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ABSTRACT

In 2001, senior high English I 1guage Arts (ELA) teachers in Newfoundland and
Labrador witnessed the introduction of a new ELA curriculum that, tc 1any, was viewed
as a dramatic shift in theory, content, and methodology. However, a review of the history
of education and the teaching of English (in Newfoundland and Labrador as well as
globally) reveals that, while much remains the same, there have been continual
reformulations of ELA programs since the inception of English as a subject in the
nineteenth century. To better understand the most recent incarnation of the ELA
program, it may be beneficial for teachers not only to review the history of English a
subject (see Chapter One) and of education in Newfoundland and Labrador (see Chapter
Two) which reveal the political and ideological nature of “English teaching”, but als 0
consider the diverse cultural, economic, and soctal dynamics that exist in Newfoundland
and Labrador (see Chapter Three) which may provide insight about where our students
are coming from, what they need, and where they hope to go. From here, an examir ion
of current ELA Foundation and curriculum documents (see Chapter Four), which reflect
the most recent modifications to the delivery of ELA programs, will uncover the
remnants of earlier formulations of ~ > subject as well as the existence of contending, and
often contradictory, ideological f¢ :es that continue to influence and be influcnced by the
study of ELA. There are no simple answers (nor should there be) to the overwhelmi
problems of attempting to resolve the contradictions in the curriculum documents; to
mect the needs of our students’ diverse, complex, and hybrid identities; and to reconcile
the contending ideole  ‘cal for  tI cla .. Yet,we 1stnotcor zde

helplessness nor plead ignorance. Facilitating awareness, in ourselves and our stude s,



becomes the first step in meetir  these chal 1y : head on and working towards an ELA

program that is more democratic and beneficial to all our students (s« Chapter Five).
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English courses has fluctuated among the interests of the state, the individual, and v ous
collectives. However, itis impc ttc >te that alterations in the concept of English and
literacy do not constitute a completc break from earlicr perceptions of the subject.
Remnants of earlier ideologies remain while perceptions of the role of English and how it
should be taught sometimes return to previously challenged ideals. T  continuing
challenge for teachers is to achieve a balance among the contending ideologies and the
rcformulations of the subject English while striving to achieve educational goals that
address the diverse and hybrid needs and interests of our students (see Chapter Five). It
may be helpful to note that through all the changes, some things have remained con  nt:
the study of English reflects a conscious or unconscious reverence for the power of
discourse; the study of English is ideological; and the study of English is political.
Indeed, the political clout of the sub 't 1s apparent in the Newfoundland and Labra
educational system. Amazingly, a subject, little m¢ tl 1acentury d and once
considered fit for only “women, workers and those wishing to impress the natives”
(Eagleton, 2001, p. 2248), has achieved dominant status in this province (as elsewhere).
Today Newfoundland and Labrador students are expected to success{ully complete
English courses to ach ¢ aduation status — even at the university level (Memorial,

20006). Why does English warrant such status?

The History of an Ideology
The humble b« ‘nnit  of English as a school subject d” ~ not indic ¢ the

prominence it holds in today’s institutionalized educational system. However, a review



of the history of the subject clearly reveals that, from the beginning, English was
ideological and a key element in various contests to achieve and maintain political power.
Indeed, Ball, Kenny, and Gardiner (1990) assert,
English teaching, the definition of what is to count as English, hasbr 1a
matter of struggle and conflict between contending interests. In particular,
at various points, governments have attempted to intervene in the field of
English teaching in order to discipline practitioners and rectify
‘unacceptable’ deviations from that version of English which best suits the
interests of dom™  at political clites. (p. 47)
Until well into the nineteenth century, English was not considered worthy of acceptance
as a course of serious study. Scholars studied Classics, a course of learning largely
“[focused] on great books and tt  Western tradition as originating in ancient Greece and
Rome” (Kalantzis and Cope, 1993, p. 43). Through the written texts 'the classical
canon, elite intellectuals studied I "¢, rhetoric, mathematics, and _ . A
knowledge of Latin and/or Greek v required as the study of grammar consistcd of “no
more than learning the grammars of Latin and Greek” (Kalantzis and Cope, 1993, p. 38).
Initially, Er ~"ish or the vernacular was not recognized as a legitima subject for
scholarly pursuits. In fact, as a school subject, English was first employed by imp« 1l
England as a tool to indoctrir ¢ colonial people to recognize and accept the superiority
of the mother country’s values. Yea sassed before the subject was troduced in
England; however, it was initially rele:  =d to “Mechanics’ Institutes, working men’s
colleges 1d extension lecturing circuits. English was literally the poor man’s Classics”

(Eagleton, 2001, p. 2247). Yet, "est s of English literature — as an institution —  1s



elevated as the influence of religious ideology declined, and the subject’s appeal was
enhanced during times of social, political, and economic change or unrest. Moreover,
modifications to the views of literacy often occurred as a result of shifts in the balancc of
power among competing social, political, or economic interest groups. These competing
interests still exist today, and although some things have changed, much remains the
same. English is a political entity over which various interest groups struggle for control
because it is recognized as a powerful tool in controlling discourse as well as in crca g

and reinforcing ideologies.

The Imperial Ideal

The ideological and political nature of English 1s reflected in its creation.
Interestingly, Willinsky (2000) indicates that English, as a subject, originated  India. In
1835, “[t}he English Education Act m: : English the language of instruction in the
Indian schools under British colonial control” (p. 3). Language proved to be a powerful
means of conquest. By conscic "y proliferating its language throughout the world,
England has imposed & pervasive mark upon global it tities. Cope and
Kalantzis (2000) note, “[n]Jow one billion people speak that difficult and messy little
language, English, spoken four centuries ago by only about a million or so pcople in the
vicinity of London” (p. 3). Even when allowing for population growth over four
centuries, these numbers speak volumes. However, imperial England employed more
than and syntax to  tablish its authority; | literature was alsc

Its introduction in India was partially the result of a pompous attitude that Indian



literature was so inferior that the British were being benevolent in exposing the colony to
English literature — to illustrate the “highest form” of human achievement (Willinsky,
2000, p. 4). However, it was soon acknowled_  that, by exposing the Indians to British
literature at an early age, their attitudes and values could be molded in a way that best
served imperial interests.

Following the success of the English Education Act, similar policies were
imposed on other parts of the British Empire. Achebe (2001) charges that the racist
portrayal of Africans in the literary canon is a deliberate and calculated product of the
colonial or imperialist traditic ; of Europe. Achebe specifically refers to Conrad’s Heart
of Darkness and accuses Conrad of providing an inaccurate, offensive, and damaging
portrait of Africa and Africans. Achebe insists that the misrepresentation of Africa is
more than the result of mere ignorance; “it is the desire — one might say the need - in
Western psychology to set Africa up as a foil to Europe, as a place of negations at once
remote and vaguely familiar, in comparison with which Europe’s own statc of spiritual
grace will be manifest” (p.1784). Achebe cffectively cites passages from Heart of
Darkness to 1llustrate Conrad’s attempt to represent Africans as inferior or inhuman.
Africans are -anted the ability to speak only  ce the novel. At 1er times, they
babble or grunt. Conrad describes Africans as “the black and incomprehensible frc  y”
(cited in Achebe, 2001, p. 1786). In addition, he compares an Afri  who works as a
fireman at a boiler to a dog “walking on his hind legs” (cited in Achebe, 2001, p. 1786).
Furthermore, Conrad contrasts specific European and African indiv ~ als — obviously

presenting the Europeans in a more favourable light. He juxtaposes two women: an

African woman and a European woman. According to Achebe (2001) serts that the
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African woman is presented as “a savage counterpart to the refined, European woman
who will step forth to end the story” (p. 1787). Such examples of contrast between
representatives of imperial nations and the “other” representatives of colonial territories
are common in the narratives of the traditional literary canon and serve as authoritative
frames through which readers identify themselves and others. Therefore, control of the
literary canon is necessary for the survival and propagation of the imperial ideology.
Said (1993) states, “[t]he power to narrate, or to block other narratives from
forming and emerging, is very important to culture and imperialism”, and culture “is a
source of identity” (p. x111). Thus, “educating” colonial people, not only n the
grammatical rules and regulations of standard English language, but also through the
ideological tool of the great British litc 'y tradition, legitimizes the perceived supcriority
of the identity of inhabitants of the imperial power while negating the value of the
identity of colonial people. Such forms of educational imperialism are so effective that
oppressed people, rather than seeing the elite or impenialistic per | € as oppressors, ' w
them as the ideal. Therefore, as Friere (1970) notes,
the oppressed, instead of striving for liberation, tend themsclves to become
oppressor, or ‘sub-oppressors.” . ... Their ideal is to be men; but for
them, to be men is to be oppressors. This is their model of humanity . . ..
This does not necess:  ly mean that the oppressed are unaware that they
are downtrodden. But their perception of themselves as oppressed is
impaired by their submersion in the reality of oppression. At this level,
their perception of themselves as opposites of the oppressor dc ; not yet

signify engagement in a struggle to overcome the contradiction; the one



pole aspires not to liberation, but to identification with its opposite po
(pp. 29-30)
This reflects the subversive power of literary imperialism, the remnants of which are still
evident today. Achebe (2001) notes that Conrad’s Heart of Durkness is still part of
established rcading list in many university English courses.

Such imperial ¢ policies in the teaching of English were pervasive in colonial
territories throughout the world. Indeed, Walker (1990) notes that from 18¢ to 19:
even the composition and the grading of formal examinations, administered to
Newfoundland students, were conducted in England. Tt fore, “it is hardly surprising
that the grammatical knowlec :demanded by the Newfoundland examination was also
of the same kind taught and examir  in British schools at the same time” (Sl rer cited
in Walker, 1990, p. 163). The « ire to employ English teaching as a means of
reinforcing the glory of the mother country is also reflected in Newfoundland’s Report
and Syllabus for 1912 of the Council of Higher Education. One of the assigned
composition topics for Newfoundland students was “O! to be in England, Now that
April’s there” (cited in Walker, 1990, p. 163). Furthermore, besides the instruction of
English grammar and the ass” ment of “Empire-friendly” composition topics, mass
schooling facilitated the proliferation of British literature. Willinsky (2000) writes,
“[flrom India to Canada, . . . students were to be infused with this civilizing testament to
the mother country’s natural moral and literary greatness” (p. 5). Even in the post-
colonial era, the formal education sys 1 and the instruction of Eng  hin fo1 2r British
colonies reflect substantial | s of the imperialist  :nda. Studen of English still

study “the classics™ as well as the issues and mo s they depict. In colonial



New foundland and in provincial Newfoundland and Labrador, the situation is similar.
Kelly (1993) recalls her schooling in Newfoundland after Confederation:
As a female child in a small Newfoundland community, school was a
place whe I was subjected to history, knowledge, lage and cult ¢
as imperialism. I absorbed residue curriculum and instruction from a
English (British) system of schooling as indifference, belittlecment,
homogenization and service to God, nation and men. (p. 58)
Furthermore, a quick look at the pres  ped reading lists in the Newfoundland and
Labrador senior high English Langu. : Arts academic curriculum reveals the staying
power of the traditional canon with the study of a Shakespearean play being the one
compulsory, specific, content requir  :nt in English 3201 (Newfoundland, June 2003,
p.62)." The ideological power of formal education and of English as a separate
discipline, not only to promote hegemony and an unquestioning alle ance to the mother
country, but also to endorse a specific set of moral values was to become a valuable ol

at home as well as abroad.

T\ Moral Ideal
The subliminal usefulness and the ideological success of the study of English
litcrature in the colonies was quickly recognized and repeated in the motherland itself as
“[w]hat proved fit for the improvement of native children in colonial schools was then

thought suitable for the industrial asses of Great Britain” (Willinsky, 2000, p. 4).

' Although the curriculum guides for English 1201, 2201 and 3201 indicate that other plays and novels are
to be studied, the choices are optional. S espeare, however, is a must in each course.



Morgan (1990) writes,
[s]ignificantly the birth of English studies [in Great Britain] coincided
with the rise of an industrial bourgeoisie and the need felt by ruling ¢, s
groups for new ways of forming ‘free’, moral, and affective subjectiv  in
the drastically altered social and economic circumstances of the late
nineteer  century. (p. 199)
Indeed, English, as a school subject, was to be a safeguard against the declining moral
values of and the growing possibility of social challenges from the emerging urban
working class. The concern for declining values also coincided with the waning
influence of religion during the Victorian era. However, literature provided an cffective
idcological replacement to religion. Eagleton (2001) suggests that literature — a “similar
discourse” — like religion and other successful ideologics, “works much less by explicit
concepts or formulated doctt s than by image, symbol, habit, ritual and mythology” (p.
2244). While the parallels Eagleton notes are true, it may be argued that the promo Hn of
morality through the study of literature is even less explicit than the preaching of
religious valucs in an institutionalized church. The plcasurable aspect of rcading
literat  makes its purpose sublin 7" » " asecmingly indirect and del” "itful
route, literaturc was to civilize, to enlighten, and to instruct “the great unwashed” by
initiating them into a great cultural heritage of “the best that is known and thought”
(Amold cited in Leitch, 2001, p.1877). The delivery of literature in England mirrored the
elitist and condescending practice in the colonies. Eagleton refers to Armold’s nineteenth
century notion that i ature c¢ "1 “cultivate the phil ine midd class, whe ave

proved unable to underpin their political and economic . »wer with a suitably rich and
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subtle ideology”(2001, p. 2245). At the beginning of the twenty-first century, Davis,
Sumara, and Luce-Kapler (2000) observe, “formal education has to do with one group’s
desires — conscious and not conscious — to have another group see things in the same
way” (p. 3). Clearly this is not a new revelation. Pra :ally from their inccption, mass
public cducation and English as a subject were acknowledged ideological tools, effective
in imposing the values of some upon others. This connection between formal schooling,
the teaching of litcrature, and the imposition of “morals” or religious values has been
cvident in Newfoundland and Labrador.

In this province, the carly funding of education by churches and religio
organizations as well as the maintenance of a denominational system into the 1990s  ze
Chapter Two) clearly reflects the ideological link between school and religion. However,
state funding of education and the demise of the denominational system have not
detracted from education’s — and literature’s — perceived moral imperative. Willinsky
(2000) suggests that though “we have long since secularized literature teachn  our
tendency is still to focus on the ethical and moral dilemmas raised by literary works,

which continues the civilizing mission” (p.5).

The Civic and Economic Ideal
Closely related to education’s aim of maintainit moral values were the goa of
instillit  an acceptance of the social status quo as well as providing  hnical skills for
the growing working class. To sustain the existing social hierarchy and to fulfill the

labour needs of English society intl late nineteenth century, the working class nceded
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to recognize the legitin y of the system and accept its role in supporting it. Thercfore,
it 1s hardly surprising that this period witnessed the development of a mass public school
system in Great Britain. Like Eagleton, Althusser (2001) asserts that the scho« replaced
the church as the dominant® Ideological State Apparatus (ISA). Althusser goes beyond
critiquing institutionalized education as a professed moral instrument; he exposes fo ial
schooling as an idcological apparatus that subversively maintains society’s rcproductive
forces as well as the existing inequitable relations of production. The school, which is
often represented “as a neutral environment purged of ideology”, is, in fact, the
prcdominant ISA in which “the relations of the exploited to exploiters and exploiters to
exploited, are largely reproduced” (Althusser, 2001, p. 1495). The goal of formal
schooling is not only to produce a skilled labour force, but also to creatc an environi nt
to support and nurture its reproduction. Therefore, the task of education is to teach
students the various skills they need to fulfill their roles in socicty (manual workers,
technicians, engineers, management, etc.). Indeed, education’s traditional function of
producing a skilled workforce is reinforced in the current Atlantic Provinces Education
Foundation document for English Language Arts (referred to hereafter as APEF EL
Foundation) which stresses the need to “[broaden] our concept of lite  cy” because “[t]o
participate fully in today’s society and function competently in the workplace, students
necd to read and use a range of texts” (Atlantic, 1996, p. 1). In addition, Althusser (2001)
charges that schools teach children “the rules” to behave within the “order establishcd by
class domination” (p. 1485). The literacy is employed to instill “punctuality,
respect, discipline, [and] bordii ion” as a means of creating “a controllable, docile and

respectful workforce, willit  and »Hle to follow orders” (Graff cited in Kalantzis and

2 . . .
* Emphasis is mine.



