Obviously; the lexical content of instruction and evaluation
is determined by the perceived aims of a given paradigm of 1lit-

eracy. In the 1921 Provincial' Handwriting Examination (Chapter

6), the literal and thematic centent of the examination text

was seen to mirror the desired outcomes of the instruction (con-
formity in handwriting). Similarly, as late as 1960. the Pro-
vincial Examinations demanded that students exhibit proficiency

at high cultural vocabulafy. The Language 40 Examination (1960),

for instance, required grade XII students to define the follow-

ing words:

solicitous metaphysical munificent
behest regimen engrossing
precept equable entity
poignant manifold

aphorism anecdote

In direct contrast to the prescribed 'functional' emphasis on
socially utilizable word study evidenced in the 1936 curriculum,
the 1960 English language course for grade XII students required
proficiency at 'cultured' language use. By prescribing a voca-
bulary for social use; each set of evaluative and instructional
word study objectives implicitly defined the realm of social use.
In 1936; the adjectival end nominal terms introduced as |

referents to social roles and relationships prescribed the
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student's experience in terms of SOciety;,succeSS5'individua1
difference, practice, péychdlogy'and organization. The temporal
univefse'of.the'student was mediated by semesteré, annuals, and
months withih a physical envirdnment of dormitories, and Depart-
ments; libraries, and uniVersities. Society was portrayed as a
reality of economic transactions and correlative institutional
roles.

In summétion, spelling and word study instruction were
modernized; both the curricular content and the instructional
format were altered. The lexicallcontent of the new literacy
instruction, as well as the instfuctional organization (progress
charts, pre/post testing), transmitted the reconcéptualized
social function of the individual to 'survive' within an in-
stitutionalized economic environment. Standardized lists like
the Ayres Scale were to be used for curricular choice of vocabu-
lary and spelling words; the exemplary lists embodied (American)
Progressive social theory and the ethic of success, mobility
through individuation by efficient institutional management.

The handwriting curriculum deemphasized what was previously
an integral component of the 'high literacy' curriculum. The
authors of the 1936 curriculum maintained that "most pupils will
have acquired these habits before they enter the Junior High
School. The secondary teacher's work is to see that the stan-
dard is maintained and improved." (1936 C; p.170)

This process of maintenance and improvement involved the
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application of standardized performance criteria. The cur-

thé'aéceptable'normative'standard and prescribed use of the
scale in the classroom:

Standardized scales should be used to determine the
pupil's proficiency and those who have attained the
grade norm should be excused from regular class ex-
cersises. As an incentive to better work, a writing
scale should be placed in a prominant position in

the classroom, so that all students will have before
them definite'standards of attainment.(1936 c, p. 171)

The Ayres Scale, then, was the prototype for modern classroom

handwriting wall charts. The quglitatively differentiated model
scripts scientifically objectified~teacher judgement on hand-
writing; this normative system provided remediation for those
students who fell below grade level expectations.

The utilization of a scientific standard for the evaluation
of handwriting in a meritocratic classroom structure did not
alter the traditionalist assumptions regarding handwriting.

While the Ayres and MacLean methods of scientific object—
ivity appeared as a modernizétion of a traditional literate
subskill, theéy were, in fact, the imposition of an equally
rigid code of conformity upon written literacy. Although the
rigidity of standardization contradicted.the stated egalitarian
theory of the new 1iteracy curriculum; the writing curriéulum
redefined handwriting instruction in terms of its 'integration'
and 'transfer' to other subjects; (1936 C,‘p;171)

In handwriting instruction, the standardization of literate _
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expression was part of an institutional ‘tracking"system
(normative, remedial) premised upon the efficacy of an allegedly
scientific criteria tO‘Segregatéfstudents into groups of 'accept-
able' and ’unacceptable'.performénce levels. Even in handwritiﬁg
instruction, a traditional.domaih,.standardization was seen as
the best means towards an equitable and efficient instructional
meritocracy.

In its proposed specification for the theory, objectives,
materials, and methods for reading instruction, the 1936 Cur-
riculum comprehensively redefinedﬂreading as 'functional'. The
curriculum focused on the transmission of functional reading
skills as prerequisite for social integration, systematically re-
futing the principles and methods of the high literacy paradigm.

The separation of Reading and Literature into discrete cur-
ricular 'fields' was a radical innovation; ‘'reading' as a dis-
tinct instructional mode; as opposed to reading as critical and
aesthetic appreciation; concurred with the scientific redefinition
of reading as basic skills. The curriculum explained the dis-
tinction:

Reading and literature are here treated as two diétinct

branches of English; the one, reading, dealing chiefly

with the development of basic skills; the other, lit-

erature, concerning.itself with getting from the print-

ed page information, enjoyment, and a wider understanding

of human life and character. ZEach of these has its own

special techniques, special problems to be solved,

special objectives to be attained....Separate treatment :
is felt to be more effective than an attempt to combine

the two. (1936 ¢, p. 173)
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In this statement, the extraction of "basic skills" from
"understanding, information, and enjoyment' reflected a correl-
ative'deemphasis of literary content in reading instruction.
The 1936 curriculum proposed that basic skills should be ne-
cessarily imparted as a precursor to cognitive/informational
and critical/aesthetic ends. Literature study, the reméining
domain of traditional instruction, was wholly transformed into
an elective subject of the English (literacy) program. The
scientific transmission of functional skills had superseded .
the traditional transmission of a static body of disciplinary
knowledge as the legitimated end-bf educational literacy prac-
tices.

The 1936 curriculum reconceptualized basic skills qua
mechanics:

Mastery of the mechanics of reading is of basic im-
portance and Junior High School teachers should not
assume that such mastery has been fully achieved

in the elementary schools. Investigation has shown
that large numbers of high school students are de-

ficient in reading ability, and consequently fail,

not in English alone, but in all academic subjects.
(1936 C, p.173)

Falling levels of achievement in the 'mechanics; of reading3
undoubtedly ascertained through the administration of standard-
ized inStrument, informed the development of a 'minor' liﬁeracy
crisis; the identification of this 'crisis' by means of |
scientific inquiry; legitimated its validity -- the scientific
paradigm verified its own'woith; its pragmatic applicability;

.The definition of reading, as a set of basic and functional -
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_ skills;‘necessitated.the'segmentationnof the reading process
into identifiable and evaluable components: skills; types; pur-
poses,'and levels and rates. ﬂCOnsequently; specific objectives
of the éurriculum cited the neCeSsity for the student to develop
"skill in the use of t0015'(teXtS) of reading'". The objectives
were divided into verifiable "meChanical”bskills to be exercised
upon a set of ”tools"; (e.g. dictionaries, instructional manuals,
cookbooks).

_Reéding was categorized into separate fdrms of social utili-
ty; various types of literacy were identified on the basis of
the contexts of social applicabiiity. The scientific division of
literacy into skills corresponded with the Progressive division
of literacy into applicable social types:

Scientific studies and research suggest that reading

activities may be grouped into two main types. These

are work-type reading and recreational reading. In the

case of much material a complete separation between these

types cannot be made....Many selections will be read by

different readers for different purposes.
1936 C, p.173)

The (pluralistic) division of literacy into types of social
use was dependent on a historical world view of social fealityt
- By recognizing that literacy is contingent upon stratified
spheres of social life, the 1936 curriculum prescribed a literacy
of greater individual equality/difference. Yet, by creating pre-
scriptive 'types' of reading; the scientific paradigm of function-

al literacy created a set of categories which legitimated,

prescribed, and; thereby, constrained the variability and use of
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literacyﬂ In this respect, the creation of scientific components
and types of reading prescribed the use of literacy in a variety
of categorically (scientifically)idefined and measured structures
of literate interaction, In the quest for a literacy of social
relevance; the'fﬁnctional‘literacy curriculum prescribed a
normative set of social and institutional patterns for reading
behavior. |

"Work-type" reading was defined as reading ""to gather infor-
mation, to sblve problems;vto understand precise directions, and
to note detail. In socialized procedures, where material from
téxtbooks in History, Geography, Civics are to be used, this
type of reading is required." Thus, work-type reading involved
information and detail gathering, following directions, and
problem solving skills, all of which embodied the dominant pro-
duction values; essential for integration and function in the
occupational market.

Conversely, recreational reading was defined as 'the whole-
some enjoyment of leisure'".  The concepf of 'leisure' reading
differed from the aesthetic, critical, and mental discipline of
the traditional reading of literature. Canadian leisure itself
was being redefined relative to the efficiency éthic of in-
stitutional work.

Léisure'reading; and the use of libfaries to encourage

pleasure reading, were part of the proliferation of modern

~

the tastes and reading habits of the general populus as a threat
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to the continuation of canons of taste and validity. In contrast,
Deweyian recognition of library/public leisure reading in the
schooling curriculum was associated with the egalitarian goal of
universal literacy. Simultanedusly; reading was recognized as
valid 'gratuitous' entertainment; independent of overt moral
didacticism.

Dewey (and the‘1936 curriculum) explictly refers to sports
and social 'games' as metaphors for interaction and as examples
for experiential lessons. While leisure reading ostensibly
served no greater social purpose than ephemeral pleasure and
recreation for the participants,”the game qua social event (i.e.
sports) became a functional social mechanism. In this respect,
'leisure reading', like institutionalized sports, became a
legitimated social practice.