Cope, 1993, p. 44). Thus, schools basically “ensure subjection to the ruling ideology’™
(Althusser, 2001, p. 1485), and the study of literature is a significant instrument in
reproducing this subjugation.

Within the formal school system, literature was especially ef :tivein :aling
with a burgconing nineteenth century, industrial middle class that was seen as a
potentially dangerous source of political unrest and social rebellion. Eagleton (2001)
describes literature as posscssing an emotional power and having a pacifying influence on
those who may feel subjugated or marginalized. Its civic agenda was to instruct
individuals to conform — thereby, maintaining the health of a nation by preventing
unhealthy unrest. He writes “[1]f the masses are not thrown a few novels, they may react
by throwing up a few barricades” (p. 2245). Again, the subversive nature of litcrary
study is reflected; it distracts the m: s from challenging social inequities and
indoctrinates them to unconsciously assimilate the “truths” of the ruling class.

(143

Furthermore, the “‘experiential’ nature of literature was ideologically convenient” as it
provided “a kind of vicarious self-fulfillment” (Eagleton, 2001, p. 2246). For example,
those who cannot afford to travel can be appeased by literature — by becoming armchair
tourists through re: "t about  aces they wish to go. Th delightful diversion prevents
the oppressed from dwelling upon their own exploitation. Thisisju one examplc of
how any potential social discontent or any impetus toward social improvement can be
manipulated or subverted by literature. Somewhat sarc itically, E:  “eton claims that,
“[IMterature would rehearse the masses in the habits of pluralistic thought and feelit

persuading them to acknowledge thal tk one viewpoint than theirs ex ¢«

namely that of their masters” (p. 2245-2246). Not surprisingly, the viewpoint of “their

*talics in the original



masters” supported the existing, exploitative, social and economic hierarchy and
discouraged any questioning of the status quo. The molding of the form and the
perceived duties of English to respond to changes in the work place or to concems of

social unrest is a pattern that has been repeated.

. e National Ideul
The status of English as a school subject was enhanced during times of social or

political upheaval or change. This was /ident when literature became an effective
instrument of imperial nations striving to assimilate colonial subjects and of elite social
classes seeking to defuse the potential economic and social resistance of the late
nineteenth century working classes. Yet, at the university level, “[f]or a long time
[English literature] remained largely a women’s course, English beir  consid :d a
‘women’s subject’ unsuited to the masculine intelligen:  As late as the Great War,
‘English’ still carried such connotations” (Doyle, 1982, p. 24). However, the Great War
would change this. In fact, Ball et al. (1990) propose that the

period immediately following the First World War could be said to be the

one during which Er ish became firmly established as a, if no  yet the,

major subject on the school curriculum; and it was increasingly considercd

as a subject suitable for study by the enlightened intellectual. (p. 52)
Eagleton (2001) suggests the reason for the subject’s improved standing;:

England’s victory over Germany meant a renewal of national pride, 1

upsurge of pi >t which could only aid English’s cause; but at t
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learning. According to Walker (1990), such a theory views “the human mind as
consisting of a hierarchy of several faculties” including memory and reason; therefore,
grammar, which was “sometimes cal ~ ‘the logic of thc common schools’, was
particularly well suited, as a complex but systematic and coherent cl: ificatic of
knowledge about language, to the exercise of thc memory and the rcason” (p. 164).
Furthermore, an adherence to the fundamentalist ideology of language, which was
prevalent in the early days of formal schooli 1n Newfoundland, suggested
that there exists outs ~ human beings a body of rules and definitions at
are stable and fixed. These definitions and rules establish the truc forms
of langu: :(Standard English for example). They define the language
world that individuals seek to cnter, and they can be « shrined in
authoritative textbooks. (W <er, 1990, p. 169)®
Though the study of grammar was presented as an objective and logical study of “a body
of rules and definitions that are stable and fixed”, the study of English in the colony was
no more neutral than it was in the mother country. One of the primary goals of the study
of standard English grammar in Newfoundland (and in Canada) was to defend “the
mother tongue against the corrosions of the colonial vernaculars” (Walker, 1990, p. 171)
and to counteract the emergence of diverse local dialects, particularly in 1solated
communities throughout Newfoundland. In this way, “[s]tandard English, . . ., which
grammar teaching was assumed to develop, could be considered as a kind of ‘experience’
or ‘identity’ in [Robert] Morgan’s tcrms, which schools sought to legitimate  the

cxpense of other more local, mo  :olloquial, re vernacular forms of language

¥ This view of knowledge and learning is consistent with what is classified as a “complicated” theory of
teaching and learning. This will be discussed more fully in Chapter Five.
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experiences and identities” (Walker, 1990, p. 177). Indeed, the cmpl sis that contin :d
to be placed upon the teaching of standardized English grammar reflects the hegemonic
intent of such a curriculum that reinforced a unified national identity. Currently, the
emphasis on a common curriculum, reflected in the APEF ELA Four  ition ar
curriculum documents (to be discussed in Chapter Four), echoes earlier attempts to

employ English studies to reinforce a natio * or regional idcntity.

The Individual Ideal
Ball et al. (1990) credit F. R. Leavis and his Cambridge School for bui ing on

“[t]he missionary passion” of the 1921 Newbolt report (p.53) and for “recmoving any
lingering doubts about the seriousi s of English as an academic disciphine” (p. 54).
Again, concerns of a fragmented, culturally impoverished, and morally degen ite
society were the catalyst for a modification of English. Yet, rather than concern for the
utilitanan, skills-oriented, or civic fc  1s of hiteracy, Leavis’s interests were in the moral,
cultural, and intellectual growth of the individual. However, his was not an cgalitarian
notion. Though his stance was individualistic, it retained the conservative and elitist bent
of carlier conceptions « education and literacy. He advocated an orthodox approach to
the dissemination of English, with a narrowed literary canon admini: red by an
intellectual and moral elite:

His realignment of the ‘Great Tradition’ of English literature, and resolute

purging of this canon, had ¢ | ofound influence, embodying in specific

readings of chosen texts the literature-centred, value-laden ideology of
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English as he saw it. The English teacher could be equipped with a moral
vision, a canon of texts which embodied it, a technique for discrimination
with which to fight against the evils of the cultural impoverishment
brought about by mass industrial society. (Ball ez al., 1990, p. 54)
Ball et al. (1990) point out that, “in the drawing up of the literary heritage, and the
pedagogic strategies that accompanied it”, Leavis and the Cambridge School “cffectively
rounded off the policing of the language” begun by their predecessors “and ensured that
its adherent teachers were to become custodians of a discc  se of orthodoxy” (p. 55). In
turn, rather than promoting the development of unique individuals, Leavis’s view of the
individual ideal, paradoxically, seemed to facilitate the reproduction of “individuals™ that
adopt the orthodox values that maintain society’s status quo.

More recently, in Canada, educational documents that attempt to outline the goals
of ELA studies also contain a professed desire to encourage individual or personal
growth. Morgan (1990) notes that “[a]ccording to the 1979 Ontario Guideline
[intermediate English curriculum], . . . English studies is chiefly in the business of
‘personal growth’, developing ‘personal values’, and helping students articulate the

LR 2]

‘personal aims and goals’” (p. 199). This document also clearly states, “English is above
all a personal discipline, concerned with personal behaviour and personal choices and
tastes” (cited in Morgan, 1990, p.200). In addition, the APEF ELA Foundation (1¢ )
suggests an acknowledgement of the individual when it states that “[t]his curriculum
recognizes that students develop and learn at different rates and in  fferent ways and that

the time me for lit ¢y development will vary” 1 lantic, p. 2). Furthermore, it

outlines that the ELA’s general curriculum outcomes include the expectations that
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“[s]tudents will be able to communicate information and ideas effectively and clearly,
and to respond personally’ and critically” (p. 18) and that “[s]tudents will be able to
respond personallylo to a range of texts” (p. 26). Indeed, the APEF ELA Foundation
(1990) states, as one of the “principles underlying the English Langt e Arts
curriculum”, that “[1]anguage learnit  is personal and intimately connected to
individuality” (Atlantic, p. 37). Though current curriculum documents endorse the
importance of the individual in the study of English Language Arts, remnants of the
national idcal also exist in these documents.

Morgan (1990) notes the clashing goals within English studies: “ministry
documents appear untroubled by the contradictory claims they advance, fostering a
conception of English as at once a political and a non-political practice. The most
severely individualizing approaches sit side by side with assertions about its nation-
building properties” (p.200). This same, apparent inconsistency exists within the APEF
ELA Foundation (1996) document that, while promotir individual n, imposes a
common curriculum as well as prescribed curriculum guides for teachers. While
advocating personal development as one of its essential graduation le  nit it al
includes citizenship in the same list (Atlantic, p. 5). However, the s tltancous inclusion
of competing idcologics in educational documents is not unusual (and attempts to
reconcile these contending objectives will be discussed in Chapter Five). New
ideologies rarcly eradicate previous ideologies. In many instances, new paradigms build

upon previous ones while new ideologies, in turn, often act as catalysts for further

? Emphasis is mine.

' Emphasis is mine.

"' The APEF ELA Foundation (1996) document defines essentia  aduation learnings as “statemen
describing the knowledge, skills anda  ades expected of all stuaents who graduate from high school” and
state that they “serve as a framework for the curriculum development process” (p. 5).
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developments. Therefore, the recognition of an individual ideal seems to provide fertile
ground for the development of the progressive view of education and of ELA curriculum

development.

The Progressive ldeal

Though the influence of Leavis and the Cambridge School was prominent in the
1940s and 1950s, another paradigm, a progressive pedagogy with its emphasis on student
experience and the future rather than the cultural legacy of the past, was gainii
momentum. Again, such changing notions of knowledge, teaching, and learming
coincided with transformations in the political and social context. Accordin  to
Willinsky (2000), the early twentieth century shift in thought was the result of “a political
commitment to expanding democratic participation” (p. 6). Thereforc, progressivism in
education was instrumental in politic d social reform. Moreover, progressive
education, as espouscd by John Dewey, indicated a significant shift in the concepts
teaching and learning and “‘was a direct response to the inappropriateness of traditional
curriculum which imposed knowle( »m above and outside” (Kalantzis & Cope, 1993,
p. 45). Recognizing the complexity of knowledge and of the learning process, Dewey
“argued that a typical method of traditional curriculum, simplification or making logical,
removed the thought-provokit  na e of a more problematic reality, a world which is
much more messy than a simplifying curriculum and its textbooks might have us believe”
(Kalantzis & Cope, 1993, p. ). Fu iermore, progressive theories question the validity

of the factual knowledge being t 1sferred through texts to passive readers and challenge



the traditionally accepted notion of literacy as the ability to decode written texts to
ascertain the one right answer. Therefore, a progressive ideology has significant
ramifications for the teaching of English and, according to Willinsky (1991), “[w]hat
progressive educators could dri  from John Dewey by way of broad and inspired
educational urges, they could take from [Louise] ..oscnblatt on specific literary ones” (p.
118). For Rosenblatt, “reading” consisted of more than a simple absorption of static facts
or truths found in an authoritative text; “reading” was more of a “meaning-making”
process resulting from the interaction of reader and text. Her view of literature and
literacy “‘hinged on a respect for the integrity of the individual’s response to the text”
(Willinsky, 1991, p. 120). Rosenblatt insists, “[t]he reading of any work of litcrature is,
of necessity, an individual and unique occurrence involving the mind and emotions of
some particular reader” (cited in Willinsky, 1991, p. 120). Progressive notions of the
purpose of education, of what constitutes literacy, and of the desired practices of E1  ish
teaching mark a significant paradigm shift from previous theories. However, progressive
ideologies do not signal a complete break with the past.

There are simi  itics betw the concepts of English language, literacy, and
tcaching promoted by Dewey and Rosenblatt and those championed by the supporters of
the classical tradition. For example, thot "1 Dewey irded language as social ai
purposeful rather than abstract and formal” and advocated the necessity of contextualized
learning, “he retained a singular end to teaching — the ‘correct’ acquisition of the standard
English which served a practical purpose in industrial society” (Kalantzis and Cope,
1993, p. 47). Grammar, though no longer taught in an isolated or fragmented way, was

still a valued part of the prog  sive classroom. Furthermore, thot "1 progressive theory
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reflects a seemingly inclusive child-centred ideology that recognizes education’s need to
utilize “the child’s capacities, interests, and habits” (Dewey, 2004, p. 18), its emphasis on
assimilating a child into “the cultural pattern” of his/her society (Rosenblatt cited in
Willingsky, 1991, p. 119) suggests progressivism is not as open as it appears. In
progressive theory, literature remains complicit as a tool to initiate students into a valued
common culture. Rosenblatt asserts, “[bJooks are a means of getting outside the
particular limited' cultural group into which the individual was born™ (cited in
Willinsky, 1991, p. 119). Hercomn ts are in keeping with Dewey’s statements that it
is through public schooling that “the centrifugal forces set up by the juxtaposition of
different groups within one and the same political unit be counteracted” and that a
“[cJommon subject matter” is required to “[accustom] all to a unity of outlook upon a
broader horizon than is visible to members of any group while it 1s i1solated” (cited in
Kalantzis and Cope, 1993, p. 47). Furthermore, though progressive theories arc labeled
child-centred, Dewey “did not believe that there would be parity between adult and child
in educational decision making —af  all, the teacher did know more” (Education, . 02).
Clearly, although the progressive ideal indicated a major reform in the concepts of
literacy and English teaching, stressing the context of the individual and the importance
of relevance, it retained some of the features of the traditional curriculum of the “classical
canon” with its allegiance to the authority of “standard English™ and to the desire for a
unified culture. Similarly, the APEF ELA Foundation (1996) reflects an adherence to
contending ideologies as it states that one of the “primary purposes for collaborating in
curriculum development” is to “‘meect the needs of both students and society” (Atlantic,

p.3). However, the needs of students and society are not always compatible. Moreover,

12 c o .
Emiphasis is mine.
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while the curriculum “emphasizes the importance of students’ active participation in |
aspects of their learning” (p. 2) and asserts that “stud s need opportunities to . . . use
their own voices to understand, shape and share their worlds” (p. 42), the state
“[e]ssential graduation learnii  and curriculum outcomes” that “provide a consistent
vision for the development of a rigorous and relevant core curriculum” (p. 3) are
prescribed by others. Consequently, though students voices are to be respected, a
prescribed set of outcomes, a “consistent vision”, and a “relevant core curriculum” are
imposed upon students by those that “after all, . . . know more”. Though a progressive
ideology led to a reformulation of the approach to teaching English as a subjer it did not
mark a radical break from the past. . arthermore, this pattern of qualified change was to

continue.

Ti  Pluralist Ideal
Building upon the assumptic : of the “progressivist pedagogy of modernism and
experience”’, a “progressivist ped / of postmodernism and difference”'? took shape.
Kalantzis and Cope (1993) note,
[w]hile the progressivist pedagogy of postmodernism and difference has
1ts roots in modernist progressivisin and shares many of its most basic
assumptions — about student activity, motivation and experience, for
example — it diverges in some very important ways. Instcad of the

singular culture of indi  -1al modemity, the new pedagogy  1p!

" As classified by Cope and Kalantzis (1993).