The Deweyian library structure allowed greater reader 'free-
dom' from the prior‘Classical monopoly on' culture and aesthétic
taste (and the text) for the majority of readers. Yet the
library system itself, symbolized by the Dewey Decimal catalogue
code, became a primary public institution and, by -its incor-
poration into public schools, legitimated and regulated reading
as a socially acceptable and utilizable 'leisure' acitivity. |

Thus, two fundamental types of reading proposed in the 1936
curriculum are forms of functional literaCy: the 'work-type'
reading is similar  to today's. concept of functional literacy as

the necessary provision of vocational and academic skills;
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the concept of leisure reading, ostensibly a non-puposive mode
of literacy, served a distinct social and psychological function.
Both wdrk and recreational reading were overt and covert forms
of social efficiency and control.

The reconceptualization of_thé Process of reading accord-
ing to social applicability corresponded to the technical com-
ponmentalization of rates and levels of the reading process; the
curriculum explained that '"each type of reading should be applied
to the rate of reading most appropriate to it. This formative
conceptual link related the socially functional genres of read-
ing to the scientifically individuated ‘'rates' of reading.
Functional reading required the parcelling of reading
into skills, types, and measurable.temporalfunits. The systema-
ticization and componmentalization of reading literacy facilitat-
ed greater instructional efficiency and quantifiability.

The rates of reading described in the 1936 curriculum were:

1. Skimming (Used for)

a. Getting the general idea of an article.

b. Finding data or particular references, as in
using an index, or reading chapter or para-
graph headings. : '

c. Getting an idea of organization of an article,
in order to summarize.

d. Browsing through books with a feeling of general
interest, but not definite purpose.

2. Rapid Reading (To be used for newspapers, magazines,

and light fiction, or for informational books for

general trends, not details)

a. Reviewing material already familiar.

b. Accomplishing most possible under pressure of
time.

c. Getting main thought without particular attention
to detail. :
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by purpose in readlng, and by efficiency of
reader in basic skills)

Most types of recreational readlng

. Factual reading of ordinary difficulty.
Answerlng simple questions and problems.
Mastering simple details as well as the main
thought of the article.

Finding whether material contalns any ideas
new to the reader.

Q00D

(0]

4., Careful Reading (Rate may be one-third to one-

half of rapid reading)

a. Assimilating newnand difficult material.

b. Analyzing and solving intricate problems.

c. Weighing:-value of ideas in solution of prob-
lems.

d. Comparing in detail, style, diction, etc.
different selections. .

e. Appreciating the full beauty of thought and
word in a selection.

(1936 C, p.174)

Thesé categories of reading behavior are 'rate' indicators to
aid instruction and evaluation; yet they also portray distinct
modalities of reading literacy, segregated according to the l
reader's (social) intent and textual object. In this respect,
the componmentalization of reading into types with correlative
rates created a system whereby rates could be designatedbas
tappropriate’ to particular texts; the student utilized learned
behavior contingent upon the nature of the textual 'stimulus’.
Newspapers, magazines, and popular fiction were ascribed equal,
if not greater, significance than classical texts in the trans-
mission of reading skills. Rates of reading described in the
curriculum (skimming; rapid reading, etc;) were'éXplicit re-
cognitions of the necessity for training in the critical appre-
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hension of functional, 'everyday' materials.

The hierarchy of rates implied a reversal of the former
traditional priority of high'literature: Ostensibly, the 1list
introduced lower types of reading as'prerequisite skills towards
the higher type of reading: "The CarefuliReading” category; was
a modern version of traditional literary appreciation of "the
full beauty of the truth and word in a selection".

Yet the apparent hierarchical subsumption of lower types of
reading literacy by 'high cultural' literacy was precluded by
the functionalist reconstruction of literacy upon which the cur-
riculum was based. The aesthetically edifying text was not con-
sidered the most 'appropriate' literacy to modern social life.
The 1936 curriculum critiqued the over-utilization of -high
literacy "careful reading"? "Immature students use this lastv
type (high literacy) far too much. They plod when they should
skim, and it is important too that their attention be directed
to the first two types so that they may use them where the
situation is appropriate." (1936 C, p. 174) What appeared as a
hierarchy domina .ted by 'high cultural' literacy was, in’fact,
reversed in the 1936 curriculum; *high literacy' was relegated
to a lower or less universally appropriate curricular and in-
structional necessity.

These 'scientific' categories, rates and types; of reading
" were premised on the reconceptualization of reading literacy as

the acquisition and processing of information. The four cate-

< .

gories were conceived of as levels of organization of informa-=
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tion (data). This enphasis on (Thorndikian) informational pro-
ceSsing was paralleled by the deemphasis of literary questions
of style, quality; tone and fdrm: Within the '"Careful Reading"
(high literacy) category; SCientific critical processes of
"assimilating"; "weighing'", 'analyzing", and '"solving" had re-
placed the terminology of literary criticism. |

Thus, reading had been wholly redefined as involving iden-
tifiable types and ranes. Yet to accept this reconceptualized
curriculum as an adequate Progressive recognition of individual
difference would deny the apparent 'dogmatism' and 'exclusivity'
of the proposed New Curriculum. ‘The curriculum stated:

Teaching should be directed to establishing right

attitudes, habits, and tastes in reading, so that

children will read readily for pleasure and for

information, habitually turning to books for an-

swers to many of their problems and using intel-

ligent books and reference materials of all kinds.

(1936 C, p. 175)

The establishment of types of socially utilizable readihg
literacy, and the provision for school libraries appeared to
open curricular content and method and consequently better
provide for individual difference. Nonetheless,; the enfbrcement
of "habitually turning to books for answers' as part of the Pro-
gressive concern for universal literacy did not differ in reason-
ing f?om the Arnoldian imperative of the study of literature.
An equally binding set of practices and materials were being

prescribed towards reconsidered ends; the Progressive paradigm of

literacy was equally concerned as its predecessor with
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establishing right attitudes, habits and tastes in reading.
While both content (from poetry to newspapers) and method (from
oral to silent reading) had been altered, the new paradigm
asserted normative constraints on literacy practices.

The primary domination of evaluative and instructional pro-
cesses by the literary criticism model was superseded by the
systematic procedures of testing, grouping, and remedial work.
(1936 C, p.175) The '"Suggested Procedure for Improving Reading'
outlined a four phase classroom process involving: 1) test-
ing, 2) time allottment, 3) remedial materials, and 4) remedial
activities. As such, it reflected the ability tracking method-
ology which proliferated thoughout Canada and the United States
in the 1930's and 40's (Bleasdale, 1976; Bowles and Gintis, 1976).

Testing was explicated as the classroom methodology for
~ensuring the acquisition of the types and rates of functional
reading. The standardized test (and the resultant recognition
of individual difference) was proposed as the preliminary step
to any reading instruction in the junior secondary grades. The
explanation on the use of testing for improving reading is as
follows:

Attention should be given to individual differences

and needs. Early in the school year the teacher should

‘discover each pupil's reading ability, using for the -
purpose standardized diagnostic tests. Such tests re-
veal specific weaknesses, and indicate where the pupil
ranks in relation to acceptable standards for his age
and grade. Pupils whose rating is considerably below
standards should be placed in remedial groups and given

drill to improve rate of speed and comprehension. Spe-
.cific disabilites found in only a few pupils will of

E
!

i
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course be dealt with individually, perhaps when the
rest of the class is busy with assignments of the ex-
tensive reading programme. -
(1936 C, p.175)

The preliminary diagnostic phase of 'functional' reading
instruction was prescribed as.neCessifating the early use of
"classification" reading teStS'(i:e. Thorndike /McCall) and the
matching of the individual student's score with 'acceptable
standards', presumably grade/level (U.S.; BLC.; Canada) norms.
These prognostic results would consequently be used to 'stream'
lower students into remedial groups while a systematic unitized
reading instruction (which proceeded according to conventional
grade level expectations and readability) would continue on
schedule with the non-remedial group.

Theadiagnosis/procedure'phase also involved the practitioner
recognition of scientifically ascertained causes of reading
deficiencies. '"Some of the most common causes of retardation in
reading (other than defective eye sight) are poor word recog—
nition, scanty vocabulary, short eye span, regressive eye move-
ments, and lip movements. Suggestions for correction of»these
common errors may be in any good work on silent reading.'" (1936
C, p.175)

As stated, deficiencies were diagnosed by the standardized
éxperiments and tests which had been developed to measure 'rates'
of newly conceived types and levels of reading (i.e. comprehen+
sion; recall). Consequently;'testing was the catalyst and

apparatus for operationalizing an entire 'treatment' procedure
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the remediation of ascertainably deficient readers -- those
were‘unable to perform adequately on standardized instruments.
"time allottment" section which followed testing patterned
planned e systematic treatment for the provision of individual

~group difference in reading ability. A combination of

'pleasure reading' was recommended for the heterogenous class

groups. The homogenously grouped '"hackward reader" would con-

tinue in small and special remedial groups (1936 C, p.175)

for

There are many excellent books of the 'information' type
that will be found useful in remedial work, since the de-
finiteness of their content lends itself to testing, and
since the motive for reading them is not immediate plea-
sure, but usually a desire to make practical use of their
content. Reading done for such purposes had a hold on
the interest which is not destroyed by minute attention
to detail.

(1936 C, p.175)

This description of the legitimated curricular procedure

remedial students typified the notion of a functional 1lit-

eracy. The utilization of books of the "informational type' :for

instruction in (functional) 'lower' levels of informational pro-

cessing, was prescribed for those students classified as remedial.

The

stated supposition behind this pedagogical structure was

that the attention, motivation, and interest engendered by the

reading of 'practical' texts enhanced the transmission of 'basic

skills' of processing‘which would improve "retardation'" and 'de-

ficiency" in reading rate and level. The resultant social im-

plications, generated by the acquisition of 'practical' skills,

was

eeen as the most 'beneficial' and appropriate for 'lower’
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achievers. The 1936 curriculum recognized a minimum level of
"functional' basic skills acquisition as the standard for
classroom performance;

The infofmational'typeiof reading here prescribed for
remedial materials was: by definition, quantifiablé. Thebex—
periments and tests of reading psychologists had led to the
scientific redefinition of literacy and reading as composite
bodies of skills at the processing of information. Recall
and comprehension of details, facts, procedures, and names
were specifiable and testable by instruments conceived of up-
on the stimulus/response model, |

Yet the redefinition of literacy along functional terms
was not solely: occurring at 'remedial stream' level. A review
of the proposed literature curriculum indicates that even those
students who tested at grade level or above, would undertake
a wholly redefined literature study, emphasizing non—traditién—
al procedures and content.

The 1936 literatﬁre curriculum for the Junior High Schools
articulated selected traditional objecti#es of literature study-
mentioning the appreciation, interpretation and familiarity with
"our best standard and contemporary authors". Yet literature
study was refocused on the social effects upon the learner's
life. The curriculum contrasts this sort of social 'enrichment'
with the 'functional' emphasis of the reading curriculum: "The

preceding section dealt with reading as a technical skill; this
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section.deals with it as a means of acquiring vicarious ex-
perience. One of the great aims in teaching literature is the
interpretation andbundefstanding of life. Acquaintance with
litérature heips the child to live; and.to live more abundant-
ly. " (1936 C; p.177)

Literature study (appreciation, eValuation; interpretation)
was a means towards Deweyian 'vicarious experience'. In this
manner, the Progréssive rennovation of literature study mili-
tated against high cultural standards and practices,

The literature courée prescribed texts for both the English
X and English XI courses: the coﬁtent of the curriculum reveals
standard English literature, and to a lesser extent, Canadian
and American literature of several genres. Yet of note on the
following list was the proposed deletion of virtually half of
the required *whole' (not anthologies or textbooks) texts and
the substitution of more extensive library readings and 'texts
which will be specified in the 1937 school year." (See table 6)

The actual content of the Junior High Schobl literature
course was conventional when contrasted to the radical revision -
of procedures and methods proposed in the new literature cur-
riculum, Literature study was divided into five broad sub-
categories. Excepting the unprecedented technological emphasis
of radio and "moving picture'" study, thelother categories of

literature study were redefinitions of prior practices.
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' The Canadian Book

TABLE 6

PRESCRIBED TEXTS:

ENGLISH X, ENGLISH XI
1936 JUNIOR HIGH SCHOOL CURRICULUM

| ENGLTSH X -

of Prose ‘and Verse, Book 1 (Ryerson)

Two of the following:

Dickens: A Christmas Carol; and Rusking: King of
' the Golden River, (Copp,. Clark & Co.)

SteveﬂsdnflTreasure Island -

" Note: Items #3, 4, & 5 to be discontinued

after June, 1937,

Supplementary Reading:
See Library lists. It is recommended that at least

five books be read during the year.

ENGLISH XI

The Canadian Book of Prose and Verse, Book I (Ryerson)

Two of the following:

Scott:'Lady‘of?the‘Lake-

" Selections from Irving and Hawthorne (Copp, Clark

Dickens: Cricket on ‘the Hearth

Note: Item #4 & 5 will be discontinued after June, 1937.
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The'actual content of the Junior Higﬁ School literature
course was conventional when contrasted to the radical revision
in proeedures and methods proposed in the new literature cur-
riculum. Literature study was divided into five broad subcate-
gories, including media study: ‘Excepting the unprecedented
technological emphasis of radio and "moving picture" discussion
and critique; other sub-types of literature study were radically
redefined versions of prior practices:

Intensive reading‘(1936 C; p.178) was conceived of as that
reading which occupied the attention of the entire class for
extended periods of time; extensive reading was characterized
as "all those reading activities either within the classroom or
| without, in which the individuals or groups may be engaged, but
which do not necessarily occupy the attention of the whole class
at one time'". With a cufricular focus on extensive reading, the
Progressive educational model was able to instantiate its con-
cerns with function and individualism. The recognition of the
value of different "reading activities, within the classroom
and without" and the individualization of texts and instfuction,
evidenced a Progressive reorientation of instruction towards
-individual social utility.

The;recommendation for exteﬁsive reading in literature
study reflected a direct -criticism of existing traditional prac-
tices. The curriculum emphasized that, '"much of the'teaching of

1iterature has beéen too intensive -- weeks even months, being

)

221



spent upon a single'classic; Today there is a movement to-
wards extensive reading. This does not mean that intensive
study is to be'abandoned; but that it is limited in its ap-
plication..." (1936 C, p.178) -

The Classical'concéntration on memorization was explicitly
critiqued; "this latter is a bi-product of the literatufe lesson
rather than an end definitely sought." 1In terms of student
competence, the 1936 curriculﬁm stated that achievements in
intensive literature study "are not to be judged by formal
testing of subject matter, but by the way in which literature
functions in the pupils' daily life." (1936 C, p.179) The exam-
ination system. was not an adequate evaluation of the daily
functional utility of literature study.

In lieu of traditional practices of intensive reading --

formal examination -- the use of non-literary texts was proposed.

Extensive reading involved the use of texts of '"graded difficul-
ty to meet the needs of varying reading abilities'". The impli-
cation was that the individualized reading of texts (library
books, textbooks, anthologies, magazines, periodicals) would
better facilitate individual needs. Texts that had been rated
for grade leﬁel 'readability’ were(prescribed.

In this regard, the 'new' literature study evidenced flex-
ibility of curriculum;‘ stimulus (texts) could be altered and
selected according to the scientifically perceived needs of fhe

reader. In intensive study, the text had been static, of
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accepted.worth'and unquestioned readability; the 'functional!
paradigm of literature instruction recommended books like-
biographies;,travel books -and "books on aviation; radio; science
and invention; publicH service and industry.'" (1936 C, p. 179)

It was recognized that '“such books have appeal for those
pupils who only with difficu1ty can be induced to read wbrks of
a purely literary style." (1936 C, p.179) The fact that such
students should even be'considered for inclusion in a secondary
1iterature'course; evidenced the institutiohal change in
attitudes,regardihg'the exclusivity of 'elective' literature
courses. “

The procedures for extensive reading were described: 'Some
of this extensive reading will be carried out in the classroom,
some in the library, but a large part of it at home.” (1936 C,
p.175). The study of literature was recognized as occurring out-
side the structufes of formal schooling control and monitoring.
The curriculum also prescribed the loosening of codes of control
upon reading literacy asserted by traditional literature in-
struction: |

Provision should be made for 'free reading' periods

within the classroom. The teacher should keep a re-

cord of what is being read in such periods, and as

far as possible on out of school reading, but should

not ordinarily look for formal reports upon it.
(1936 C, p.179)

The modern system of 'Wninterrupted Sustained Silent Read-
ing' began as part of the total intent of the Progressive cur-

riculum to relate literature study to 'outside' social
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experience.

The most major innovation in the procedures for literature
(extensive) reading instruction was the introduction of various
genres of popular reading:

About nine-tenths of adult reading is of newspapers

and magazines. Pupils should be trained to read them

most economically, and to evaluate their worth. Much

of this reading is of the skimming type. Special em-

phasis should be upon the development of a permanent

interest in current affairs, and upon the exercise of

discrimination7in the choice of periodicals, and upon
the habit or reading at a good rate. (1936 C, p.180)

Periodical and newspaper.reading was proposed not only for pur-
poses of informational processiﬁg in the réading curriculum
but'also as part of the literature curriculum.

By 1936, radib programs, movies, newspapers, and maga-
zines were intfoduced as curriculum for English I and II
literature courses. The juxtaposition of free reading of
popular literature and the discussion of moving pictures,
and traditional literary instructional modes (i.e. chéral
and unison reading, formal criticism, memorization) must have
offended and repeiled traditionally oriented teachers of liter-
ature. The curriculum proposed the scieptific restructuring
of reading, handwriting, written'and oral language instruction

in alignment with a pedagogy of social function.

The Junior High School course in literature, technically
the remaining institutional realm of high'culture, suffered

a curricular integration of popular culture and scientific
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methodology. Withdrawal in 1937 of Tales from Shakespeare

from the Junior.HighiSchool literature curriculum, and the
provision for the discussion of the latest "moving picture"
exemplified the historical’superoeSSion of the Classical
paradigm of literacy:

In 1937, Weir and King began the gradual reconstruction
of the Provincial Examination system and introduced more com-
prehensive standardized testing on class, school, and district
levels. The Departmental polioy regarding curficulum, in-
struction, and evaluation of literacy was based on the para-
digmatic redefinition of literacy as a set of functional skills
most adequately transmitted in systematized modes. Funetional
literacy was fofmulated as the principal aim of Progressively
oriented language instruction.