1s significant to note that each of these trends is reflected in the APEF ELA Foundation
(1996) document. The first trend is a broadened acceptance of various forms of
expression; standard English is no lor :r the only “correct” or ultimately desired form.
In accordance with this, the APL. ELA Foundation (1996) states, “[s]ince language the
primary means by which people express their personal and cultural values, it is criti |
that educators and students be sensitive to personal and cultural differences, respccting,
understanding and appreciating differences in aspects of communication” (Atlantic, p. 2).
In addition, the “new English movement” celebrates the value of different cultures
without imposing a hierarchical structure upon them. Likewise, the APEF ELA
Foundation (1996) advocates that “[a]ll students are entitled to have their personal
experienccs and their racial and ethnocultural heritage valued within an environment that
upholds the rights of each student and requires students to respect the rights of othe ’ (p.
42). Furthermore, Ball e a/ (1990) note that another trend consists of an expanded view
of literature beyond the concept of the written text and the “Great Tradition”. This
enhanced definition of terature shii  the emphasis from the values and cultural heritage
reflected in the grand narratives of writ 1 texts to an examination of various forms f
discourse and language. These include multimedia, multimodal, and multicultural  «ts.
Similarly, the APEF ELA Foundation (1996) acknowledges that “what it means to
literate will continue to change” and that “the term text is used to describe any language
event, whether oral, written, or visual” (Atlantic, p. 1). The evolvii  concept of literature
coincides with postmodernism’s reformulated methodology for tea  ing and learning.
Situated in mixed-ability (rather th .classrooms), teache  1d students

participate in a gamut of learning experiences that give more autonomy to the student and



place increased emphasis on oracy. Again, the APEF ELA Foundation (1996) mirro
these trends, stating that “[1]earning contexts should be adapted to meet the needs of
students with different backgrounds, interests and abilities” (Atlantic, p. 2), that students
“must have choice” (p. 44), that students “need to take increasing responsibility for their
own learning and should organize their learning tasks” (p. 44), and that it “is import t
that students usc talk to explore, extend, clarify and reflect on their thoughts feelings and
experiences” (p. 13). The final trend that Ball et al. (1990) highlight is the progressive
movement’s
explicit engagement with social issues ‘relevant’ to the pupils’ lives and
experiences outside school, particularly the use of projects and themes -
war, poverty, old age, pollution, the family. In some schools this was part
of a move to ‘integrated studies’, English being taught in relation to
history, geography, soc  studies and religious education. (p. 59)
Likewise, the APEF ELA Foundation (19906) recognizes the importance of encouraging
students to “[address] and [grapple] with problems that are important to them” (Atlantic,
p. 44) and presents the essential graduation learnings as a “[confirmation] that students
need to make connections and develop abilities across subject bounc ies” (p. 5). The
five governing principles of this pr¢  essi*  postmodem approach to teaching and
learning and their inclusion in recent curriculum documents seem to possess the po  tial
to counteract the early attempts to employ education and the study of English as
hegemonic imperialistic, civic, and/or nationalistic tools. However, there are those who,

though they agree with many of the assumptions of the progressivist pedagogy of
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modernism and experience, criticize this pluralist ideology’s relativi ¢ stance and

seemingly unquestioning toleran  of difference.

The Critical Ideal
The climate of the civil rights movement and political activism that marked the

1960s and 1970s was conducive to the growth of more oppositional or counter-
hegemonic concepts of education and literacy. Concerns arose that, although tolerance
and a celcbration of difference appear to promote democratic ideals, unbridled acceptance
of an infinite number of perceptions or frames through which people view the world may
actually contribute to the maintenance of discriminatory ideologies such as racism or
sexism. If plurality is merely viewed as a neutral stance leveling the playing field by
advocating that there are multiple realities and “[n]Jo one’s real world is the best; it 1s just
what we know. No one’s culture is the best; it is just what we know. No one’s lan  1ge
1s the best; 1t 1s just what we know” (Wink, 2005, p. 3), there 1s a danger in accepting the
legitimacy of unjust frames. How can an unjust ideology, which supports inequitable
power relations, be challenged if multiple realities, values, and cultures are accepted
indiscriminately as relative to the le:  er’s sitt - edness, experience, and perspectiv
The answer may lie in Peter McLaren’s (1989) statements:

Truth is not relative (in the sense of ““truths” proclaimed by various

individuals and soc ies are all equal in their effect) but is relational

(statements considered “true” 3 dependent upon history, cultural context,

and relations of power operative in a "ven society, discipline, instit ion,



etc.). The crucial question here is that if truth is relational and not

absolute, what criteria can we use to guide our action in the world?

Critical educators a 1e that praxis (informed actions) must be guided by

phronesis (the disposition to act truly and rightly). This means, in critical

terms, that actions and knowledge must be directed at eliminating pain,

oppression, and inequality, and at promoting justice and freedom. (p. 182)
Therefore, though there are no best or absolute frames of knowledge or reality, perhaps as
Davis et al. (2000) note, “[sJome frames . . . arc better than others” (p. 39). Accepti
this statement means acknowledging the limitations of uncritical, pluralist ideologies and
the partiality of reality-shaping, educational institutions that are anything but neutral.
Indeed, to foster an emancipatory pedagogy, formal schooling must provide the
cnvironment for studer . to critique and challenge inequities. Thus, a primary goal of
education includes what Freire (1970) calls a methodology of consc  itizagdo'® and the
empowerment of students.

Perhaps the major premise of what Kalantzis and Cope (1993) refer to as “an
explicit pedagogy for inclusion and access” is that a morally just cducation consists fa
political pursuit of equity and  =dom, in which t  "ers, students, d the world are
transformed. Peter McLaren (cited in Wink, 2005) defines critical pedagogy as “a way of
thinking about, negotiating, and transforming the relationship among classroom teaching,
the production of knowledge, the institutional structurcs of the school, and the soct:  and
material rclationships of the wider community, society and nation state” (p. 26).

«uerefore, McLaren (1989) asserts that education 10ou” ™ “empower the powerless and

[0 SN . . ~ . . . . . .
" Freire's conscientizagdo refers to a methodology of investigation and reflection which introduces the
individual to a form of critical t1 * ":ing and awareness about his/her world. This awareness prepares the
person for the next necessary step in an emancipatory pedagogy: action or praxis.
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transform existing social inequalities and injustices” (p. 160). Advocates of critical
pedagogy believe these things are possible if educators expose and challenge the
incquitable power relations that hinder an equal opportunity education for all studen  In
fact, education is only possible when students are free to challenge existing knowledge.
This paradigm shift has ramifications for the study of English and the concept of
literacy. A critical pedagogy not only rejects equating difference with deficit and
promotes the celebration of diversity, but it also takes a critical stance to inves ate the
causes of inequities and endorses. zncy. Aronowitz and Giroux explain that is form
of critical literacy
responds to the cultur  capital of a specific group or class and looks at the
way in which it can be confirmed, and also at the ways in which the
dominant society disconfirms students by either ignoring or denigrating
the knowledge and experiences that characterize their everyday tives. The
unit of analysis here is soc” © d the key concern is not [sic] individual
interest but with the individual and collective empowerment. (cited in
Ball et al., 1990,  61)
For example, building upon femin , “[t]he English classroom [can] now ber  me
a place to challenge having to learn to read like a man. It [is] a place to challenge what it
[means] to find oneself written by :nder and genre” (Willinsky, 2000, p.9). Forcr :al
cducators, the examination of tanguage is a central element of its em cipatory
curriculum. Wink (2005) writes, “language and thought are the same thing. He who
controls our language controls our thought” (pp. 2-3). Therefore, a study of I guage

may reveal whose voices are heard ¢ 1 whose ¢ silenced. Critical theory charges that
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the curriculum of traditi 1al education has taught a “theme of silence”, which “suggests a
structure of mutism in the face of the overwhelming force of the limit-situations” (Freire,
1970, p. 97). However, Freire insists that a socially just educational system eliminat
limit-situations by providing a forum in which “[t]hose who have been denied their
primordial right to speak their word [may] . . . reclaim this right and prevent the
continuation of this dehumanizing aggression” (1970, pp. 76-77). Critical pedagogy
dual emphasis on language content and critical methodology is reflected in Freirc’s
(1970) words. He writes, “the essence of dialogue [is] the word”, and
[w]ithin the word we find . . . reflection and action, in such radical
interaction that if one is sacrificed — even in part — the other immediately
suffers.  here is no true word that is not at the same time a praxis. Thus
to speak a true word is to transform the world. (p. 75)

In addition, critical literacy calls into question lo1  held assumptions about what
it is to be literate. Moving beyond tl ional notion of literacy  the mastery of the
“3 Rs”, critical educators recognize * -ious forms of meaning-makn  and
communication as valid. Freire calls for educators to aid students in understanding a
broadened concept of text and li  cy as students are encouraged to “read the world”. In
their expanded concept of literacy, Kalantzis and Cope (1993) call into questic  wh  1er
“a person who gets a job through a network of oral contacts and who follows the signs in
the street’”” can be considered less literate than “someone else who read job

advertisements and has a written curriculum vitae” (p. 52). Furthcrmore, Davis et «!.



31

(2000) state:
It is important to note . . . that no clear division can be made betweer  -al
or literate practices or sensibilities. Similarly, it cannot be said 1ats ne
cultures are oral and some are literate. No matter how steeped in literacy a
society might be, oral practices of exchar ~~ and interpretation remain.
Conversely, in societies (past and present) that might be considered oral,
there tend to be pictographic and other representation practices. (p. 214)
Cope and Kalantzis (2000) make a similar observation. Recognizing that *“[m]eaning is
made in ways that are increasingly multimodal — in which written-linguistic modes of
meaning arc part and parcel of visual, audio, and spatial patterns of meaning”, they
promote a “pedagogy of Multiliteracies” which “focuses on modes ¢ reprcsentation
much broader than language alone” (p. 5) and “[includes] negotiating a multiplicity of
discourses” (p. 9).

Clearly, the critical ideology — with its blatant opposition to the reified knowledge
of the dominant classes, itsopen i 'y canon, and its concept of multiliteracies —
constitutes a profound btk m the ideals of English and the con:  ved forms of
literacy that had been advocated to promote the imperialist ideology at the inception of
English as a subject. Furtherm¢ | iciples of a critical pedagogy are clearly adv  ated
in the APEF ELA Foundation (1996), which outlines the need for students “to expl e,
respond to, and appreciate the power of language and literature and other texts and the
contexts [historical, social, cultural, political, and economic] in which language is used”
(Atlantic, p. 11); to “examine how texts work to reveal and produce ideologies, identities

and positions” (p. 29); to “ex: > ways in which language and ssare eto



create, reinforce and perpetuate gender, cultural and other forms of stereotyping and
biases” (p. 42); and to “challenge prejudice and discrimination which result in unequal
opportunities for some members of society” (p. 42). However, while the influence of a
critical ideology is apparent in new curriculum documents, old habits die hard. Although
ideologies may change, concrete practices are often slow to follow suit. Furthermore,
idcologies that challenge the s us quo and its existing hierarchy of power relations [ten
face resistance and counter attacks. Indeed, the constant conflicts among and the lasting
influence of the various ideologies are evident in the current APEF ELA Foundation
(1996) document, which simultaneously promotes the principles of these often
contradictory ideologies (see Chapter Four). Therefore, when considering the various
principles and objectives stated in curriculum documents, ELA teachers may find it
interesting to constder exactly wi  is being attacked or defended in terms of the
interests, the content, the methodologies, and the goals surrounding the study of English

as a subject.

Versions of English and Forms of Literacy
A review of the history of E1  ish as a subject clearly illustrates its pc tical
importance as an ideological tool and supports the view that alterations in political 1d
social power relations influence parad” 1 shifts within the subject. The refo ulations
of English as a subject correspond with political strt  :les for autonomy orc. trol 1d
highlight the nature of the relationship between the student and the state by« lorsing a

particular version of E1  ish and a form of literacy. Ball et al. (1990) identify four forms
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of English, each with its embedded form of literacy: “English as skills”; “English as ¢
Great Literary Tradition™; “Progressive English”; and “English as Critical Literacy” (p.

76). To this list may be added English as a component of what Morg  (2000) rcfers to
as “Cultural Studies”. Each form mirrors its own epistemological view, concept of

literacy, and ideal of the purpose for the study of English.

English as Skills

The “English as skills” version is primarily linked to what, in this chapter, has
been labeled the “civic and economic ideal”. In accordance with this ideal, the
fundamental goal in the study of English is to ensure that students develop the skills
required to enter the workforce. English becomes instrumental in maintaining the very
reproductive forces that propagate inequitable power relations. The needs of industry and
the state take precedence over individual interests, nceds, or desires. Social mobility is
not an educational goal because individuality is subordinate to the “well-being” of
society. The aim of English study is to  ovide students with the skills necessary to
become cfficient and productive members of an industrial, capitalist system.

The type of curriculum development consistent with this form of E1 “ishis  :ll
reflected in the words of Franklin Bobbitt (2004). He writes that the first task of the
“curriculum discoverer”, “in ascertaining the education appropriate for any special
class'” is to discover the total range of habits, skills, abilities, forms of thought,

valuations, ambitions, etc., that its members neced for the effective; formance of their

vocational labours™ (p. 12). Like Hbbitt, educators who promote English as skills

17 ST
Emphasis is mine.
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believe that students enter school in a deficit state. In response, the duty of the English
teacher is to transmit the appropriate knowledge to passive students. Knowledge is
belicved to be external, fixed, objcctive, universal, and fragmented. Because of the
perceived fragmented quality of knowledge, proponents of English as skills believe that
desirable information can be listed as a series of identifiable, isolated, and specific
curriculum outcomes. ~ ‘kewise, the conception of the mind as linear and
compartmentalized facilitates the belief that knowledge can be transmitted to the student
quite simply. Through a transmission or “banking” methodology, tcachers funnel the
neccssary skills into the student vessels in an attempt to meet the targets cstablished by
pre-specified outcomes and standardized assessments, which provide the benchmarks of
functional utility. Students learn through a series of drills, often involving repetition, rote
memorization, and recitation. A prescribed “teacher proof” curricu 1 with clearly
specified content, educational objectives, and mecthodologies produce a literate,

technically able, and obedient w¢  force, with a “theirs not to reason why” mentality.

English us the Great Literary Tradition
The English as “Great Literature” form has been employed to promote ideologics
such as “the imperial”, “the moral”, “the national”, and “the individual” ideals discusscd
earlier in this chapter. Conforming to the tenets of each of these ideologies, the primary
goal of this form of English is the creation of a hegemonic identity. The frame of this
identity (its morals, its values, and its desired stance) is desi_ :d by the dominant class

ideology. The relationship between student and state r  ains hierarchical, with the
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ideology and the needs of the imperial power or the nation state taking precedence. Even
when the professcd goal is moralistic or individualistic, socialization through the
development of hegemonic consent is the central anm. The morals that are fostered have
the “function of instilling respect for received truths, discipline and stable hierarchy”
(Cope & Kalantzis, 1993, p. 83), and the Hal 1s the refinement of individuals based 1
clitist standards by introducing them to what Arnold felt was “the spirit of the great
classical works” (cited  Leitch, 2001, p. 803). Amold asserts that a “unity and
profoundness of moral impression” can be evoked from the study of “‘their intense
significance, their noble simplicity, and their calm pathos” (cited in Leitch, 2001, p. 803).
Again, students who do not fit the mold are secn as deficient, and the statc or
“church of state” schools remedy this deficiency by initiating students into a great b -ary
heritage that clevates and validates the morals and values to be indoctrinated. The
content of this great literary heritage is nonnegotiable, fixed, and unassailable. The
exclusionary nature of the traditional literary canon is supported by the likes of Mat  :w
Amold who “felt that [a] failure to evoke the best in European moral value was shared
generally by modern literature” (Leitch, 2001, p. 803). Therefore, this version of English
is “closed to non-canonical knowledge”, and “[t}he languagc that is the object of
schooling is described by traditional gr:  mar and embodied in the . 1ssical literacy
canon” (Cope and Kalantzis, 1993, p. 82). Students remain passive subjects while
“English tcaches the inevitability of the state, the virtues and duties of citizen ip,| d]

the demarcation of power” (Ball ef al., 1990, p. 79).
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English as Progressive English

The concept of *  rogressive E1  “1sh” roughly corresponds with various elements
of the “individual ideal”, “the pluralist ideal”, and the “progressive ic 1” discussed
earlier in this chapter. This version of English emphasizes the importance of the personal
growth of the individual. The sig 1icance of the student’s context and experience is
recognized. Therefore, learning is self-directed and experiential. Student creativity and
self-expression are encouraged. Progressive English marks a significant shift  the
traditional hierarchical relationship betv  :n student and state that is propagated by the
“English as Skills” or “English as ‘Great Literature’” concepts. In pr¢ essive forms of
English, “[t]here are no universal, objective truths” that elevate the knowledge of
dominant classes because “knowlec - is a matter of individual voice or cultural
positioning” (Cope & Kalantzis, 1993, p. 82). Furthermore, the adherence to standards is
replaced by the concept of relativism. “[Flailure becomes plurality, the children le:  to
take pride in their individual i it whatever they may be, to follow their own route of
lecarning, to fulfill themselves as a person” (Ball ez al., 1990, p. 80).