As a result, the educational system was geared, in philoso-
phy and policy, towards the maximization of the production of
socially functional individuals. A comprehensive reformulation
of the content, means, and ends of literacy instruction had oc- "
curred, If enforced and implemented by practitioners, the very
nature of thé literacy transmitted by the educational system

would change.
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CHAPTER 10

THE 1938 GRAY MACKENZIE SURVEY:

LOCAL IMPLEMENTATION OF PROGRESSIVE PRACTICES

Departmental curriculum and policy are only effectiﬁe agents
of educational change insofar as they are enforced as evaluative
criteria for appraisals of students; teachers; and schools., In
sum, the deVelopment of Progressive theory into concrete admin-
istrative,vcurricular and instructional procedures would only
occur when that theory was enforééd through evaluative codes of
'accountability' with which the Department determined efficiency
of its various institutionél cdmponents (students, practitioners,
schools, municipalities, districts, programs), With a formal
codification of reform philosophy, the Department could sanction
practitioner acceptance of the New Programme and select agaihst
continued adherence to the practices of the prior educational
model.

'The enforcement of King's Progressive curriculum was as-
sured when Weir appointed King Chief Inspector of Schools in
1939. In an atmosphere of increasing Departmental skepticism
towards local administrative favoritism in the management of
teachers and schOols; the Inspectors retained a major degree
of Departmental power.

The evaluative apparatuses for the measurement of efficiency
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were in stages of'transition, evidencing a period of paradig-
matic shift. - The authority and power of the Provincial Exam-
ination had diminished; and the'Department had yet to administer
province—&ide'teSts on .a regular basis: Thus, during the late
1930's the evaluative criteria and apparatuses of the prior
paradigm had blurred; the mechanisms of the scientific paradigm
had yet to be comprehensively operationalized.. As a result,
both traditional and scientific indicators of efficiency were
precluded from asserting control over Provincial schooling.
Power over criteria and standards reverted to the Inspectors and
their Departmental superiors, many of whom had advocated the
new pedagogy and psychology since the 1920's. Inspectorial
observation reﬁained the primary basis for decisions on the
viability of the existing system.

Evaluation of districts and schools are judgements on per-
formance. Like test instruments designed to evaluate student
performance, local accreditation evaluations appraise practitioner
performance according to prestipulated criteria and standards.
As direct descriptions of'and:prescfiptions for‘daily classroom
reality, these reports reflect existing educational praxis at
a given point in time more exactly than the policy and cuiricu—

lar statements previously analyzed. The following discussion

of the Sufveyiofttﬁé‘Gfeﬁfef Victoria Area Schools (1938), by

W. Gray and H. H. Mackenzie, notes a historical disjunction

of Departmental policy and existing practices in local schools. -
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The conflict between policy and practice constituted an
educationah 'anomaly' -— the resolution of this perceived
deficiency of existing practicefwould enable the new paradigm
to diversify and consqlidatexits:educational interests. The
application of Progressive methOds and discourses would‘be pro-
posed for the corrective reconciliation of this disjunction
between stated Departmental philosophy/policy and schooling
practices. To implement new curricular programs on a practi-
cal classroom level necessitated the evaluative appraisal
of the Victoria area schools. This discussion of the resulting
report focuses on the evaluative-expectations and methods of
the two inspectors (inquirers).

| In 1937, Weir appointed William Gray, Inspector of Schools
for North and West Vancouver, and H. H. Mackenzie, Inspector in
Vancouver, to conduct a systematic evaluation of the Victoria
area schools. The study would be similar in nature to a.''general
inspection of the schools'" yet would operate "in a more compre-—
hensive manner and on a larger scale than usual" (GM, p.7).
The inspection was to be conducted '"largely by the existing
staff with assistance from other Governmental officials."

In this respect, the report was an 'internal' evaluation;
'outside' or 'impartial' expertise was considered unneceséary.
In 1938; Greater Victoria (Southern Vancouver Island)

schools werevdivided_into four jurisdictions: Victoria City;

Oak Bay, Esquimalt and Saanich. The northernmost school covered

~
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by the survey was Saanichton Elementary (33 students); 17
kilometexrs north of Victoria. . The largest schools surveyed
were in Victoria City; Victoria High School (1146 students)
and Central Junior High School (539 students): Obviously, thé
Victoria area schools were of particular importance to legis-
lators whose children attended local institutions. -It’could be
hypothesized that this comprehensive Departmental inspection
was a purposive sampling of practitioner reaction to the 1936
curricular revisions. Staffed by and directly responsible to
the Department, the commission logically assumed Departmental
interests, criteria and standardé.

Work began early. in November,'1937; field work in the Vic-
toria schools was undertaken from December, 1937, to January,
.1938. The systematic 'scientific' approach which King had ad-
vocated was prescribed by Weir in the reference points outlined
to the inspectors. Efficiency of all aspects of schooling pfac—
tice was to be appraised in a '"total picture of the educational
programme" (GM, p.5). The study was structured similarly to
Tylerian curricular evaluation; Weir intended to ascertain to
what extent his modernization had altered educational practice
and performance.

Dr. Weir articulated the metaphoric description of ‘educa-
tional evaluation which by this time was fully legitimated;
he called for the "detailed diagnosis" of the system to be fol-

lowed by a "vigorous policy of réemedial treatment with the main
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objective of corrected weakneSS;” (GM, p.5) Thus, as an object
of Departmental scrutiny, the Victoria area schools were under-
going the same didactic 'treatment' of diagnosis (grouping and
remediation)‘which the 1936-curricu1um had prescribed for re-
medial readers.

The structural parallel between the evaluation of students
and the evaluation of larger units of the system (students,
teachers, administrators) indicates the 'reproduction' of the
scientific evaluation model on all levels of educational judge-
ment. Progressive educators in 1938 were no longer combating
educational rule systems; they were stipulating and enforcing
such systems. Mackenzie was the originator of the term '"social-
ized recitations"; 1 he had attacked traditionalists as ""Shib-
boleths" in his poetic exposition on the new pedagogy and
testing (see Chapter 6).

Mackenzie taught courses in psychology and modern reading
instruction at the Victoria summer school for teachers from 1922
uhfil the late 1930's. In this respect, he wﬁuld be in»the
position not only to diagnose, but to remediate practitioner in-
competence in scientific and Progressive methods. His substan-
tial academic credentials probably led to his appointment as
vice-chairman of the inspectorial team under William Gra&Q who
the 1930's inspectorial reports reveal as a less vociferous but
equally ardent proponent of;Progressive reform.

Mackenzie and Gray summoned Robert Straight, a trained
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statistician. Straight simultaneously was serving as a consult-
ant for the Board of Examiners; redesigning scaling procedures
along'statistically reliable and valid principles. 2 With
Straight's aid and the B;C;TaFi‘s.consultation, the influence
and scope of the examinations wefe minimized and restructured

to include more 'objective test items' and statisticalvscaling
procedures., Straight would continue to serve as district
statistician for Vancouver and work for C.B. Conway and H. Evans, -
Assistant Registrar‘df Examinations, throughout the 1940's and
50's on the construction and analysis of standardized tests and
provincial examinations. Straigﬁt's data base of test scores,
age-grade census information generated evaluational judgements,
and furthermore legitimated other (traditionally) subjective
observational judgements made by Gray and Mackenzie.

The Gray Mackenzie Survey was a detailed inquiry on the

degree of influence and extent to which the paradigm of a 'néw'
education and literacy had been operationalized in a number of
recognizably 'conservative' B.C. schools. All of these categories
of inquiry relating to schooling practices: staffing, certifica-
tion, funding, testing, grading, equipment, texts, physical

plant, instructional environment, were subsumed by the overall
intent of the inquiry to detail 'the extent to which the school
system surveyed has responded to the advances in educational
science'. (GM; p.7)

As established in the previous section, the Progressive
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reform of H.B. King implicitly equated effective 'learning'
and 'knowledge' with‘administrative/managerial instructional
efficiehcy. As in Dewey's pedagogical statements; the link
between institutional efficiency and industrial productivity
was a logical form of social réproduction. The issue of
accountability became a question of both economic and peda-
gogical efficiency.

In the 1938 document, scientific inQuiry into matters of
cost efficiency and student performance were not only a means
towards the remediation of any perceived practical and peda-
gogical inadequacies, but also as a means towards accountability
of the educational system as a whole to the B.C. public. Scien-
tific measurement of student and institutional performance was
incorporated with inspectorial connoisseurship as the basis of
Departmental policy decisions.

The historical structure and sensibility of the Gray Mac-

kenzie Survey reflects the assumptions on methods and criteria

of the new educational paradigm. The extent to which the method-
ology and pedagogical assumptions of the 1938 report dictated its
findings, will be outlined in this discussion. The analysis will
focus on the Gray Mackenzie findings regarding:

1. Practitioner acceptance and institutional inte-
~gration of the New Programme.

2. Standardized testing results.
3. Literacy instruction, curriculum and performance.
4. Remediation of the existing situation.
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The‘survey.condemned Victoria area teachers who '"have
failed to translate into practice the New Programme of studies"
and were hébituated "in the use of traditional methods". The
repdrt claimed that 'most of.thefteachers; however, either have
not made any attempt to study;thé bulletins of the New Programme,
or having done so; have failed to understand them:" (GM; p. 24)

Gray and Mackenzie held explicit misgivings about existing
instructional methods; the report cited general lack of willing-
ness on the part of Victoria teachers to alter traditional meth-
ods. The survey juxtaposed 'child-centered' practitioners and
"teachers (who) were trained under the traditional plan'”. The
report bluntly stated that "traditional methods of instruction
do not fit in with the philosophy of the New Curriculum.” (GM, .
p.19) Kihg had reiterated Dewey's initial claim that the in-
dividual and social group were ideally conceived of in democra-
tic harmony -- synonyms rather than antonyms.