To meet the interests and needs of students in their quest for fulfillme:; the
methodology and the curriculum of prc¢  essive English are diversified. These char s
reflect the shift in the notions of knowledge and learning. Knowlec :1s no longer
accepted as external, objective, fragmented, and fixed. Therefore, learning consists of
more than merely acquiring information as a discrete thing to be transmitted from ~  her

to student. Leamers make meanni by participating in a variety of activities. Educ ors
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of progressive English adopt a constructivist view which
focuses on issues of individual cognition. These ‘constructivists’
discourses work from the premise that the learner’s basis of me¢ 1ing is
found in her or his direct experience with a dynamic and responsive world.
Put differently, these theories assert that we can only form concepts
through our bodily actions. (Davis et al., 2000, p. 65)
In addition, rather than aving a teacher “preacher” impart knowledge to stud ts,
progressive English classrooms encourage student interaction. This reflects the cog  tive
theory of social constructionism which recognizes “we are usually better thinkers in the
presence of others” (Davis et al., 2000, p. 67). Consequently, the curriculum and
methodology of progressive English is flexible, dynamic, and inclusive. Similarly, therc
1s a rejection of universal standards, which contain developmental benchmarks and foster
the acceptance of standardized assessments. Progressive English “is the literacy of
personal discovery; freedom and control are lcamed through exploration and infinite

differentiation” (Ball et «l., 1990, p. 80).

English as Critical Literacy
The English as *“critical literacy” form corresponds to the “critical ideal”
discussed earlicr in this chapter. “This version of English is assertive, class-conscious
and political in content. Social issues arc addressed head on. The stance is oppositional,
[sic] collective aspirations and ¢t :i: i bect = a basis for action” (Ball et al., 1990, p.

80). The hierarchical relationship betv :n student and state is not only dismissed (as it
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may be argued it is in progressive education); this relationship is opposed. School is
recognized as a political entity, and this is linked to its primary function. Through ¢ 1cal
literacy, the dominant social, economic, and political forces that produce inequities are
challenged. Thus, one function of the study of English is “to provide students with the
tools for social access via the core knowledges historically and culturally specific to
industrial society” (Cope and Kalantzis, 1993, pp. 83-84). This enables teachers and
students to expose the mechanisms that maintain social inequitics. Furthermo  though
critical theory resonates with echoes from the progressive philosophy of education, the
view of the individual is modified. While still respecting the unique individuality of the
student, teachers of English as critical literacy recognize that a student has multiple
collective identities as well. These collective identities may exist in a shared cultw
religion, ethnicity, or gender and are linked to a second function of critical literacy: to
empower students (individually and collectively) to transform the world by “[negot. ing]
cultural diversity” (Cope & Kalantzis, 1993, p. 84).
The ability to transform the world is related to critical literacy’s conception of the
nature of knowledge:
Epistemology is a dialogue of dominant ways of knowing (the Western
canon or logocentric science) and other marginalized discourses such that
both core and margins are transformed. Knowledge generation as a matter
of negotiation between and across the cultural and discourse differences
that characterize indu  al society. (Cope & Kalantzis, 1993, p. 82)
However, critical theorists cha :that students in most schools only hear the in-

negotiated “‘dialogue of dominant ways of knowir _ . Therefore, P¢ o Freire (1¢ . )
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contrasts the actual function schools serve with the function he believes they should
serve. He notes that, through curriculum content and teaching methodologies, students
are given representations of the world — how it is and how it should be. In effect,
cducation controls the view of 1lity that people are given. Therefo  recc 1izing the
political and power realities represented in schools, Freire exposcs the purpose of schools
in capitalist societies as being to maintain the status quo by teaching the oppressed to
accept a dehumanizing view of reality. In Pedagogy of the Oppressed (1970), he writes
that “[e]ducation as the exercise of domination stimulates the credulity of students, with
the ideological intent (¢ en not perceived by educators) of indoctrinating them to adapt
to the world of oppression” (p. 65). The function of schools, therefore, is to make the
oppressed accept their lot in life, by making them believe they lack the power to change a
fixed and legitimate reality.

However, Freire also promotes the school’s potential as a hun  izing,
emancipatory vehicle. He insists that, by revealing the nature of social inequities and
fostering critical thinking in both the oppressor and the oppressed, schools can transform
the world. He claims that in a liberatii  education, “men develop their power to perceive
critically the way they exist in the world with which and in which they find themsel'
they come to see the world not as a static reality, but as a reality in process, in
transformation” (1970, pp. 70-71). To Freire, this is why schools should exist; they
should function to promote social justice. Yet, to achieve this, curriculum content: 1
methodologies must also be transformed.

In the critical it 1cy form of English, dialogue among stuc 1t and teacher

learners is essential. Indeed, dialc 1e provides the ner  sary [oundation for the ot r



40

requirements of transformative education: investigation, reflection, and action.
Thercfore, in critical literacy classrooms, teachers and students'® begin with dialogue in
their investigation to discover relevant themes for study and to determine course con nt.
Consequently, consistent with the form of English as critical literacy, the curriculum
consists of an infinite variety of multicultu  and multimodal texts. Furthc: e, a
critical approach to literacy avoids prescribing these tcxts — content is developed as a
result of an investigation and reflection pcrformed by teachers and students in the course
of a dialogue, which recognizes the humanity and the autonomy of all participants.
Critical literacy 1s not concerned with standards, and the outcome of the study of English
1s not a measurable product - itis anot 1 process of transformation. Students a
encouraged to “read the world” and to deconstruct various languages and discourses in
the process of questioning and chal  ging the authority of texts in their quest to

transform exiting incquities.

English as Cultural Studies
Morgan (2000) writes, “[1]t never enough . . . to provide just one pl  ograph of
cultural studies”, and “[d]efinitions vary almost as widely as practitioners” (p. 14).
Likewise, Casella (1998) asserts, “to lock cultural studies into an ac  emic field or to
classify it according to a single theory would undermine its most prominent
characteristic, which is its interdisciplinary nature” (p. 1 of 9). Therefore, a consid 1tion

of English as cultural studies necessitates a major shift in the traditional view of the

" In Pedagogy of the Oppressed (1970) Freire il ates the desirable egalitarian nature of the stuc -
teacher relationship by using the terms “teacher-student” and “student-teacher”.
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subject, erasing the boundaries that have long been accepted as distii  1ishing English

from other fields of study. Morgan (2000) writes,
[t]he concept of culture in ‘cultural studies,’ . . . does not simply designatc
what we traditionally associate with the school subject English: literacy,
the study of literature, competencies in written and verbal expression
across a range of discourses and aesthctic experience. Nor is it scparable
from politics, economic factors, the traces of history and mundane,
everyday concems. (p. 18)

However, while defying explicit parameters, the emerging version of English as
cultural studies does share characteristics of other forms of English. As in progressive
English or critical literacy, English as cultural studies challenges traditional cultural
hicrarchies by expanding the concept of text far beyond the accepted canon of “English
as the Great Literary Tradition”. In fact, the notion of a text is no longer “restricted to
written work, but it is applied to music videos, clothing, social ever ,or sho; ngmalls”
(Morgan, 2000, p.16). Furthermore, cultural studies opposes the belief in sta :,
objective, or universal forms of knowledge. Proponents of cultural studies recognize that
accepti of knowledge or truth a  often :st-driven.
Therefore,

cultural studies views the world in the context of language where
competing discourses (of morality, of welfare reform, of multiculturalism,
of the exotic) are at war in the press, in political posturing and
presentations, in magaz :s,fi | usic, books, and in classrooms,

sometimes making concerted attempts to sway public opinions and



policies. These claims travel under the guise of ‘commonsense
knowledges.” They are discursive knowledges or myths that arise out of
public and popular rhetoric. (Casella, 1998, p. 6 of 9)
Consequently, in cultural studies it is imperative that students and teachers have the
opportunity to examine, interpret, and critique these “‘competing discourses™” ai the
contexts in which they exist. This includes the teaching and lecarning environment it f.
Much like the view of critical literacy, cultural studies also defies the conventional
hierarchical relationship between students and teachers:
Cultural studies supposes a pedagogy in which students are at least as fully
in contr¢ of much of the subject matter as are the teacl s. This isn’t the
end of teacherly authority, but it does transform the lcarning process by
challenging teachers to redefine what it is they do in a classroom, and by
involving students — in a quite orthodox Socratic manner — in the
unders  “1gand .alysis of what they ready know. (Frow, 2007, p. 2
of 2)

While English as cultural studies is, in many ways, related to English as critical
literacy, it does seem to constitute another step in the evolving concept of English as a
subject — indeed, it moves beyond English as a fixed entity. Morgan (2000) identif
cultural studies as a “multidisciplinary movement that, arising from the social scicnces
and humanities after the mid-[20™] century, breaks new ground in critical approaches to
culture” (p. 14). In keeping with critical literacy, cultural studies docs have a political
agenda, and English studies, as a cc  )onent of cultural studies, docs aim to expose and

critique the socio-political relations that propagate the inequitable distribution of power
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that marginalizes and exploits oppressed people. However, the aim of cultural studi  is
broader in scope than merely challenging existing inequities, and the concept « critique
1s not necessarily negative. Morgan (2000) states,
criticism does not simply mean approachii  everyday pedagogies as
unredeemable, purely negative forces. Rather, it enta  an open
exploration of them as tes of social reproduction und experimentation,
cultural expression and rc  1lation, aesthetics and ideology, commerce and
cultural performance. It thus requires forms of understanding and critique
simultaneously. (p. 19)
Cultural studies also recognizes the complex, dynamic, and fluid nature of theory, «
forms of knowledge, and of the relationships among various soctial, economic, and
political groups. Therefore, it promotes a collaborative methodology and holi: c,
interdisciplinary approach to education. English, as a traditional subject, is seen not only
as a value laden, hegemonic force, but also as an artificial construct that belics the
dynamic and pluralistic nature of the various discourses it attempts to regulate.
According to Morgan (1990), a mc interdisciplinary or historical approach to teaching
English necessitates
reformulating ar  wareness of ‘English’ as neither unitary nor ncutral
knowledge, but the political construction of a plurality of discourscs
operating behind the lal s ‘language’, ‘literacy’, and the ‘literary’. It also
entails that such discourses are continually in flux, and that by sceing
English stud” as a construction it becomes an arrangement constantly

- rearranged, and thus alterable in our present. (p. 231)



44

This emerging vision of English as cultural studies also requires a reformulatic  of t

role of the teacher:
Since the relations that need to be considered have multipled for this
model, it scems that English teachers must now become part historian, part
sociologist, part philosopher, part political theorist, etc. — in addition to
their usual areas of expertise, language and literature. (Morgan, 2000, p.
25)

While the expanded scope of English as cultural studies and the more flexible, hybrid

nature of the English teacher may appear daunting, the collaborative nature of cultural

studies provides teachers with the necessary support not only of their students but also of

fellow teachers from other traditio1  fields or disciplines of study.

Historical Connections

A discussion of the historical development of the subject English may be
facilitated by a classification of the ideologics associated with English teaching, by an
identification of the socio-political contexts in which paradigm shifts occurrcd, and by
the labeling of various forms of E1  “ish; however, such categories are deceptive. In
truth, the study of English, at any given time, fulfils a variety of needs and serves a
number of purposes. Even referring to the “development” of English — which may
suggest a form of linear evolution — is a misrepresentation. Though there are some
distinctive features of the various educational theories and forms of English, there do

exist common features and over. _ | ng priorities. At times, the theories concermning
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curriculum development emerged from previous theories while, at other times, they e
manifestations of a reactionary break from former concepts. These “c elopments” have
proven to be complex, dynamic, intersecting, and anything but orderly and simple.

The conflicting ideologies surrounding the study of English and the practices they
endorse exist simultaneously and remain evident in today’s ELA classrooms. 1e
“English as skills” form is regularly supported when there are charges of dropping
standards resulting in high illiteracy rates and rencwed calls for a “back to the basics”
English program. In fact, the APEF ELA Foundation (1996) insists “[t]he ability to
communicate clearly and effectively involves the correct and appropriate use of lan; age
conventions and mechanics” (Atlantic, p. 7). Furthermore, as Kalantzis and Cope ( 93)
state, “[a]t the end of the twentieth century the traditional curriculum of a classical canon
is st1ll alive and well. Although it no longer enjoys unrivalled hegemony, it remains a
very powerful cultural force” (p. 44). Moreover, “Progressive English” is still apparent
in the various ways literary education encourages students by havir  th  draw upon
their own experiences, engage with texts, read critically and “respond personally to a
range of texts” (Atlantic, 1996, p. 26). Also, as the 21" century has shown, previously
marginalized voices are, increasingly, demanding to bel  -d. Clearly, this climate
exemplifies the ideals of critical literacy, and a critical approach to 1 glish may be
instrumental in the transformations for which these marginalized voices are calling.
Finally, the APEF ELA Foundation (1996) document’s recognition that “students need to
make connections and develop abilities  ‘oss subject boundaries if they are to be  dy

to mect the shifting and ongoing demands of life, work and study today and in the futurc’

(Atlantic, p. 5) corresponds with the als of English as cultural stt " :s. It is important
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for English teachers to be aware of the various forms of English that exist and ¢
significance of their adherence to particular ideologies. Therefore, history becomes an
important component in understanding the study of English.
Willinsky (2000) concerns himself with the importance of history and how

knowledge of this history empowers the reader to analyze and challenge. He writes,

[t]he connections between the passion [of studying literature] and the

history is captured, for me, in the historical struggle for self-expressi

and self-determination among people, for that area where literaturc a

language intersect with basic human rights and democratic action. (p. 3)
Therefore, Willinsky believes that “[t]o catch sight of this history is to begin working
more effectively and more knowii y with and against those traditions” that advocate or
suppress human rights and democracy (p. 3). He laments that, “English teaching has
sometimes been on the wrong side of the struggle for self-dctermination” (p. = This
raises a significant concern for ELA teachers in Newfc 4" dand Labrador. Perh ito
better understand the function that education and the study of English scrve in today’s
classroom, it is beneficial to consider the history of Newfoundland and Labrador an he

role played by educat:  and literacy in this province.
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that nccessitates teacher awareness to deal with the challenges inherent in this dynamic,
multifaceted, blend of educational paradigms and ideologies. An important step in this
teacher awareness may consist of a review of the historical development of formal

education in Newfoundland and Labrador, which illustrates the pervasive and persistent

influence of contending ideologies and practices in the province’s educational system.

Unsettled Times

The early history of formal education — or the lack thereof - in Newfoundlan and
Labrador was a product of financial exploitation, nationalistic con{licts, and econor
necessity. Indeed, Newfoundland and Labrador werc viewed as vast resource bases to be
cxploited for the migratory fisheries of European powers.'” These European r ions had
little interest in facilitating the establishment, in Newfoundland or Labrador, of stable
communities that could potentially compete with theu :onomic goals. Furthermore,
territorial disputes, primarily between the French and English, promoted instability : d
hindered the creation of secure communities in which formal educational arrangements
could be made. The vi Hus conflicts of financial and imperial interests, combined with
the 1solation necessitated by economic factors, determined the sluggish rate of grow  of
formal education in Newfoundland and Labrador; indeed, for many carly settlers of

New foundland and Labrador, formal education was virtually nonexistent.