This 1938 evaluation acknowledged learners' difference in
"intellectual'", "physical', and "emotional" dispositions. Gray
and Mackenzie explained that '"some methods of instruction
suitable to one group of children may be quite unsuited to
others." (GM, p.20) The aim was to accomodate various levels
and capacities for behavior and performance to a greater extent
than was allowed within traditional classrooms. The Progressive
program; therefore; attempted to generate a 'functional plural-

ism' -— a system which provided for individual difference by
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the creation of streams and tracking groups.

To provide for equality of individual opportunity, the

1938 accreditation evaluation recommended the utilization of
standardized tests as the principal instructional method and
evaluational means for teacher selection for '"pluralistic’
treatments (programs). Gray and Mackenzie wrote:

If these individual differences are to be provided

for, the modern teacher must use scientific methods

of measuring abilities, of measuring progress, of

diagnosing weaknesses and failure in growth, and of

applying remedial treatment where needed. The teach-

er must know how to use and interpret the results of

intelligence tests, of standardized tests, and of

the informal diagnostic classroom test. Methods of

testing have changed considerably since first they

were introduced into our schools, and the teacher

must study and understand these changes if the new

programme is to be effectively carried out.

(GM, p.20)

Tests were prescribed for use as part of a comprehensive
guidance program within which students would be grouped accord-
ing to assessed academic or vocational abilities. Tests of
aptitude and achievement were recommended; standardized testing
was an integral component for the determination of 'treatment'.

Straight administered 14 standardized instruments to
Victoria area schools (see Table 7); the test administration was
intended to provide a data base on student performance for use
as an interpretive indicator of instructional efficiency and
modernization.

Similar tests were administered in January and April in

Vancouver (Straight's jurisdiction) and North and West Vancouver
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TABLE 7

TESTING PROGRAM:

VICTORIA AREA SCHOOLS - 1938

lo
2.

3.

Otis Self-Administering Tests of Mental Ability,
Intermediate, (VI)

Terman and Kuhlmann-Anderson Tests, (VIII)

Otis Self-Administering Tests of Mental Ability,
Higher, (XII)

1.

B_ow N

N ONG)

Vancouver Tests: Reasoning in Arithmetic,
Form B, (VI)

. Woody-McCall Mixed Fundamentals in Arithmetic,

Form II, (VI) _

Dominion Group Achievement Tests, Form A,
Arithmetic Subtests, (VIII)

Hotz First Year Algebra Scales, Series B,
(IX, XII)

. Henmon French Test, (XII)

White Latin Test, Form A, (XII)
Ruch-Popenoe General Science Test, Form B,
(IX, XII)

Literacy-related Achievement Tests

Thorndike-McCall Reading Scale, Form 2, (VI)
Dominion Group Achievement Tests, Form A,
Spelling, Usage, Reading Subtests, (VIII)
Van Wagenen Unit Scales of Achievement in
Reading, Division 2, Form B, (IX, XII)
Inglis Test of English Vocabulary, Form C,
(XII)
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(Gray's jurisdiction), for purposes of comparative study.

Scores of the greater Victoria area (Victoria and other muni-

cipalities).were'listed on.comparative graphs against scores

from Victoria city and the three Lower Mainland municipalities.

Straight compared his 1.Q. norms on Victoria and Vancouver

performance with the similar historical comparison undertaken by

TABLE 8
MEDIAN TI. Q. 'SCORES
" VANCOUVER AND VICTORIA
1925

GRADE VI NATIONAL INTELLIGENCE TEST

Vancouver . . ¢« « v+ e e ot e e e e e
Victoria . . . . . .« ¢« . ¢ ¢ « « . .

GRADE VII NATIONAL INTELLIGENCE TEST

Vancouver . . . « « « + '« o o o o o o« o
Victoria . . . ¢« ¢« v v ¢ ¢« « o o e e e o

GRADE X-XI B.C. INTELLIGENCE TEST

Vancouver . . +v « s o o o o o « o o o
Victoria . . v ¢« ¢ ¢ ¢ e v e e e v e e e

237

Source: .

" Putman Weir

106,22
103,24

148,44

".143.07

105,83

©.103.,72

Report

(1925)
P. Sandiford




TABLE 9
' MEDIAN T Q. SCORES
" VANCOUVER AND VICTORIA -
1938 -

GRADE VI' OTIS SELF-ADMINISTERING TEST (INTERMEDIATE)

VANCOUVET . + v « o + o o o o o & « o o o o « o « « « .108.5
Vietoria . . . . & v v v v 4 v e 4 4 e 4 4 4 4w e « . . 100,0

GRADE VIIT TERMAN AND KUHLMANN-ANDERSON
Vancouver . .+ v « « o o o « s o o « o o o & o « o« « « 108.8
Victoriav. o ¢ B 5

GRADE XII OTIS SELF-ADMINISTERING TEST (HIGHER)

VANCOUVET + + « o o « o o o o & + o o« « o « « o« « « . 115.0
Vietoria . . . v v v e e e e e e e e e e e e e e e e w1122

Source:

Gray Mackenzie Survey
(1938)

R. Straight
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Sandiford's 1925 results (table 8) indicated that Victoria
students scoredrhigher in mean I. Q. than their Vancouver
counterparts. Straight quoted Sandiford's 1925 commentary:
On comparing the median scores of Grade IX, X,
and XII, the Victoria urban area pupils are
found to make slightly higher rating than those
of the Vancouver urban area. The differences,
however slight, are.probably significant and
indicate a permanent difference in the general
intelligence of the high school population. Sex
differences are more marked in Vancouver than

they are in Victoria. This also was to be ex-
pected because of the differences in two classes

of population. (GM, p.63; emphasis added)
By comparison, Straight's 1938 results (table 9) indicated that
Victoria students had fallen behind in mean I. Q. Despite the
obvious reverse over a thirteen year period, Straight was un-
willing to assert any explicit judgement; he wrote, '"there is
not enough data available to explain the apparent change in
intelligence testing standing in the two surveys." (GM, p.63)

Retrospectively, Straight's 1938 interpretations of the
test results were, in'general, less polemical and speculative
than Sandiford's. It could be hypothesized that changes in
statistical and psychometric method influenced the nature of

his interpretations. Yet the Gray Mackenzie Survey does not

outline the statistical methodologies employed in the testing

program,
Straight derived speéific inferences from the results of

the standardized reading instruments which were administered;
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explaining the results of the Thorndike-McCall Reading Scale
(VI), ‘! Straight wrote: ’

The Thorndike-McCall reading scale has been carefully
standardized and widely used. Realiable norms are
available. Oak Bay makes the best showing, having a
mean reading quotient of 112.3. This is slightly
higher than the Vancouver mean reading quotient.
Victoria has the lowest mean reading quotient. The
Margaret Jenkins School, which makes the best show-
ing of the Victoria schools, does not reach the Van-
couver mean. It would seem that either Victoria
Grade VI pupils are unaccustomed to this type of read-
ing test or the teaching of the lower grades in Vic-
toria is somewhat inferior to that in Vancouver. The
shortage of supplementary readers and library books
in the Victoria schools undoubtedly contributes to
their lower reading scores.

(GM, p. 64)

The criticism of specific Victoria elementary schools on
the basis'of low standardized test performance is apparent.

Yet virtually no interpretive comment was made on the Dominion

(IX-XII) results. On the other hand, Straight inferred the

direct relationship between the Inglis Test of English Vocabulary

(XII) and existing classroom practices, detailing which aspects
of the New Programme literacy programs were reflected in Inglis‘
test results. Straight was establishing the direct inferential
 link between testing and the prescriptive body of knowledge
tested;

The ability tested by this test is probably not some-

- thing which may be developed by intensive study of a
few selections in literature. General reading outside
of school, use of school library, collateral reading
in other subJect fields, all contribute to the ablllty
measured by this test. "On the vocabulary test the _
high schools rank in nearly the same order as on the
reading test. Apparently a general ability (not innate
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capacity) in English is being measured. The score of
Greater Victoria does not differ significantly from

the Vancouver score. '
S (GM, p.64)

The Gray Mackenzie Survey used the scores to substantiate
their commentary on instructional‘and practical change. 1In
this mahner; Gray; Mackenzie and Straight premiSed their recom-
mendations more directly upon visible traditional connoisseurship
(on-site observation). By avoiding explicit test score based
appraisals, the inspectorial team legitimated their senior
evaluational expertise in the estimation of an identifiably
traditibnal group of practitioners. It couid be hypothesized
that the desire of the inspectors to encourage more widespread
acceptance of standardizéd testing precluded the use of such
test scores for the rejection of existing practices.

Gray, Mackenzie and Straight critiqued 1iferacy practices
independently of the test result section; they premised their
criticism of the existing instruction in literacy related sub-
jects on on-site inspectorial analysis of classroom and program
practices in the Victoria area schools in 1938 sanctioned the
traditional performance goals of "mastery of subject matter",.
The 1938 document reiterated the modern emphasis on types and
modes of reading which could be distinguished according to social
context: work; recreation, ﬁactual; and subject-area reading
were reviewed. (GM;»p.ZG) Teachers were implored to recognize
that these non-traditionél types of reading necessarily required

different instructional '"treatment':
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Teachers must recognize the different treatment ne-
cessary in dealing with reading material that is

purely factual in character and with reading material
selected from the field of literature. The success
with which the new Programme of Studies may be carried
out depends upon the'abillty of the teacher to instruct
her pupils in the various skills and habits incidental
to reading.