9 . . o s .
" However, Europeans were not alone in their exploitation Labrador’s resources. By the nineteenth

century, settlers primarily fr the north  t coast of Newfoundland were engaged in the annual Labrador
fishery and, though Labrador was annexed to Newfoundland in 1809, Newfoundland showed Iittle v rd
for the needs of its inhabitants. Indeed = many ways,1  vfoundland seemed to view Labrador as littie
more than a “vast storehouse of future wealth in natural resources” (Labrador, 1991, p. 211).  fact, it was
not until 1946 that Labrador had even its first elected representative; United Church  nister  zster Burry
was chosen as the Labrador representative to participate in the National Convention (Rompkey, 2003, p.
99).
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declined, and the English and Dutch whalers failed to establish settlements in Labrador.
Indeed, according to Rompkey (2003), “[a]fter the Basques, the French were the next
Europeans to cstablish a presence” in Labrador (p. 22). The French were not only
interested in the fishery off the Labrador coast, but were also interested in establishing a
fur trade with some of the natives of Labrador, the Innu. “By 1504 the French were
trading with the natives from Bradore Bay (south of Blanc Sablon), beginning  »criod of
near-cxclusive French dominance over the south and central coastal regions that wor |
last until 1763 (Labrador, 1994, p. 208). Indeed, “French traders by the mid-1700s had
constructed a chain of posts and small forts along the [ Labrador] coast” (Labrador, 1994,
p.208). However, comparable to the British government’s disintercst in early coloni:
Newfoundland, “the French government provided no money for the running of its ¢« my
[in Labrador and elsewhere in North Americal; the fur trade was the sole source of
support in New France” (Rompkey, 2003, p. 23). Yet, the French felt justified in
claiming rights to Labrador, “an ar  they regarded as a natural extension of New France
[Qucbec]” (Rowe, 1980, p. 467). However, while France expericnced a “near-exclusive
... dominance” over much of coastal Labrador, fishing vesscls from England, New
England, and even Newfoundland vied with the French for their positions in the Labrador
fishery. Clearly, as was the case in Newfoundland, the early days of European presence
in Labrador was based on economic exploitation with a “get in, get what you want, and
get out” mentality. There was little apparent desire or opportunity to introduce a formal
system of schooling in Newfoundland and Labrador at this time.

However, the lack of official encour~ ~—=ment from either the _ -itish or thc French

governments was not the only hindrance to the establishment of acc  rehensive



educational system in Newfoundland and Labrador. For over two centuries, isolated
attempts at settlement — primarily on the island — often erupted into territorial ¢ put
between the French and the English. While neither country showed much interest in
cstablishing permanent scttl  ents in Newfoundland and Labrador, Cahill (1949) notes
that the French, who “were in direct conflict with the English in North America, . . . were
quicker than the English to realize the military importance of Newfoundland” (Cahill,
1949, p. 52). By 1662, the French “founded and fortified Placentia and had thriving
settlements in other placcs on the south coast” of Newfoundland (Cahill, 1949, p. 52).
During the various conflicts betwe  England and France, the French in Newfoundland
“captured St. John’s and other settlements and obtained control over the whole islan
(Cahill, 1949, p. 52). However, the continental French were unable to duplicate their
island victory over the English. By s 1ing the Treaty of Utrecht in 1713, thc Frenc
relinquished their settlement at Placentia, but “kept the r” " t to fish and dry fish along the
entire coast from Cape Bonavista on the east coast, north to Pointe Riche on the west
coast” (Thoulet, 2005, p. 44). Howe , according to Perlin (1959), this concession
“made [the French] a factor in retarding the development of Newfoundland for nearly
200 years” because it “was to be tl  source of continuous conflict” (p. 13). For example,
though the boundaries of the French Shore were altered to the coast betwecn Point Riche
and Cape Ray (in 1783), France retained rights alor  the French Shore until 1904. The
French Shore issue had long-lasting consequences for those settled in that arca. Rowe
(1952) writcs:

For almost two hune | years, . . . Newfoundlanders who settled on the

“French Shore” suffe | from the claims of the French with regard to
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fishing rights. The attitude of the English Government, which was not
modified until well on into the nineteenth century, was that such
settlements were illegal. Consequently residents in the north an the west
of Newfoundland were denied recognition for a longer period, cven, than
were those who had s¢ " :d on the east coast, and . . . communities which
had been inhabited for as much as one hundred years had been without
religious, educational and other amenities. (p. 13)
The French prescnce in - abrador also continued to create conflict following the Seven
Ycars War. Though the “Treaty of Paris [of 1763] officially ceded control of New France
to the British, the French maintained a presence; French and British firms would arg
over claims to Labrador [trading] posts for the next forty years” (Rompkey, 2003, p. 25).
The instability caused by the various conflicts between the French and English durii
their early presence in Newfoundland and Labrador did not create a fertile envirc  1ent
for establishing a stable educational system. However, even had the inhabitants of
Newfoundland and Labrador benefi | from peaceful relations among the European
nations that visited their shores and profited from official support of local settlements,
economic neccessity and geography would still create an obstacle to the establishmer of a
mass public educational system.

Economic necessity, combined with the competing interests of and tensions
among the West Country merchants as well as the E1  “ish and French governments,
facilitated the establishment of isolated and scattered populations of settlers around the
coasts of Ncwfoundland anc .abrador. “[T]he nature of the fishery w 1 that «

harbour or fishing ground could accommodatc a set number of fishermen . . . so that once
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that point was reached additional numbers resulting from immigration or natural growth
had to move elsewhere” (Rowe, 1976, p. 5). Furthermore, Perlin (1959) notes that the
repression and hostilities faced by many settlers “caused them to scatter to their thousand
harbours where they might remain unmolested” (p. 14). Therefore, it is hardly surpt  ng
that there were few opportunities for carly settlers to obtain a formal education. In
general, the remote and sparse coastal populations lived “without benefit of clergy or
cducation or law existing as best they could by their own resources, with no ai 1ority to
aid them or provide them with the minimum of civil protection” (Perlin, 1959, p. 14).
However, it is altogether likely that, while the development of an organized
educational system in Newfound 1d and Labrador was certainly hindcred by British
disapproval of settlcment, nationalistic rivalries, and geographical isolation, s e
sponsorcd formal educational institutions would probably not have been established cven
if conditions had been more conducive in Newfoundland and Labrador. Billard (1993)
notes:
Early [16™ and 17" centuries] settlement schemes . . . ignored the question
of schooling for the young since there were few, if any, children inve ed
in these efforts at settlement. . . . Even if there were children . . . it is
doubtful whether the provision for schools would be considerc since the
movement for mass education of the young had not yet begun m England,
let alone in Newfoundland. (p.2)
In the mother country itself, mass formal education was a 19" century phenor mon. It
was introduced in England after it pro* 1 its worth as a hegemonic tool to reinforce

imperialist ideals in the colonies (see Chapter One). Willinsky (2000) notes that imperial
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England established mass education in its colonies. Colonials were to be instructed
standard English and were to study a literary canon that celebrated the mother country’s
heritage and values. Afters its value as a means of indoctrination became evident, mass
formal education was employed at home to convince the working class of the superi  ty
of the British system and of the legitimacy of its existing social and economic hierarchy
(see Chapter One). Therefore, it is hardly surprising that state-sponsored, formal
education was not a priority in Newfoundland and Labrador in the early years of
settlement.

However, if secular imperialists did not recognize the value of education at this
time, spiritual imperialists seemed well aware of the power of an educational system to
promote a moral ideology (see “Mapter One) and to “spread the gospel”. Rowe (1976)
indicates that “[n]o one knows for su  when education . . . first started in
Newfoundland” (p.16). However, though it is likely that some children benefited from
private tutoring and others left the island for schooling, “[t]he first schools in
Newfoundland were begun by the church” (Macpherson, 1988, p. 95). The powerful
influence of the church in Newfoundland and Eabrador’s educational system remained

evident until near the end of the twentieth century.

Early Days of Schooling: Religious Influences
While mass public education w: not introduced in England until the 19" ¢ tury,
mission _ and 1y movements we 2stablished much earlier and recognized the

value of literacy as a means of propagating ..ristian values and the word of God. In
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fact, by the early 18" century, “the charity schools movement got underway in  ngland
In response to growing conviction of some church people in England that salvation came
to those who were faithful to Christ and who knew the Holy Scriptures through reading it
for themselves” (Billard, 1993, p. 2). Furthermore, by the late 18" century a Sunday
School Movement, initiated by British newspaper editor and proprietor Robert Raikes,
was established in London. Recr —izing that “the children of the poor worked in the
factories all week, . . . Raikes decided to establish schools for these children to atten on
Sundays” (Christian, March 2007, p. 1 of 3). In addition, Europcan missionary
movements were already practicing their own form of spiritual imj  alism through the
proliferation of their own versions of the word of God around the world. For exam;
European Moravian missionarics travelled to the West Indies and to Greenland ase  y
as 1732 and 1733 respectively (Hiller, 2001, p. 1 of 4), and Rompkey (2003) notes that
“I[b]y 1832 [the Moravians] had 209 r  ;ionaries at 41 mission stations in the West
Indies, North, Central, and South America, Greenland and Africa” (p. 37). Not
surprisingly, missionary movements, affiliated with various churches, found their way to
Newfoundland and Labrador and had a  ting impact upon the objectives and the
curriculum of the formal educatio 'stem established here. The Ch h of England
and the Roman Catholic churches played as™ ificant role in the development of formal
cducation on the island while, in Labrador, first the Moravian and much later the

Grenfell® missionaries were instrumental in establishing schools.

th

¥ Although Dr. Wilfred Grenfell did not come to Newfoundland and Labrador until near the end of the 19
century — initially as part of Britain’s T~ ion to Deep Sea Fishermen - and his missionary work was
primarily concerned with health care, his goals were also spiritual, and no study of early schooling in
Labrador 1s complete without reference to the Grenfell Association’s contribution.



57

In Newfoundland and Labrador, the affiliation of church and school secmed
almost inevitable, as the clergy were ¢ :n the most qualified people to become teachers.
Rowe (1976) writes, “in many cases . . . the 0n1y24 person competent 1o teach school s
the local clergyman” (p. 23). Furtl more:

In most of these outports, community life came to be church-centred, a not
surprising development in view of the dominating role that the « :rgymen
had no choice but to play. Apart from the clergyman therc were few who
could provide local leadership with the result that he, in addition to playing
his normal role as spiritual leadcr, had to carry a multitude of other
responsibilities. (Rowe, 1970, p. 49)
In later years, the clergyman was often the chairman of the local school board (Rowe,
1976, p. 49; Jones, 1976, p. 2-62*%). In fact, the first schools ~ much like many early
schools in England — were Sunday schools in which students were “often taught some
basic reading skills, promoting literacy as a means of reading the bible” (Schools, 1994,
p. 100). The primary goal of tI e schools was to reinforce a moral ideology (sec
Chapter Onc); therefore the promotion of literacy as a means to “civilize” or to
* _.ristianize” students by introducing them to the ten scriptures was the primary
focus®® of the church schools or of the charity schools that were usually affiliated with

one of " churches.

* The emphasis is mine.

2 In Jones (1976), each indi s chapter and page. Therefore, p. 2-62 indicates chapter two, page
62. The same is true for Lahey (1979) and Rollamnn (1999).

2 Though the promotion of a moral ideology was a fundamental objective in the churches’ involvement
with education, as noted 1n chapter one and 1o be discussed later in this chapter, other ideologies —
imperialistic, economic, and civic — often intersected with this primarily professed goal.
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Therefore, a number of charitable organizations or religious groups attempted to
establish religious and educational facilities in Newfoundland and Labrador. Some of the
more prominent organizations, on the island, included the Society for the Propagatic of
the Gospel (S.P.G.), the Society for Educating the Poor of Newfoundland or The
Newfoundland School Society (N.S.S.), and the Benevolent Irish Society (B.1.S.). In
Labrador, the most influential groups in the early establishment of educational facilities
were the Moravian missionaries and the Grenfell Association. However, cven when
these organizations began as non  1ominational entities, they did promote Christian
values and, invariably, became associated with either Protestantism or Roman
Catholicism.

The Society for the Propagation of the Gospel (S.P.G.) and the Newfoundland
School Society (N.S.S.), though initially open to all students, were closely affiliated ith
the Church of England (and later with the Methodist Church®’ as well). It is believe that
Newfoundland’s first formal school v established by the S.P.G., in 1726 at Bonavista
(Burke, 1937, p. 287). Although Burke notcs that the school was in  1ed “for ‘all the

k2

poor people” (p. 287), its founder was an Anglican clergyman, the Reverend Henry
Jones. The Society continued its we by opening schools in several other communities,
and, “[a]lthough ministering to the needs of all children, the Society had an A 3lican

basis and one of the rules, . . . was that the teachers had to be members of the Anglican

Church. In practice many of the teachers were Anglican catechists and lay readers”

27 “Methodism originated in England in 1730s as a movement for reform and wal within the
Established [sic] Church of England”, and its “prii  y object, i1 \ of [its tounder, John]) Wesley,
was to ‘spread scriptural holiness over the land’ (Methodism, 1991, p. 519). Though “Wesley himself
opposed any formal separation of his movement from the Church of England”, with the absence of lus
leadership after his death in 1791, “formal separation was virtually inevitable” (Methodism, 1991, p. 520).
This separation between Methodists and the Church of England would later play a significant role in the
cstablishment of a denominational educational system in Newfoundland and Labrador.
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(Rowe, 1976, pp. 17-18). In addition, “the primary aim of the S. P. G. schools was to
teach the children to read so that they could learn catechism and read the Bible and othcr
religious literature” (Rowe, 1976, p. 17). In fact, many of the Society’s teachers “on
Sundays conducted Church services” (Burke, 1937, p. 2L .,. The history of the N.S.S. is
similar to that of the S.P.G.. The Newfoundland School Society (also known as the
Society for Educating the Poor of Newfoundland) was established in 1823, as a rcsult of
the cfforts of an English merchant, Samuel Codner. N.S.S. schools were “officially -
denominational and indeed expressly forb: " : religious education” (Schools, 1994, p.
101). However, as with the S.P.G., the N.S.S. “required that its teachers be members of
the Church of England®®”, and, “[w]hile it was expected that N.S.S. teachers would offer
instruction in the Church of England catechism ‘after school hours only’, the prescribed
classroom use of the authorized King James version of the Bible . . . was not accept e
to many Catholics” (Schools, 1994, p. 101). However, Catholics in the St. John’s arca
had an alternative to S.P.G. and N.S.S schools.

The 1nitially non-denominational schools of the Benevolent Irish Society (B.1.S.)
cventually became part of the Roman Catholic school system (Rowe, 1976, p. 17).
Perhaps ironically, at the time of its inception in 1806, the Socicty’s “‘fo were
ncarly all Protestant” (Burke, 1937, p. 289). However, with a desire to promote “the
broadest principles of benevolence, . . . they approached Dr. O’Donel, the first Catholic
Bishop in St. John’s” to join them (Burke, 1937, p. 17). In 1826, the B.I.S. opcned the
Orphan Asylum School “for poorer children”, and “although [the school] catered in

practice almost entirely to Roman C holic pupils, it was organized . . . on an officially

* It is interesting to note the designation, “Church of Engla ™, which reminds us that it is the “church of
state”, and, indeed, the English church and state shared sim ideological views and goals.
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non-denominational basis, with religious instruction outside regular school hours™, and it
“was supported by the financial contributions of persons of all denominations, cluding
the clergy” (Lahey, 1979, p. 1-50). However, Burke (1937) notes that, by 1828, the
B.LS. “had . . . practically become a Catholic organisation” (p.289). Consequently, in
1836, when the first Education Act was passed and the government offered some
financial aid for the establishment and maintenance of schools, “the fact that a grant 1s
made to a school recog ed de facto as a Roman Catholic institution, created a precedent
which obviously strengthened the hands of those who later advocated full denominational
control over education” (Rowe, 1952, p. 37). While thc Roman Catholics and the Church
of England were primarily concerned with establishing their presence on the island,
Moravian missionaries turned their at  tion to Labrador.

Major (2001) v es that although the Church of England was the official
denomination of Newfoundland and Labrador throughout the eighteenth century, “[i]n
Labrador, England had relented, for tI sake of peace with the Inuit and harmony of the
fishery,” and allowed [other Protestants] Moravian missionarics to go where Anglic 1s
had no desire to tread” (p. 171). After the British government’s 1769 agreement to grant
the Moravi  ther ‘it to occupy land in north¢ I lor, the Moravian missionaries
established a settlement in Nain. Asontheisl 1, rel’ "ousservice was combined with
cducation, and the Moravians offered schooling at Nain (and at their subsequent Labrador
stations). Though the majority of these early missionaries were German, “[a]ll learned

Inuktitut, which was the language used in church and school” (Hillier, 2001, p. 3 of

¥ Indeedi 1y be arm of the British state, the Church of En; © d was content to leave
northern Labrador to the Moravians in compliance of mercantile interests of the West Country merchants
and later the Newfoundland merchants, who wished to keep the Inuit in northern Labrador ~ away from the
arcas regularly used by migratory fishermen.
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However, though they spoke the language of the people, the Moravian goal of bringi
Christianity to the Inuit necessitated “replacing [the Inuit’s] gods and practices with those
[the Moravians] believed to be the right ones” (Rompkey, 2003, p. 39), and the school
curriculum, which included “biblical subjects” (p. 42), supplemented church sermons in
achieving this purpose. The Moravian influence in northern Labrador expanded during
the remainder  fthe 18" century and durii  the 19" century when at least six other
Moravian stations were created (Hiller, ~)01). Even after the Newfoundland govern ent
assumed responsibility for education in Newfoundland and Labrador, schooling in
northern Labrador was still left to the Moravians until well into the 20" century. Thus,
for nearly two hundred years the education of the Inuit of Labrador was strongly
influenced by Moravian missionaries and faced little interference from the state.™
Indeed, during this period, the state showed little interest in introducing formal education
anywhere in Labrador.

As the Moravian Missionat : provided schooling and promoted Christianity 1
northern Labrador, other missionaries attempted to offer similar services in southern
Labrador. The International Gr  ‘ell Association (the Grenfell Mission), which initially
provided health care and, er, educational and spiritual services in southern Labrador,
developed from Britain’s Mission to Deep Sea Fishermen and its attempt to provide relief
from the hardships and isolation experienced by those involved in the Labrador fish .
In 1892, sent by the Mission to Deep Sea Fishermen, “Wilfred Grenfell — an adventi Hus

young British doctor, whose religious zeal had been fired by the evangelist Dwight

** Though the Moravians did en ' ““erable ‘ation with the British government . .. [b e
being] permittcd to begin a miss ” (Mol Church, 1991, p. 610), once an agreement was
reached, there was little in~ ¢t Morar lission and the state.
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England minister, was spiritually moved and motivated by evangelical Christi: , Dwight
Moody, and Henry Gordon was an Anglican priest. Moreover, while many of the
inhabitants of southern Labrador were of European descent and had traditional ties to
Christianity, the mission schools also instilled Christian moral ideologies in those
students of aboriginal descent who  ditionally had different spiritual beliefs. Thot "1
rcligious dissention over control of schools did not occur in Labrador as it did on the
island, it is clear that 1t was the churches, or charitable organizations affiliated with them,
that initiated schools in Newfoundland and Labrador. While admittedly these
organizations provided a variety of services to the inhabitants of Newfoundland and
Labrador, they also served their own agendas of promoting their own moral ideology (sec
Chapter One).

Therefore, as with the earliest schools in Britain, church authorities or charitable
organizations, with their moral ideologies, had a powerful influence in determining the
purpose of and the curriculum for on. / Rowe (1952) points out, the earliest
schools, “appear to have been conducted along the lines of the Sunday school system”,
and students “were to spend their time at ‘some portion of the scriptures and o cr useful

9%

and edifying books, and to be tat "it the catechism’” (p. 32). In these carly schools. 1
primary goals of literacy were generally to ensure people’s ability to read the scriptures
and to participate in chv h activities. For example, Billard (1993) cites that, in Tri: vy,
“cfforts ‘to teach the common prayer’ [had] been recorded in the early eighteenth ce ury
by a missionary of the S.P.G. whose aim was apparently to have the settlers takean e

acti*  p. thel] _  3ooks icesofthech h”(p.4). Consequcntly, the texts and

curriculum often reflected these objectives. Even in schools that were
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nondenominational, the promotion of a moral ideology was clear. For example, though
the S.P.G. schools were open to all denominations, “[pJupils were taught ‘moral rel” "ous
duties without reference to particular doctrines’ (Rowe, 1952, p.41). Similarly, the
nondenominational Grenfell Mission schools also endorsed Christian values. Recounting
her experiences in Grenfell M on board  schools, Loder (1992) notes that in Muddy
Bay (Labrador), a biblical text was assigned each week for a Sunday recitation (p. 113),
and in St. An ony, the verse “‘All thy children shall be 1t of the Lord and great shall

339

be the peace of thy children’ (p. 114) was displayed prominently on the school building.
Furthermore, while the Moravian conversion of the Inuit was difficult, the Moravia
persevered. Rompkey (2003) asserts that the Inuit “had had a satisfying spiritual and
social life” of their own (p. 39); th¢  ore, not surprisingly, “the majority [of Inuit] ] 1
initially resisted conversion” (p. 41). However, Rompkey (2003) also notes that, “a r
thirty years of Moravian presence, about half of those who lived in the northern
communities professed Christianity” (p.41), and this was partially due to “the tcaching of
Inuit children, which by this time had gone on for a generation” (p. 42). Clearly,
religious 1deologies were propagated by the many of the earliest schools to be established
Newfoundland and Labrador. In1 »rador, the sy icy of the Moravian and
Grenfell missions’ influence in education went largely unchallenged until well into =

twentieth century. The same cannot be said for schools on the island, and by the 1& s,

the state began its attempt to gain some control over the educational system.
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been steadily increasii  and the act of 1916 had provided a grant of

$367,000. (p. 46)
Until 1940, it was :ft to the M« /ian Mission to finance and operate schools in several
northern Labrador communities. At that time, the Mission received a small g1 1t fr 1
the Newfoundland Government. However, Rompkey (2003) does concede th  one of the
few exceptions to the rule occurred along the south coast of Labrador: “[in] the summer
of 1864 there was a day school at Battle Harbour, and the following summer schools
appeared at Cape Charles and Venison Tickle. The state paid the itinerant teachers and
supplied books for a curriculum of arithmetic, writing, and reading the Scriptures” (p.
113). However, this system was replaced in the twentieth century by the Grer I
Mission dormitory schools. In fact, ~ ough much of the first half of the twenticth
century, it was left to the Grenfell Mission to “[fill] the vacuum left by an absent
government’” ). 56). However, as noted earlier, leaders of the Grenfell Mission,
particularly in the early years, v e products of the British educational system.
Furthermore, it w be noteworthy that though the early Moravian missionaries we
German, by the 20" century the number of British Moravians in Labrador was increasing
substantially (Hiller, 2001). Tl =zfore, though the government of colonial
Newfoundland was not directly involved in the operation of education in Labrador, s
likely that an adherence to British values and a loyalty to the imperial power were

endorsed by the schooling provided to Labradorians just as it h: * been on the island.
















73

the differences between Protestantism and Roman Catholicism. In 1851, Feild wrote:
It is a cause of equal surprise and concern to me that the just claim of the
Church of England and of other Protestants who educate their - ildren in
th  respective tenets should be disregarded by the House of Assembly.
... Education cannot be carried on without religion; and religion can
never be truly and honestly taught without frequent recurrence to, ar
vindication of, those distinctive matters of faith and doubt which eac
church recognizes as the ground work of its system. (cited in Rowe, 1952,
p- )
Furthermore, during the denominational debate, Feild “published a pamphlct in def :e
of the right of parents to have their children instructed in their rcligion. He claimed for
the Church of England merely the position already enjoyed by the Roman Catholics”
(Jones, 1976, p. 2-56). Eventually the legislature capitulated, and “in 1874 the
government yielded to pressure and set up a denominational system of education, with
monies allocated according to the percentage of the population belongingto¢ h
denomination” (School Boards, 1994, p. 99). Furthermore, “[i]n the 1876 Act of tt
L« ‘slaturc three denominational superintendents of education were to be appointed to
rcpresent the Roman Catholic, A1 can and Methodist denominations respectively”
(Parsons, 1969, p. 11). This denominational system survived in Newfoundland and
Labrador until the 1990s when *the [provincial] Liberal government of Brian Tobin
finally passcd the necessary legislation to form a non-decnominational system, 155 rs

after the first denominational Education Act” (McCann, 1998, p. 5 of 5).
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local merchants and less of a prophet besides his role of being a priest.
(p- 1-5.)

Furthermore, it is clear that it was disadvantageous to be without the support ¢ the
“‘colonial burcaucracy”. In fact, “[i]Jt was a matter of some concern to Catholics that —
although the Orphan Asylum quickly became the Colony’s largest school, and the N.S.S
and S.P.G. were both to some extent encouraged by the government — the B.1.S. school
was refused official support” (Schools, 1994, p. 101). £ arently, as the imperial power,
England sought to promote Church of England schools over those that were consid 1
Irish Roman Catholic schools. Ro  ann (1999) notes “the means employed by the  vil
authorities to stre :then the Church of Er  "and in Newfoundland through financial
support by governors as well as the preferences extended to the Church of England  the
arcas of education” (p. 1-22). ...ough, “as early as 1823, the B.1.S. applied for
government aid, none was received “until the passage of the first New foundland
Education Actin 336 (Lahey, 1979, p. 1-50). Apparently, “in the nineteenth century
... [the Anglican Church] received some recognition from thc colonial administration
denied to Roman Catholics” (Rollmann, 1999, p. 2-4). It secms nationalism and
cconomics played a role in the support of early colonial schools, as it was in the interest
of England to teach settlers to have allegiance to the “Mother Country”. This goal not
only determined ¢ financial aid directed toward colonial schools, but it also shaped the
curriculum that was offered.

As “useful” and “industrious’ people in service to the “Mother Country”,

Newfoundlanders only needed an ¢ ication. Billard (1993) cor  stst
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schools were established “to provide a somewhat richer curriculum than did the or¢  ary
clementary school” (Rowe, 1952, p. 64), they were clearly designed “to train the lower
classes in useful tradcs, such as net-makir ~ dnav’  tion for boys and sewing for 'rls”
(Schools, 1994, p. 102). Such a school system supports the propagation of an ineqi  able
social system between colonials and impenalists.

Though the situation in Labrador was different than that on the island, mercantile
interests did have an impact upon the development of education there. Like
Newfoundland, Labrador is rich in natural resources, and there were those in Engla | as
well as in Ncwfoundland who were interested in exploiting Labrador’s natural wealth.
The British participate the migratory fishery in Labrador since the 16" century and was
well aware of its economic significance. Hiller (2001) notes that Sir Hugh Palliser,
“Govemor of Newfoundland from 1764 to 1768, thought that the Moravians might be
useful in helping to end the conflict between Europeans and the Inuit” (p. 2 of 4).
Therefore, Palliser pledged his support for the Moravians request to form settlements in
Labrador and to convert the Inuit to Christianity; in return, the Moravians were to
“contain the aboriginal people north of Hamilton Inlct and keep them away from tl

ish fisherme ' (Rompkey, 2003, p. 34). While the Moravians were not: tircly
successful in keeping the Inuit away from the Europeans, Brice-Bennett (1997) ind  ates
that “[w]ith the declining presence of Inuit in southern Labrador, English fishing
enterprises expanded” (p. 2 of 4). There was also an influx of fishermen from
Newfoundland, and “[1]n 1825 the St John’s Chamber of Commecrce wrote tc  1e colonial
secretary in Britain pointing out how important the Labrador fishery was to

Newfoundland” ompkey, 2003, p. 56). Rompkey also states that “[1]n the Straits after
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Inconsistencies in the opportunities for formal education have existed throug ut
Newfoundland and Labrador since the establishment of its earliest schools. Fc example,
schools were founded in some Newfoundland communities nearly fifty years before e
formation of Moravian schools in Labrador and well over one hundred fifty years b re
the creation of the Grenfell Mission’s first dormitory schools in southern Labrador.  /en
once schools were established, the lack of co-operation among them was hardly
surprising since they were the | oducts of various, sometimes competing agendas. The
introduction of formal education in Newfoundland and Labrador was, indeed, sporadic
and lacked co-ord ated, consistent efforts. It is likely that private tutoring was ava ible
for some of the early inhabitants of Newfoundland and Labrador, before the inception of
the first Sunday schools or day schools sponsored by a variety of church or charitab
organizations. However, even once formal schools were created, access to them was not
universal. Major (2001) notes,

[t]he children of the poor, where there was no charity school for them,
might get to attend one of the day-long Sunday schools, if there was a
minister, lay reader, or  zchist available to conduct the class. Of course,
even that much opportunity for education presented itself only the
larger communities. (p. 246)
In fact, the rural-urban divide in regards to educational opportunity was still evideni 1
the 20" century. Referring to the 1930s, Major (2001) notes,”[i]f rural communities did
sccure a teacher (often it was only for part of the year)”, and “[t]he most qualified of
them were graduates of Grade 11 from more populous outports, perhaps with a sum  er

school of teacher training in St. John’s” (p. 345). Indeed, geography — and the
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However, the promotion of economic and civic ideals also caused inequities in the
system.
As Althusser (2001) notes, education has often been used to ensure the
reproduction of the ideologies and | :tices that maintain the inequities of a ¢ H»italist
system (see Chapter One). In Newfoundland, even when many of the larger centres
offered public education, inequities remained between the wealthy and the poor. M or
(2001) asserts that initiatives “that saw the rich aiding the establishment of schools - the
poor were not the altogether altruistic endeavours they might have appeared at first
glance” (p. 246) and refers to the example of English businessman, Samuel Codner, who
was instrumental in establishing the Society for Educating the Poor of Newfoundland:
The convictions of Codner and his merchant supporters were about 1 se
instilled in the minds of the children of the working poor. As with the
charity schools, the children would rise up from illiteracy, but not frr |
their proper place in the lower ranks. Give them some mo  fortitude to
go with their seatwork, : thinking ran, and it would: ke them more
efficient workers, as well as law-abiding and respectful of their supe rs.
In the merchants’ view, an all-round better society was the object, tl
being one in which the merchants themselves could fe: rather more
secure. (p. 247)

Therefore, as noted earlier, the curriculum in most of the charity or society schools

offered a very basic education  which students would learn the basics of rea ng,

writing, and arithmetic along with practis  skills such as knittir  for the girlsand -
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building for the boys. The education generally provided for the poor was quite diff nt
than that available to the more privileged class.

Newfoundlanders and Labradorians who were disgruntled with the inferior
quality of their educational opportunities looked for solutions. There were options for
scttlers who could afford them. Rowe (1980) asserts, “[i]n a pcriod of very rigid class-
structures, those who compri:  the ‘respectable’ class did not want their children to
attend such classes” as those provided by the public charity schools that served the  or
(Rowe, 1980, p. 203-4). The alterna  zs enjoyed by students of the “respectable” ¢ ses
reflect another inequity in the educational system in Newfoundland and Labr: r.
Wealthy families could afford to engage private tutors, and “[sJomc of the middle- . 1
upper-class children patronized the private schools; in most cases, the fees were hig
cnough to exclude any children of the ‘lower order’” (Rowe, 1980, p. 204). Indeed,
money often dete iined the educational opportunities availablc. Major (2001) notes that
“[a] few well-to-do families who lived outside [the larger settlements] would scnd their
children to board  the schools in St. John’s” (p. 258). Besides the advantage of
segregating the social classes, private schools were introduced to meet the needs of “thc
more ‘respectable’ inhabitants of St. John’s [who] had become concerned over the . k of
an institution that could give their offspring the benefits of a classical education” (Rowe,
1964, p. 56). Therefore, the curricula of private schools went beyond that of the
clementary education of the public system. Billard (1993) states that some of these
private schoc , providing “Grammar school secondary programs”, also “offered
mercantilc and writing or mercanti  and math which indicates the growing

”

consciousness for business rela lucation curriculum, and: w St.Jol s












89

incquities of an imported educational system which, consciously or unconscic ly,
contains the instruments of oppression and is designed to shape student identities by

reinforcing the status quo and by advancing the legitimacy of dominair classes.