(GM p. 26)

Following its diagnosis of existing instruction, the report
recommended the implementation of diagnosis/classification/re-
mediation systems of reading instruction. Gray and Mackenzie
wrote: '"The wide range of reading ability previously noted,
entails a program of informal tests followed by remedial treat-
ment, yet such a program was seldom found in the schools of this
area." (GM, p.26) The‘Inspectors recommended standardized in-
structional pre-assessment.

Mackenzie and Gray recognized that schools like Victoria
High School retained a basically 'high literacy' set of criteria
and standards for student performance. They described their
assessment of the teaching of English at the largest school
surveyed:

The teaching of English appears to be developing in

a satisfactory manner, an appreciation of literature.

On the other hand, the tests in reading, reported else-

where in this survey, show such a marked variation in

reading ability that there is a very definite need for
remedial classes to treat reading deficiencies...Since
success in most high school subjects depends very

largely on the ability to read, it would appear that

classes should be organized for remedial treatment

for those pupils with a low reading grade.

' . (GM, p.41)
Apparently, Mackenzie and Gray felt that the continued cur-

rlcular traditional emphas1s of literature study impeded the re-
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mediation of the deficiencies it created in the first place.
Gray and Mackenzie criticized traditional literacy practices as
impediments to the scientificnpedagogy of measurement, grouping
and remediation. They wrote:
In the English programme of this school, prose selec-
tions seemed to be treated too intensively and were:
studied as pieces of composition or exposition for
critical analysis rather than for the development of
pleasure or interest in reading. In many cases, in-

struction in composition was too formal.
(GM, p.41)

This explicit criticism of the continuation of traditional
- methods was part of Gray and Mackenzie's sense that '"the greater
number of teachers did not seem to be aware of the fact that
there were more types of reading than merely silent and oral.
The methods suggested for work-type reading were not ciearly
understood, nor were they properly applied.'" - (GM, p.41)

They concluded that 'there is little excuse for their
(teachers') lack of knowledgerf modern practice in reading.
Demanding that teachers acquire "gpecific skills and abilities
in reading', knowledge of the '""different treatments necessary
in dealing with reading'", they had diagnosed functional skill
deficiencies both of students and teachers of literacy. Effective
teaching was seen to necessitate a body of functional competen-
cies for the transmission of equally functional skills to’their
students.

Gray and Mackenzie; experts at language arts instruction;

conducted on-site inspection of student work, a form of con-
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noisseurship of 'quality' that reaffirmed their credibility as
traditional accreditors. 1In contrast with Putman and Weir's. 1925
observations, Gray and Mackenzie noted a "lack of neatness'" in
student handwriting (GM, p.27) The implication of their fin-
dings in handwriting and spelling was that the instructional
efficiency of teachers was deficient when judged both by an ob-
jective evaluation model (standardized instruments) and by the
connoisseurship model (inspectorial on-site judgement).

The other major recommendations of the section on writing
were for increased instrdction in self-editing and for increased
teacher recognitibn of individual difference in written expres-
sion. These curricular objectives attempted to re-center in-
structional literate interaction upon the learner's expression.
Training students to "diagnose and correct writing defects" (GM,
p.27), was essentially the same process as training individuals
to exercise the evaluative fuhctions their teachers performed
upon their own work. Such an objective inwriting implies a
greater concern with the students' capacity to operationalize
diagnostic and corrective skilis to control the quality of their

own written product. The self-editing proposal can be viewed as

the encouragement of the internalization of the evaluative meth-

od, criteria and standards by the students, and as the establish-
ment of the students' literate performance'as its own object,
rather than as the exclusive‘object of teacher/critic evaluation.

.Thus, the Gray Mackenzie Survey was enforcing Progressive
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curriculér reform upom.the Victoria Area Schools. The func-
tional literacy paradigm's resultant division of reading into
sub4ski11s, types and leVels;.directly facilitated the trans-
mission and.evaluation of.theSeiallegedly utilizabié skills,
This resulting emphasis on a comprehensive 'new psychological'
approach to reading as the most systematically transmittable,
evaluable and utilizable literate behavior required a deemphaéis
of writing and literature study as high priority literate skills.

Mackenzie and Gray expressed a concern about the Victoria
Area library facilities. In their criticism of specific
schools, adequate library facilités were considered prerequisite
to the effective implementation of a new program of literacy.

1936-37 statistics provided for Victoria and City libraries
revealed trends in library circulation (GM, p.89). The library
access was apparently sanctioning and encouraging different
btypes of reading varied genres of popular, as well as Classical
volumes. Increased_studentraccess to library facilities was seen
as a means to accomodate individual difference. Between 1936 and
1937, 28 elementary classes were given instruction in library
use at the Victoria Public Library. (GM, p.82) The circulation
statistics confirmed that schools were disseminating reading
materials other than the 'high cultural' literature of the'priOr
curriculum.

The'library; literacy training; reading and the book itself
were all seen as valuable means towards social (occupational)

application, Revision of the curriculum to included 'useful'
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‘books required the implementation of a comprehensive library
science to organize and deliver those materials. The concept-
ualization of the book as a useful bbject negated the Classicist
gupposition that books were entities of ahistorical or intrinsic
worth. The book, under the Progressive educational scheme,

was objectified as an artifact; texts became tools towards
functional application.

Library science,‘and'the resultant universal access to po-
pular books, was an intrinsic aspect of the development of
"functional literacy'. The Progressive school library was foun-
ded within a framework of experience and social utility; con-
sequently, books within the school library were conceived of
instrumentally, as tools. In their criticism of the English
program at Mt. Douglas High School, Mackenzie and Gray wrote:

The programme in English, as in many of the other sub-

jects, is handicapped by the complete absence of a '

library. Any attempt to carry out the new Programme

of Studies without a library is absolutely futile,

since one of the main features of the new curriculum

is to train the students in the use of books both for

reference and for recreation. As in most schools,

there is a wide range of reading ability and this may

be remediated only through more and better reading

instruction.

(GM, p.50)

Increased leisure and recreational types/rates of reading
necessitated the expansion of library facilities to provide
students (and public) with access to non-traditional popular and

applied material.  .The relatively unmonitored access to the

printed word in schools was the sort of event that reflected in-
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creased control by popular culture of the literate 'code' of
an era.

Substantial sections of the survey discussed two areas of
reform; Mackenzie and Gray propOsed a renewed vocational and
commercial education; By 1938; “Victoria High'Schooll one of
the largest high schools in the province, offered 16 different
commercial subjects ranging from Accounting to Business English.
Total enrollment in these clasSés was 1,007 pupils. Gray and
Mackenzie noted that a total of 20 books on commercial subjects
were available in the school library. They also explained that
in the remainder of the greater Victoria Area, no books on
- commercial subjects were available. Neither Oak Bay High School,
probably because of its traditional literature emphasis, nor
Mt. View Secondary, offered a course in.Business English to
senior students. Gray and Mackenzie noted that: "This is one of
the most important subjects offered in the new curriculum; it
would be vvaluéble for any secondary school student." (GM, p.38)

Gray and Mackenzie légitimated the necessity for the
Business English and attendant bodies of literaéy skills as
"valuable for any secondary school student." As rudimentary
social competencies, business/commercial literate skills were
‘being recognized as universﬁl necessitiesl The inspectoré re-
cognized that the literacy skills learned in Business English had
an exchange value (qua cultural capital) different in kind from

- that of high cultural literacy.
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The survey was concerned that commercial and technical
courses were being relegated to 'lower' levels of practitioner
and educational priority. Like King and Dewey, they redefined
such vocational courses as separate, different, yet of equal
educational validity as academic courses. (GM, p.61) Their
stated concern with the achievement of 'dignity' for all sub-
jects was in alignment with the greater Progressive concern
with equality of educational opportunity and worth. Although,
as mentioned, 'democratic equality' had been a stated intent of
Departmental policy as early as 1925, the practices which
allegedly facilitated such equality were missing. Recognition
of the equal 'dignity' and 'social value', afforded by vocation-
al/commercial programs had yet to be implemented into schooling
Structure. |

Vocational education was seen as necessary because of the
status of the labor market; the unemployed in B.C. were a
politically militant group during the 1930's (Ward, 1980), Gray
and Mackenzie recommended increased 'holding power' of the
educational system through the introduction of mbre'comprehensive
vocational education;

This step was advisable from two main standpoints:

a) from an economic standpoint in that no work was

available for young people from 15 to 18, owing to

the conditions of the labour market, and b) from

demand by parents that their children should have

more education than they had themselves. Thus, by

law, by economic necessity and by popular demand

for secondary education, our high schools have

opened their doors to all young people of secondary

school age who. have the capacity for secondary

education.
(GM, p.40)
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Educatiénal Progressiveé'felt that a discontinuation of the
high cultural monopoly on high school education would incor-
porate.a large number of 15 to 18 year Qlds; who would otherwise
be unemployed or unemployable. Simultanenously, the skill level
. of the labor fbrce,could be increased to suit increasingly com-
plex (i.e. specialized) demands of industry. The operéntcsup—
positions of early and mid 20th century Canadian vocational
education was that the acquisition of increased levels of edu-
cation would engender social mobility (Lowe , 1980; Porter, 1979).
In accordance with this intent; Weir began expanding skill
instruction to work camps and adﬁlt schools during the middle and
late 1930's in alignment with Progreséive concerns with social
function and utility. (Johnson, 1964)

This emphasis on retraining the unemployed simultaneously
increased the enrollment (and growth) of secondary schools.
Students who had been previously excluded by traditional evdlu—
ation mechanisms, like the Junior Matriculation Examination
(abolished in 1937 by Weir) were encouraged to enroll in vo-
cational/technical streams. Gray and Mackenzie's commenfary.on-
vocational education indicated that the introduction of extended
(non-academic) education to 18 year olds was a direct response to
the economic situation in B.C. during the Depression.