Schooling in Newfoundland and Labrador: An Import

As noted throughout this chapter, the educational system of Newfoundland and
Labrador was imported. Starting with the church and charity schools, the clergy and
other spiritually motivated leaders transplanted the ideologies and practices of Europcan
countries — prima y England —to N oundland and Labrador. For example, Beales
(1969) writes that in England, “[e]ducation was inseparable in this period from the
churches” (p. 23). This clearly accounts for the support of the British based recligiot
societies that aspired to promote civilizir~ habits and Christian character among the
settlers and abori; 1al inhabitants of Newfoundland and in Labrador. Furthermore,
Rowe (1980) indicates, the Sunday schools in operation in Newfoundland during the late
18" century and ¢ ly 19" century were “based on the ideas of [British publisher] R ert
Raikes” (p.201).40 Moreover, once the state became officially involved in schooling, it
also imposcd star irds and practices, sometimes through bureaucratic attempts to police
the educational system. The combined efforts of church and state were highly effec e

in transferring the imperialistic and rel” ‘ous ideologies of the “old world” to the ne

* In Raikes’ Sunday schools “children had their reading lessons from ten to two, with a one hour br  for
lunch. They then were taken to church, after which they were instructed in the catechism until five-  ty”
(Christian, March 2007, p. 1 of 3).
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Admittedly, before Confederation and the establishment of the Department of Educ  ion,
there had been a gradual shift from the Moravians’ original practice of offering
instruction to Inuit children in their own language. Hiller (2001) indicates that
“[s]ignificant changes ¢ :withthe 20" cer _, dthemissionc 2 under pres e to
modemize and change its ways” (p. 3 of 4). Furthermore, after the First World War, the
Moravian missions in Labrador “became a responsibility of the British church™ (Hiller,
2001, p. 30f 4); 1 s may account for the replacement of Inuktitut by English as the
language of instruction and the fact that, by 1949, these schools were “following the
Newfoundland syllabus™ (Moravian Church, 1991, p. 614). However, the terms of
Confederation reflected the continuance of a disturbing imperialistic habit. Just as
governments of Britain and Newfoundland had largely ignored the rights of Labrac  ians
— particularly those of aboriginal people — the government of Canada paid little attc  ion
to them. As Rompkey ~103) wr |, “[w]hen the terms of union were struck, there was
no mention of aboriginal people. It was as if they did not exist” (p. 101). Morcover, for
the entire province, the establishment of the “unifying” and “cohesive” governmen
Department of Education ensu  the state’s presence in policing education and
promoting the formation of a hegemonic identity. Incrcasingly, the ideal identity was a
Canadian one.
Actually, according to McCann (1994) the “Canadianization” (p. 184) of
Newfoundland and its educational system was already underway by 1949. He writes:
Canadian influence on Newfoundland education had been evident in the
years before Confederation. Newfoundland had been represented on the

Central Advisory Committee on H ~ er Education which met  Nova
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Scotia from the late 1920s onwards; {from the early 1930s Newfoun¢ 1d’s

matriculation standards were set by the Common Ex:  ning Board ¢  he

Maritime Provinces and Newfoundland; in 1935 the new curriculum r

Newfoundland schools was a modified version of the Nova Scotia

cu culum of 1933. (fn, p. 184)
Furthermore, Rowe (1980) notes the pre-Confederation ties Newfoundland had with
Canada: “educational contacts with Canada were numerous and intimate. With no
university of its own, Newfoundland depended, for the most part, on Canadian
universities to provide professional training. The great majority of Newfoundland
doctors, lawyers, clergymen and degree-holding teachers were products of Canadian
universities” (p. 455). However, the “Canadianization” of Newfoundland and Labi or
was due to accelerate from 1949 onward since, no longer dependent upon financial
assistance from Britain, the province became dependent upon transfer payments frc
Ottawa. In fact, er (1981) notes that after Confederation, Newfoundland and
Labrador’s “cultural perspective shifted from Britain to Canada. Children w
indoctrinated with strong, pro-Canadian sentiments; to follow the steps of the clders,
they were told, was to committl  selves to lives of poverty and misery” (p. »). The
suppression of local culture was backed by a mounting disdain of local language.
Students were encouraged to adopt the characteristics of “standard English” (sound
familiar?). Referring to practices at Memorial University of Newfoundland, Major
(2001) states that the 1950s “was the time of ‘speech’ classes for first-year educatic
students to rid the ‘baymen’ of their accents” (p. 450). In the educational system of post-

Confederate Newfoundland and Labrador, “[t]raditional culture had no place” until [t]he
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new political climate of the early 1970s offered advocates of Newfoundland educational
materials great promise” (Dier, 1981, p. 26). Therefore, for decades after Confederation,
the educational system looked very similar to the former one: religion influenced
curriculum and methodologies; state funding continued to advance secular ideals; &
attempts to police the system supported nationalistic (formerly imperialistic) interests.
However, the last quarter of the 20" century witnessed challenges to the long uphel

status quo.

Newfoundland and Labrador Voice(s)

After cent les of acquiescing to the imposition of educational systems and
ideologies imported from elsewhere and promoting the agendas of others,
Newfoundlanders and Labradorians began to assert their own voices in the closing
decades of the 20" century. Early challenges to the educational status quo took the form
of what hooks (2001) and Said (1993) identify as “nationalist” movements to fight
against assimilationist policies (see Chapter ..ree). Therefore, during what has be
referred to as the province’s “cultural - iissance” attempts to promote Newfoundl d
and Labrador voices in the curriculum largely consisted of portraying simplistic, or
dimensional, mono-cultural views of the province. However, the province has
experienced what may be considered the second wave of this “renaissance” — a secc 1
wave that is much more democratic and has the potential to acknowledge and promote

the voices and the interests of all Newfoundlanders and Labradorians.
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education system is infamous for ignoring local culture materials™ (p. 25). However,
Deir continues, “[o]nly in the last decade [1970s] has the government made any serious
attempt to beef up the Newfoundland presence” (p. 25).

In fact, the 1970s witnessed the emergence of the pluralist ideology (see Chapter
One) in Newfounc .nd and Labrador. Increasingly, educators were recognizing that
assimilation into the national identity was an unacceptable threat to the existence of
valuable local culture and identity. Thercfore, a new direction was needed in
Newfoundland and Labrador edur ion. Dr. Ches Brown, then director of the divis 1 of
instruction in the Department of Education, states, “[w]e feel it (the teaching of
Newfoundland culture) is important, and especially so at the present time because we
think that there are values in Newfoundland society, that with the rate of change and
influences, can be Hst” (cited in Deir, 1981, p. 26). In response, more “Newfoundl: 3
content” was included in the et zulum, and, in 1979, “the division of instruction
announced it would make Newfoundland anthologies mandatory in the literature program
of junior high school” (Deir, 1981, p. 27). Deir also refers to the “latest victory” in e
early 1980s which introduced “‘a Newfoundland writers’ anthology in each of grades
seven, eight and nine” and prescribed that “[u]p to fifte _ r cent of the entire litcrature
program must be drav ~ from the Newfoundland anthology” (p. 25). This viclory was
followed by the it oduction of the Newfoundland Culture course in September 19 and
the inclusion of a senior high anthology — The Newfoundland Character — in the mi
1980s. However, while these early challenges to a heg  »nic educational system scem

admirable, they are not without irony.
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juntor high series in finding suitable literature representing native people, ethnic g  ips
and early chronological periods” (Norman, Warr, & Goulding, 1983, pp. iv—-v). E nif
one ignores the questions concerning who decides what constitutes “‘suitable er  ¢”
and who determines what is “meanii  ul and of interest to junior high students”, tl
scarcity of aboriginal, ethnic, and Labrador voices seems to negate any prete:  of
endorsing a genuine pluralist ideology. Furthermore, a reading of the themes outlii | in
the senior high anthology, The Newfoundland Character, reflects a stercotypical portrayal
of the Newfoundland and Labrador identity. Some of the themes identified include: “A
people of stamina and endurance”; ‘A people of wit and humour”; “An honest and God-
fearing people”; “A neighbourly and hospitable folk”; “A resourceful and ind tric
people”; and “A stoical and fatalistic people” (Ryan & Rossiter, 1984). While many
Newfoundland and Labrador voices remained stifled, the creation of a unified
nationalistic Newfoundland and L. -ador identity may have just been a bridge to tI next
step of forming a more inclusive concept of the province’s identity and adopting
legislation and practices which support diversity.

The decades of the 1960s to the 1980s witnessed many marginalized groups
within Newfoundland and Labrador fighting to have their voices heard, and by the ~ 90s,
there was a clear indication that their struggles were beginning to pay off. Butt (1998)
writes, “a rebirth of interest in French culture and heritage arose in the 1960s” (p. 2 of 3).
Similarly, the Royal Commission ~ 103), reporting the findings of its research notes,
“[t]he Inuit in Labrador described the awakening of the spirit of self-image that captured

so many other people, including Newfoundlanders, in the 1970s. There wasa an-

Aboriginal reaction to federal government policies, and in that time period It lea s
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strength that characterizes a diverse population. (Government, I  irc

1992, p. 1 of 3)
The Multicultural Educational Policy also asscrts that “the Department of Education will
work to facilitate expanded and improved teaching of French, English, heritage and
aboriginal languages” (p. 2 of 3). Consequently there have been changes in the
province’s educational system. Butt (1998) states, “‘students can receive a French-
language education at the Centre scolaire ¢t communautaire Sainte-Anne at Mainlan ',
and “French schools have opened their doors to students in the St. John’s and Labra r
regions” (p. 3 of 3). He also notes that “in 1997 francophones in the province were
granted their own school board” (p. 3 of 3). The Government'’s professed commitment to
include the diverse voices of Newfoundland and Labrador is also rcflected in recent
educational and English Language Arts documents (see Chapter Four). However, in

past, these documents reflect complex and conflicting 1deologies.

0 " :21* Century

th century, Newfoundland and Labrador’s educational

In the closing decades of the 20
system seemed to cndorse elements of individualistic, pluralistic, and critical ideolc s
(see Chapter One); however, there is little doubt that nationalistic, economic, and civic
ideals are still influential in our current system that promotes centralization and

emphasizes the importance of preparit  our province’s youth to effectively particip = in

the expanding global and technol ty. Yet, there are tho who believe lical
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this curriculum is inclusion”, and “[s]chools should foster the understanding of . . .
diversity” (p. 42).

Clearly, as is apparent in the history of formal education and English asa < ject
(see Chapter One) as well as in the history of education in Newfoundland and Lab lor,
the current educational system is the | ‘oduct and the producer of a complex
interconnected web of ideologies and agendas. The educational aims that take
precedence at any given time are largely the result of shifts in economic, soci:  and
cultural power structures. Therefore, it may be beneficial for teachers, as stakeholders in
Newfoundland and Labrador’s ed 1itional system, to adopt a cultural studies apprc  hto
investigate not only the history of education in this province, but also to examine the
economic, social, and cultural contexts in which our educational system exists (see

Chapter Three).
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CHAPTER THREE

RECENT DEVELOPNM.....TS: STRENGTHENING OUR VOICES

Chapter Overview

An examination of the history of formal education and the development of
English as a subject (see Chapter One) reveals that formal education has been a powerful
tool in “schooling” students to meet the needs of various interest groups promoting a
number of intersecting and, often, conflicting ideologies. A review of schooling in
Newfoundland and Labrador (see Chap  Two) also illustrates the political and
ideological nature of education. In Newfoundland and Labrador, as elsewhere, the
dominance of one ideology over another at specific times has influenced the perceir
goals of formal education and the *  sion or form of English endorsed by correspor  ng
government and/or educational docur  ts. Howcver, a critical appraisal of the hi  y of
education . 1 of English as a subject Is the complexity inhcrent in the educatic al
system and the futility of attempting to align oneself to a single ideology or to a nar  w
vision of whi constitutes a valuable educational goal for our students.

Consequently, as we mo » the 21% century, we must continually recognize
the diversity of our people and our cultures; identify a variety of social, economic, and
environmental needs; acknowlec : the rights of those who have been marginalized i the
past and the necessity of inclusive policies; accept the complexity and hybrid nature of
our identities, needs, and ambitions; and offer our students a wide range of cducational
opportunities to meet their individual and collective needs. In 2003, the Royal

Commission on Renewing and Strer .+ C lace in Canada published its report,
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energy to its potential markets (p. 123). “[T]he fact that the federal parliament hasp sed
legislation to allow the construction of oil and gas pipelines across other provincial
boundaries” (p. 123) seems to substantiate the claims of those who insist the economic
interests of Newfoundland and Labrador are sublimated in favour of those of provin

that have greater representation in parliament. Furthermore, the Commission explains
how the federal government, while professing the contrary, is, in fact, exploiting
Newfoundland and Labrador’s offshore oil industry. In 1984, Jean Crétien, ‘‘then
Minister of Energy, Mines and Resources, . . . predicted that Newfoundland and Labrador
might become a ‘have-province’ within five years of first oil from Hibernia” (p. 121).
Moreover, “[w]hen the Atlantic Accord was signed in 1985, there were great expectations
that offshore o1l would set Newfoundland and Labrador on a course of phenomenal
cconomic growth” (p. 121). Such optimism seemed justified by the wording of the
Atlantic Accord, which included as one of its purposes the recognition of “the right
Newfoundland and Labrador to be the principal bencficiary of the o1l and gas resources
off its shores, consistent with the requirement for a strong and united Canada” (cited in
Royal Commission, 2003, p. 117). However, the economic aspirations of Newfoundland
and Labrador becoming a “have” prov e have not been realized and Our Place in
Canada reflects this. According to Boswell (2002), rather than painting a rosy pic ~ : of
the province’s economic future, the report seeks “to correct the erroneous but widely-held
belief that offshore resource revenue will quickly bring Newfoundland and Labrador into
the ranks of the ‘have’ provinces” and “‘shows that it is the federal, not the provinci:
government which will receive most of therer  1e” (p. 283). Asforthefisl ,w le

the Royal Commission (2003) acknowledges that the provincial government “made 1c
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primarily view Labrador through the lens of what Labrador can do for Newfoundland or

the provincial treasury” (p. 52). This sense of alienation felt by Labradorians is hai

surprising considering the historically exploitative relationship they have endured v h

the island:

Just as the [sland was an extension of Britain, Labrador was an extension
of the Island. Ironically, those on the Island who might have effcctc
change failed to see the similarities, even though they had thcmselves
experienced the resentment that exploitation breeds. Even when laws
were applied, such as tl  court of 1824 and the Customs Act, they werc
for the benefit of someone other than those who had chosen to live in
Labrador. And even when services were provided, such as the mail
service and the coastal shipping service, they were primarily for the
benefit of the transient Newfoundland fishermen and their Newfoundland
or West Country employ  who came for the summer months. It is little
wonder that Labradorians came to sce themselves as second-class citizens,
who more often than not were out of sight and out of mind. (Rompkey,

2003, p. 59)

The inequities in the relationship between Newfoundland and Labrador continued into

the 20" century. In the 1920s, findir itself in financial difficulty, Newfoundland  :red

to sell Labrador to Quebec for as little as $15 million dollars, and “[t]here is no evidence

that the pcople of Labrador were ever consulted on the sale of the land on which the

were living” (Rompkey, 2003, p. 80). F  1ermore in 1966, Premier Smallwood stated,

“If we .

notb” enov N, if we are not im: " 1ative enough, if we are not daring en 1gh
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to colonize Labrador, someone else will do it” (cited in Rompkey, 2003, p. 135). ¢ rly,
Labradorians are justified when they suggest they have not been treated as cqual partners
within the province. However, inequitable relationships in the province are mirrored in
the relations between rural and urban areas as well.