The inability of academic and traditionally oriented schools
to meet relevant social and occupational needs was particularly

evident in Gray and Mackenzie's critique of Mt. View High School

~

in Esquimalt. In an era of increasing awareness that industrial
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efficiency was, as Hinchliffe had noted, the only assurance of
economic, military and political national strength, the inability
of the schools to meet the employment needs of the local ship;
building community and naval base are noted:

The severest criticism concerning secondary education

in Esquimalt is that it is too academic, with little

provision for those pupils who are not inclined towards

purely academic studies. Esquimalt, being the centre

of shipyard activities and adjacent to Victoria should

lay more stress on technical and commercial education

since the interests and inclinations of the pupils

would naturally tend towards these pursuits. The

recommendations herein made would provide, at little

additional cost, a type of secondary education more

in line with the needs of the community.

: - (GM, p.48)

Yet Progressive proposals for reform of educational practice
-- the acceptance of the New Programme, the utilization of
scientific pedagogy, the redefinition of literacy in terms of
its functional value, the increased funding of vocational/com-
mercial programs -- were mitigated by the incapacity of prac-=
titioners and schools to reform existing practices.

Mackenzie and Gray noted the verifiably continued resis-
tance by most teachers to the reform of traditional pedagogy.
The re-education of teachers along more functional and Progres-
sive principles was a logical remediation. Towards the end of
teacher competence at the implementation of new pedagogy, several
means were specified: the improvement and increase of profession-
al reading and the attendance of summer school in-service

training. Furthermore, the problem in the Victoria area was

considered by Gray and Mackenzie, who had more than a passing
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knowledge of Lower Mainland teachers; to be representative of
a province—wide entrenchment of obsolete practices and
assumptions.
In the 1930's an evolving teacher retraining program, de-
signed to effectively introduce the princip1es and'practices
of the'New Curriculum; as well as the general philosophy of
Progressive education; had been introduced. This retraining
program, the genesis of modern ;professional development' was
part of an overall program to improve 'teacher literacy' -- the
capacity of teachers to critically operationalize modern peaagog-
ical methods. Expanded staff libraries of education and
psychology journals were recommended. The teacher retraining
program was geared towards converting a group of adherents to
a prior set of paradigmatic practices to the assumptions, ap-
paratuses, discourses and methods of the new educational mode.
In the 1935 summer school, John Kyie, director, reported

that the 1935 summer school:

No previous summer school with which I have been con-
nected has shown a better spirit...The tennis tour-
nament and golf matches were carried through with
spirit and enthusiasm. The Wednesday night dance

was especially well attended. Zala's Orchestra pro-
vided the music and the company had an opportunity

of meeting each other in a social capacity...
Arrangements were also made for visits to the

Archives,..the Observatory....
3

Thus, the summer school was not merely attempting to co-
ercively force practitioner adherence to Progressive pedagogy;

while attendance was compulsory, the atmosphere of the summer
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school was one in which'the.teacher’(dﬁa‘student) was treated
with appropriate Dewyian student-centered concern and Trespect.,
In 1935; Weir gave "a stimulatipg address to the students in
the Assembly Hall at 8:30 a.m. on the opening day. He gave a
vista of the future of educational progress which could not
fail to stir the teachers to their best efforts."

A selection of summer school course listings (1935-38)
reflected an increasing specification in courses designed to
train teachers in the use of systematicized instruction and
scientific methods:

1935-1936

Modern Methods of Teaching

Language Arts

Reading and Literature

Commercial Subjects

1936-1937

Principles and Techniques of Teaching

The New Curriculum: 1Its Objectives and Procedures

Seminar: The School in the Social Order

Educational Psychology

Educational Measurement

Classroom Organization and Management

The Teaching of Reading and Literature

1937-1938

Principles and Techniques of Teaching

The Evolution of Modern Education
Educational Psychology

Measurement in Elementary Educatlon
Principles and Methods of Visual Instruction
Growth and Development of Children

Child Guidance 4

From 1932 to 1937, H. H. Mackenzie was the senior instructor
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of English and Language Arts courses. Teachers were instructed
by a staff that consisted of Departmental Inspectors, university
professors and school administrators; as well as by visiting
lecturers from the Uni;ersity.of-Toronto; University of Southern
California, University of Oregon; and other faculties of edu-
cation and psychology; In 1938, the inclusion of Dr. Géorge
Davidson, a Vancouver psychiatrist; and Dr: C. B. Conway,
a Vancouver inspector with training in research, measurement,
and standardized testing, indicated 'scientific' orientation
of late 1930's teacher training.
The distinct purpose of this program was the retraining
of practitioners in those afeas that required specialized method-
ology or curricular content. The implementation of modernized
administration and classroom procedures required proféssional
'specialists' in the areas of remedial reading instruction,
commercial and technical coursé instruction, library sciences,
guidance, and administration. Progressive reform necessitated
a trained and speciaiized group of practitioners; the technical
apparatuses of the New Programme required groups of_teachers
able to function in a redefined system of scientific methods.
Yet Gray and Mackenzie noted that in spite of the expanded
retraining program, teachers were not making an effort to ‘adopt

modern pedagogy. They explained Victoria teachers' reactions

to the Summer School:
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Even though specific professional courses were
offered during the summer of 1937 both at the
Victoria Summer School and at the University

of British Columbia, few teachers availed them-
selves of the opportunity to attend these
courses. As a consequence, some difficulty

is being experienced by the staff in interpret-
ing the new curriculum and adapting their
procedures to realize effectively the aims and
objectives of the courses of study. A survey

of the teachers' professional library would
indicate also that the staff was not sufficiently
alive to the necessity of continuous profes-
sional growth. Education is a changing process,
a fact which places squarely upon the shoulders of
a teacher the responsibility of keeping himself
conversant with modern educational thought and

theory. (GM, p.42)

Yet Gray and Mackenzie also cited loéal and administrativé
opposition to teacher professional development. They explained
that '"the workman cannbt be held alone responsible fof lack
of success if he is not provided with the proper tools with
which to work." (GM, p.49)

The metaphor was apt, équating the teacher's retraining
~with the utilization of tools. Once again, the metaphoric
diagnosis of teacher' inability to adopt modern methodology
paralleled the diagnosis of student deficiency in functiohal
literacy (skill acquisition). The functional literacy para-
digm individuated literacy into stratified skills; traditional
teachers were required to reconsider their activity as the-
skilled application of the modern 'tools' outlined in the
New Programmés‘of Studies;ﬂ A socially utilizable literacy was .

conceived of asi:a_body of idéntifiable skills and performances;
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effective pedagogy was conceived of as a body of teacher com-

petencies and skills.

Area Schools regarding the retraining of Victoria (and Pro-

vincial) teachers, subsumed in importance other recommendations

for curricular, instruction and administrative reform. The need

for extensive reform itself was the result of the continuation
of practitioner adherence to traditionai schooling practices,
Practitioner traditionalism in Victoria area schools had re-
sisted the innovations in curriculum begun by Putman and Weir
in 1925 and continuing under King, in financing and administra-
tion initiated by King in 1935, and in scientific methods in-
troduced by the Department throughout the 1930's.

Gray and Mackenzie had noted that Departmental bulletins
were neither posted nor read by Victoria area teachers, - Their
report focused on the necessity of teachers to upgrade peda- -
gogical skills through professional reading and retraining.
Teachers were asked to reconceptualize their preSent practices
in terms of modern tenets of social function and child-centered
experience. As such; teaching itself was redefined in instrﬁ—
mental terms -- the transmission of socially utilizable skills
was the principal aim of both teacher and student education.

Thus, the categories and methods of the Gray Mackenzie

Survey reflected the Departmental legitimation of Progressive .
pedagogy; the various 'symptomé' that the evaluators 'observed
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for' in‘the appraisal of theQViCtoria area schools influenced

the substance and nature of the resultant findings. The criteria
were élearly aligned with King‘and Weir's expectations for the
institutional negation of traditional practices; educational
issues of cost and school accéuntability and efficiency were
paralleled by concerns with the adoption of the 'practical’
curriculum. While traditional inspectors had selected in favor
of 'appropriate' schooling practices, Progressive Departmental
codes were selecting in favor of 'efficient' and 'functional'

modern practices.
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CHAPTER 11

PARADIGMS OF LITERACY AND PROGRESSIVE REFORM

Educational philosophy and theory evolve into schooling
praxes in historically attenuated yet identifiable patterns.
The phenomenon of educational change must be considered in terms
of the cross temporal appearance of sets Qf discourses, prac-
tices and apparatuses which reflect fundamental practitioner
reconsideration of prévailing criteria and standards.

In British Columbia, the twenty year institutionalization
of Progressive philosophy and the attendant new literacy para-
digm involved a temporally staggered series of events which re-
flected specific levels of institutional reform and reaction.
Progressive educators, within the B. C. T. F., reduired three
years (1922-25) to translate a Deweyian philosophy of reform
into formal Departmental action. Putman and Weir's resultant
1925 recommendations were only minimally instantiated for over
akdecade until the political and economic climate necessitated
actual change. In 1935, King restated Progressive philosophy
as a rationale for the financial restructuring of the system,
King continued the process of curricular reform until hié retire-

ment in 1945, 1

The 1936 Programme was followed by a completely revised

~

high school (1941) and elementary curricula. From 1920 to 1940
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changes‘in schooling practices did not concur with stated
changes in philosophy; theory; policy or cﬁrricula;_five years
after Weir's‘ministerial appointment and two years after the
Departmental implementation of curricular change, existing
practices had yet to conform to the 'new' model of education
and literacy in B. C. schools.

The Gray Mackenzie Survey was itself a mode through which a

major theoretical/policy shift was instantiated into levels of
institutional practice; the report legitimated a new set of
assumptions on educational pedagogy. Gray and Mackenzie's
classification of practices as "ﬁurely traditional' and "Pro-
gressive" replicated Dewey's theoretical framing of 'types' of
pedagogy, and Putman and Weir's 1925 descriptions of '"schools of
thought". (see Table 10)

The Progressive model made explicit provision for its own
scientific self-regulation -- quality (efficiency) control me-
chanisms were built into the educational system. With the de-
:volution. of the Provincial Examination system, and the con-
current emergence of scientific modes of school inspection, tra-
ditional criteria had been subsumed. The modes of educational
decision making which Dewey had considered random, subjective,
and authoritarian were selected against by scientificallf legit-
imated codes of schooling power and control. |

The Gray Mackenzie Survey (1938) enforced the reconcep-

tualized literacy practices, initially articulated in the 1936
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curriculﬁm. In 1938 two contending sets of paradigmatic
assumptions on the nature of literacy prevailed in B. C. school-
ing practice; the polarization of proponants of 'high literacy'
and 'functional' literacy continued;

Teachers of EngliSh'languagé‘instruction adhered to tra-
ditional methods in spite of Departmental directives and the
innovations of systematized and researched instruction and evalu-
ation.

Traditional evaluational criteria, standards, and instru-
ments had evolved to quantify the transmission and acquisition
of 'high literacy'' Progressive/scientific tenets reformulated
literacy codes and legitimated the ethic of 'functional literacy’
as an educational aim. Within the Progressive paradigm,
functional literacy was redefined as a body Qf transmittable,
observable, and measurable skills with instrumental value and
validity in the social/economic context:; (see Table 11)

In North America, education had been 'reinvented' as a
scientific and professional field in the early 20th century.
Mackenzie, Gray, and King were operating from an identifiable
set of consciously shared assumptions. These managerial scien-
tists premised their authority not on seniority or teaching ex-
perience; but on scientific expentise acquired at schools like
the Ontario School of Education, University of Toronto; U.B.C.,
McGill; the University of Washington, and Chicago: Robert

Straight became head of a separate Vancouver District Bureau of
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TABLE 11

" TWO PARADIGMS OF'LITERACY iN B"C"SCHOOLS

-formal composition
-literary criticism
-oral reading
-decontextualized
study of spelling,
handwriting, grammar

‘1920—1940\
CONCEPT .OF - - TRADITIONAL ... . .| .. .. PROGRESSIVE . .
[LITERACY HIGH LITERACY"‘ii " FUNCTIONAL LITERACY °
~ |CRITERIA/ —-intrinsic worth - -extrinsic worth
-[STANDARDS (aesthetic and (social use/utility)
' .cultural.value). o
EVALUATIVE -subjective criticism ;objéctive/scientific
METHODS by connoisseur/expert measurement
~ —Prov1n01a1 Examlnatlon —standardlzed tests
CURRICULAR —Classics and 'quality'| -popular/useful texts
CONTENT literature (as well as literature)
~-formal grammar study -media: newspapers, radio,
moving pictures,
telephones, signs
-cross—-disciplinary
materials
-functional grammar study
-scientifically designed
texts
INSTRUCTIONAL @ |-rote memorization ~diagnosis/testing
METHODOLOGY -recitation —-grouping for individual

difference
-skill acquisition
-vocational/commercial
-systematic units and
progress charts

PRAGMATIC FRAME

-teacher-centered

-child-centered
—-approximation of social

OF THE -physical and
CLASSROOM intellectual reality
' d1s01p11ne lllllll
FOUNDATIONAL —Class1cs/Human1t1es -Normal /Social Sciences
. DISCIPLINES..ffxf...:1.1..,.‘A..A..A.JJQZZ:::.,zzii ..... U




Measurements in 1941. 2 C. B. Conway became director of the

Victoria Summer School in 1943, but his expertise at standard-
ized testing eventually led to,his appointment as Director of
the Research and Standards Branch, 3 a position he would hold
from 1946 until 1973. During thﬁt period, Conway would ad-
minister province-wide standardized tests on a regular’basis.

This managerial group of practitioners provided an alter-
native model to the aristocratic,velitist, local favoritism and
disciplinary authoritarianism of traditional schooling struc-~
ture. The application of objective, scientifically derived
information as the basis for eduéational judgements, was part
of a perceived 'democratic' reconstruction of learner classi-
fication and selection procedures.,

As Kuhn suggested, the supersession of one paradigm by
another can mark the evolution of a discipiinary method into a
comprehensive binding world view. Once institutionally vali-
dated, the paradigm adopts criteria and standards for appraisal
and inquiry. The uée of standardized achievement énd intelli-
gence test instruments to facilitate diagnosis,-grouping; and
remediation in B, C. education was presgribed as the dominant
paradigmatic apparatus forAthe exefcise of legitimate evaluative

criteria and standards of literacy.
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THE PACYRCE Of BRIMSH CFALMMA . author: C. B. Conway

DEPARTMENT OF EDUCATION
VICTORIA, B.C.

ESEARCH REPORT - DIVISION OF TESTS T NDARDS AMD RESEAIICH

Re: Handwriting in Grades V and VII

The handwriting of almost 10,000 B.C. pupils from Grades II to VIII
was rated by Inspector E.G. Daniels during the Putman-Weir survey of 1925.
At that time, B.C. medians were found to be considerably above the U.S. norms
for 1917. The ratings were done by means of the Ayres Handwriting Scale,
Gettysburg Edition, on spelling words that had been dictated in connection
with a survey of spelling ability.

A similar survey of Spelling during the 1948-49 school year afforded
an opportunity to compare the Grade VII handwriting with that of 1924-25.
A sample of 467 papers was selected at random from 11,000 tests and each pupil
was rated by four persons, including the one who originally had done the work
for the Putman-Weir survey. As some variation was noticeable the median of
the ratings was accepted as the true rating of the handwriting ability of the
puplis. Similar ratings were done by three persons on the answers to a
Grade V Reeding Comprehension test in 1949, and in March, 1952, ratings were
done on & rspresentative sample of compositions written by Grade VII end VIII
students who took part in a Willing Composition Scale survey. The results of
these surveys and the U.S. norms for 1917 are given in the following Table.

COMPARISON OF RATINGS ON THE AYRES HANDWRITING SCALE

U.S. Norms B.C. Medians

: for 1917 | _
( Grade Mean Median 1925 1949 1952
VIII 62 . 63 66 - L8

VII 58 58 63 L7 L8

VI 5 Sk 62 - -

v 50 50 59 E

Iv L6 - 53 —_ —

I k2 - K9 - -

II 38 -_ L2 —_ -
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The authors of the Putman-Weir Report were quite critical of the
handwriting of the B.C. pupils of 1925 - not that it was poor -~ their
criticism was based upon the fact that B.C. pupils were two years ahead of
the U.S. norms. This indicated that entirely too much time was being devoted
to the practice of handwriting. It was noted that approximately fifteen
minutes per day should have been sufficient, but that teachers in many schools
were devoting as much as an hour per day to the practice of 'muscular movement!®.
It also is quite probable that much more time was devoted to handwriting in
the U.S. in 1917 than at present and therefore the norms probably are high.
In both the United States and Canada the greatest interest in rating handwriting
was shown between 1920 and 1930. The number of copies of the Ayres Handwriting
Scale printed each year feached a meximum of 47,000 per year about 1927,
indicating the emphasis that was then placed on handwriting skill. By 1940,
only 4,000 copies a year were necessary. :

A similar decrease in interest has taken place in British Columbia
and the amount of time devoted to the practice of handwriting as such probably
is much less than the fifteen minutes recommended in the Putman-Weir Report.
It will be noticed from-our recent results that the grade levels of B.C.

Grade VII pupils are now more than two grades below the U.S. 1917 norms. This
represaents a decrease of four years in terms of grade levels since 1925. The
medians for 1925 undoubtedly indicated overemphasis. The question arises as
to whether or not we have not swung too far and might not devote greater
attention to handwriting from the point of view of legibility.

The ease with which handwriting may be read depends to a great extent
upon neatness, uniformity and letter form. Letter form has to be taught, but
in some schools each pupil seems to be a law unto himself in this respect.
Legibility increases when the differences within groups of letters having
cormon characteristics are distinct, e.g. in a2, d, g, 9, or h, m and n.

The importance of the upper loops and lower 100ps should be reV1ewed Tight
through to the junior high school level.

The time devoted to the muscular movements of the MacLean system
may have been excessive, but it did produce results. Finger movement obviously
predominates today.

Papers from some classes showed that the general attitude toward
neatness was good. 1In others, dull, stubby pencils were used, the papers were
sruudged, and the words were not written in a straight line. The ability to
"line things up" is a useful skill in later life situations and general
neatness is always worth the effort.

a9-28/é0
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