Some rural Newfoundlanders and I radorians feel marginalized within their
own province. They believe their economic interests receive less attention from the
provincial government than the economic interests of their urban counterparts. The
disparities between urban and rural areas have been aggravated by the 1992 moratorium
and the resulting out-migration. Thot 1 Newfoundland and Labrador has typically
experienced high rates of out-migration, the years following 1992 witnessed a sharp
increase. The Economic and Statistics Branch of the Department of Finance (October
2000) describes the changes in the province’s demographics and notes the dramatic
increase in out-migration followi  the " "-out of the moratorium:

Between 1972 and 1993, 1nual net out-migration averaged about 3,600.
Net out-migration increased rapidly after 1994 (following the cod
collapse, government restraint measures, and El reform), reachinga| 1k
of roughly 12,000 in 1998. Net out-migration trended downward fi e
next several years as adjustments related to the unique cconomic shocks
mentioned above were absorbed and a period of strong economic growth
emerged. Between 2002 and 2004 net our-migration averaged 2,000
persons per year and appeared to be fairly steady. However, i out-
mi_ tionincrea . to 3,293 persons ir. .J05 as a booming Alberta

economy attrac | morc worl lal _ :number of construction jobs






it would be sufficient to sustain rural communitics as it once did. If therc is hope for
economic prosperity in rural Newfoundland and Labrador, it may lie in a policy of

economic diversification.

Economic Complexity and Diversity

For centuries, the economy of Newfoundland and Labrador has secmed to reflect
a very narrow, simplistic vision and an over-reliance upon primary industrics. In fact, it
was the fishery that first brought Europeans to Newfoundland and Labrador in the h
century, and this dependence upon the fishery continued for more than four hundred
ycars. By the time of Confederation, therc were a number of small businesscs
operation, some employment was provided by American bases in Labrador and on the
island, and there was evidence of the b¢ nnings of a tourism industry (Rowe, 1970).
However, thor * there .ve been many changes in the economic welfare and
development of the province since Confederation, the significance of natural resour
has remained consistent. Yet, aspirations of financial prosperity bascd upon the
development of the province’s rich natu  resources have not been realized. Morc er,
the ecological crisis that resulted in the 1992 Moratorium has resulted in a reassess ent
of economic environmental practices. Therefore, in recent years there has not only ! n
a growing trend toward diversifyn the economy, but also an increascd awarc :ss¢ ‘he
importance of conservation and sustainability.

Admittedly, natural resources still play a signific  t role in the province’s

economy; however, there seems to be  growir " ton of the importance of



managing resources in a more sustainable and effective manner. Forestry,
hydroelectricity, oil, mining, and even the fishery continue to be major contributors to
Newfoundland and Labrador’s economy. For example, Smith (March/April 2005) notes
that the mining “‘sector contributed almost $1.0 billion to the economy” in 2002 (p. 5).
Furthermore, after the announcement of the moratorium in 1992,
[flew people expected Newfoundland’s fishing industry to survive the
collapse of cod, but survive it did. As cod disappeared, valuable stock of
shrimp and crab . . . exploded. By 1995, the landed value of the
Newfoundland fishi _ exceeded its pre-moratorium value and 1 2001 the
landed value of shellfish in Newfoundland reached $406 million. S v
Crab in particul  has taken the place of cod to become the economic
backbone of the industry. (Lockett, Dec/Jan 2002, p. 40)
Yet, there are already those that caution against squandering this second chance. Inc :d,
to maintain what the Royal Commission (2003) calls “the last chance for the fishery”, it
notes the vulnerability of the shellfish industry, and suggests the development of “a  an
to cnsure the ongoing sustainability of the shrimp and crab stocks” (p. 113). Perhaps the
province has learned from past mistakes. With sustainability in mind, the province s
been developing its aquaculture industry, which had an export value of $16 m 1on in
2003, and “[t]he industry’s goal is to produce 32,000 tonnes of farmed cod for market by
2010” (Economic Research, 2004). Newfoundland and Labrador is also focusing on the
development of its renewable resources. For example, “[t]he Agriculture and Agrii ds
industry in the Province cor | ises , {0 farms and over 100 food manufacturers, em  0ys

more tt 4,000 people and has ' ¢ ately $500 million a year”
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(Progressive, 2003, p. 37). While the devclopment of sustainable industries is a step 1|
the right direction, many recognize that New{oundland and Labrador must also break thc
cycle of its over-dependence upon natural resourcces.

Therefore, though there is a national tendency to pigeonholc thc Newfoundland
and Labrador economy, such a tendency fails to acknowledge its increased
diversification. A Canadian public opinion d marketing research firm, POLLARA
(March 2003), concludes,

Canadian’s lack of familiarity with Newfoundland and Labrador is
particularly striking on the economic front. The diversificationandr :nt
strong growth of the Newfoundland and Labrador economy have goi
largely unnoticed by other Canadians. The province’s cconomy is viewed
by many as rather one dimensional, based on one natural resourcc in
particular; the fishery. (p.473)
However, within the province tl eis 1 vareness that a narrow view of the ecor 1y
and an over reliance upon primary industries has not served the province well. The  ore,
there has been an increase in secondary and spin-off industries. For cxample, :
province is e anding its involvement and control in the offshore petroleum industry:
Over the past decade, Newfoundland and Labrador has built a
considerable supply and service capability throughout the o1l and gas
value chain, with a record of providii  innovative solutions and deli ing
quality work. Local businesses have also built on traditional streng  in

marine technology, developing value-adding niche speccializations,



offshore Newfoundland and around the globe. (Robinson-Greene,

March/April 2005, p. NR17)
Furthermorc, though the province clearly relies upon its natural resource development,
the Royal Commission (2003) notes that Newfoundland 1d Labrador’s “employme is
much less in primary or manufacturing sectors . . . and more in tertiary sectors such as
business and personal services” (p. 29). For example, “[a]lthough services represent a
rclatively small portion of exports, t!  value has been rising due to growth in indus s
such as tourism, communications, business and computer services. Employment I
becn rising in recent years and in 2003 reached 217,800 (Provincial Economy, 2003).
Morecover, Boland (May 2003) asserts that some of the tremendous potential of
Newfoundland and Labrador’s tourism industry is already being realized: “[b]etter
services, high-end products, the development of historical attractions and increased
awareness arc among the reasons the province’s fourth largest industry injects >ug.
$700 million into the economy every year” (p. 38). In addition, the Royal Commission
(2003) acknowledges the “emergence of an entreprencurial spirit . . ., which has e1 Hled
the province to turn to small business to create jobs and improve incomes” (p. 131).
Indeed, “many Newfoundlanders and Labradorians now own and operate their ow
businesses and are responsible for the largest share of new employment” (Royal
Commission, 2003, p. 29). Therefore, it stands to reason that, if so much responsi  ty
for new employment rests on the initiative of individual entrepreneurs, people within the
province must have a more substantial voice and greater control in determining their

financial futures.
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If Newfoundland and Labrador is to become a full economic partner within the
Canadian federation, its voices must be heard. This nccessity is recognized in the re rt,
QOur Place in Canada, in which the Royal Commission (2003) emphasizes the need for
joint management (federal and provincial) of the fishing industry (p. 113), and »r the
province to have greater control of . of its natural resources. Although, according to
Boswell (Fall 2002), the report met “with a resounding silence in Ottawa” (p. 287), there
were those in the provii e who took notice. Boswell (Fall 2002), referring to the
Progressive Conservative Party of Newfoundland and Labrador’s “Blue Book™ outl ng
its policies and intentions leading up to the provincial election in October 2003, notes,

much of the chapter entitled ‘Fairness and Equity in Canada’ dealt with
the fishery, offshore oil revenue, and hydroelectric development on the
Churchill River reflected the [Royal Commission] report’s
recommendations.” Further, the Conservative government’s promise to
establish an office of federal-provincial relations in Ottawa to focus on
changes in offshore ownership and management, and custodial
management, among other items, is very much in line with the report.
(p. 286)
Similarly, when dealing with companies wishing to exploit Newfoundland and
Labradors’ resources, the province is much less likely to relinquish the benefits of related

service industries, production, or processing of its resources. For example, to mine in

% In fact, provincial p ' Williams, makes reference to the Royal Commission on Re  wing
and Strengthening Our Place in Canada in his opening address in his party’s policy mant  (Progressive,
2003, p. 1).
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ownership interest in subsurface resources. (Smith, March/April 2005,

p- 68)
Hopefully, the increased inclusion of such marginalized aboriginal and Labradorian
voices will be repeated with the acceptance of other groups whosc interests and voices
have been ignored. For example, The Royal Commission (2003) also asserts,

[1]f women are to see themselves as valued, respected and included

citizens of the province, stronger policies must be implemented to

facilitate the inclusion of women in decision-making, improve wome s

access to training and education, improve gender equality in the

workplace, [and] encourage women as entrepreneurs. (pp. 49-50)
Moreover, after stating that the sustainability of rural communitics is one of the
province’s most significant economic challenges, the Royal Commission (2003) ins s
that “[t]he people of the provin  must become engaged in an informed, public dialogue
on the future of rural Newfoundland 1 Labrador as preparation for the developme  of
a rural strategy” (p. 147). Clearly, the promotion of “public dialogue” indicates the has
been some recognition of the importance of the voices of “the people”; however, th  :is
also the acknowled :ment that this dialogue should be “informed”. Consequ tly, 1s
traditionally the case, the educational system is expected to produce these “informed”

people.
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in education” (p. 133). This inves 2>nt must include “appropriate educational programs”
which allow young people “to take advantage of”’ some of the current “employment
opportunities existing in this province” (p. 145). While an acknowledgement that
“education is paramount” 1s encouraging, the utilitarian nature of some of the
Commission’s proposals must be met with some caution.

Providing an education that enables students to become financially success! and
self-reliant adults is important; however, there is a danger to vicw students and educ  on
as mere products. Bobbitt (2004), a proponent of the scientific method of curriculum
development, promotes education as a preparation for “the affairs of adult life” (p. 11) at
a time when “[1]ncreased specialization has been multiplying human interdependenc
and “civilization and humanization [has] advanced so swiftly” (p. 9). In “[a]n e of
science” that “[demands] exactness and particularity” (p. 10), Bobbitt asserts that
“[e]ducation that prepares for life is one that prepares definitely and adequately for . . .
specific activities” (p. 11). He emphasi: i the importance of skill-specific vocation
education and the educational goal of “higl it practicable level of efficiency™ (p. 15).
Bobbitt’s notion of education is somewhat like an assembly line, producing an effic  t
workforce th  contributes to society’s economic prosperity. Some of the lai  1ge in
Our Place in Canadais; 1iniscent ol .obbitt’s theory as the report indicates that a
highly skilled and educated workforce is essential to Newfoundland and Labrador’s
economic prosperity. As noted in the previous paragraph, the Royal Commission re it
asserts that the “human capital” 1 essary to compete in the competitive global ecc  omy

will be “determined by the education and skill of the workforce”; therefore, the









Gruenewald (May 2003) writes,
[c]ritical lace-based pedagogy cannot be only about struggles with
human oppression. It also must embrace the experience of being human in
connection with the others and with the world of nature, and the
responsibility to conserve and restore our shared environments for future
generations. (p. 6)
Clcarly, there arc a multitude of economically related concerns that cducators must
consider as they determine the goals they hope to achieve in their classrooms. However,
the simultaneous existence of multiple 1d hybrid educational goals have historically
been the nature of the educational beast (see Chapters One and Two). Moreover,
connected to many of the economic concerns expressed in the Royal Commission Report

are the social developments in the province.

Social Developments
The social issues concerning Newfoundlanders and Labradorians, though not
unique to this province, deserve critical examination within the provincial context.
Newfoundland and Labrador, like other provinces, is “increasingly frustrated becau
[its] interests are not understood by the federal public service or reflected in federal
policies and programs. This 1s exacerbated by the perception of many Canadians that the
interests of central Canada are of greater importance than those of other provinces”

(Royal Commission, 2003, p. © . Moreover, a major theme that nerged from
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Alienation and Marginalizatic
There is a very strong sense of social alienation in this province.

“Newfoundlanders and Labradorians feel ignored, misunderstood and unappreciate by
their federal government and, to a lesser extent, by other Canadians” (Royal Commission,
2002, p. 2). A common perception is that the province is ignored by Ottawa and is
fighting an uphill battle to convince the federal government that the social issues of
Newfoundland and Labrador have an impact upon the nation as a whole. Thisisni  1sy
when one considers that “[t]he p- _ 1lation of Newfoundland and Labrador makes up less
than 2 per cent of the Canadian to ", and the province has only 7 of 308 seats in the
house of Parliament (Royal Commission, 2003, p. 81). Moreover, the province’s
geographic distance from Canada’s power centres only amplifies our position on the
periphery and further diminishes tt  mpact of what may be felt as a social crisis in
Newfoundlar and Labrador. Perhaps the most devastating socio-economic event in the
last two decades has been the failu  of the fisl ', with its resultii  out-m™  ation and
threat to the rural way of life in Newfoundland and Labrador. Rex Murphy, in a
commentary for the CBC’s The National, addresses the fisheries crisis, the lack of
attention it receives in Ottawa, and the practical measure of our place in Confederat

Problems or crises in * 2 East Coast fishery, that's part of the wallpaper on

the edge of confederation. It is this feeling of being on the cdge of the

agendas that count, away from the almighty centre, that over time i

some nerves raw and contributcs to ex  ragant response. If the Atlar ¢

Occan were 100 yards from either the bank towers of Toronto or the spires
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of Parliament Hill, then the closing of one fishery and the scale back
another might even be a national emergency. . ..

It may not be a pleasant thought, but distance from the centre is, in
far too many ways, for far too many people, the very measurement oi 1is
confederation's worth and meaning, (May 6, 2003)

While there are those Newfoundlanders and Labradorians who question their
place in Canada, others question their place within thcir own province. Women,
aboriginal peoples, other minority groups, and Labradorians have often been
marginalized within their own province. For example, as Hanrahan (2003) no  ;,
because

[t]The 194971 ms of Union between Newfoundland and Canada made no
mention of Aborigii  people in the new province . . . the Indian Act was
not applied in Newfoundland. This meant that the province’s Innu and
Mi’kmaq were ineligible for the range of programs and s« iccs enjoyed
by their counterparts in continental Canada. In fact, they did not ext in
the law and thus lacked the recognition as previously sovereign nati
that their counterparts enjoyed elsewh  in Canada. (p. 3)
Furthermore, the Royal Commission (2003) “after speaking with many Aboriginal | ups
and reviewing relevant submission and articles, . . . has come to understand that the
absence of any specific mention of Aboriginal peoples in the Terms of Union was
intentional” (p. 76) on the part of the Newfoundland government. In addition, during the
Royal Con  ssion’s Public Consultation process, it was noted that “[t]he Terms of

Union . . . make no reference to Francophone and Acadian communitics in
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has been measurable pr¢  ess in terms of social outcomes such as life

expectancy, infant morality, family income and educational attainm t.

For such social indicators as home ownership, family stability and

community safety, Newfoundland and Labrador continues, as it did at the

time of Confederation, to exceed the Canadian average measures. (p. 28)
However, though the improvements in social programs and the development of
infrastructure are generally seen as having a very positive impact upon Newfoundland
and Labrador, there are those who insist much of what was gained came at a price. To
enjoy the privileges of many social programs and their corresponding institutions, n 1y
had to participate in centralizations programs.

Since Union with Canada, th  have been dramatic transformations in the
province’s demographics. At the time of Confederation, “[a]part from metropolitan St.
John’s, with about 60,000 people, no town had more than 10,000 in population —in  :t,
only four exceeded 5,000. Tl do 1 or so communities with populations of from 2,000
to 4,000 were really enlarged villages” (Rowe, 1976, p. 213). However, from the 1¢ s
to the 1970s, this changed significantly during the government resettlement progran

under which inhabitants of small traditional fishing communities w 3
induced to leave them for ‘growth centres.” Hindsight indicates 1at iany
of the small communities would probably have been vacated ve 1In  yin
any case, but many of the people who resettled were disappointed by ieir
circumstances after the move, and many in the following generation

looked back on the programme with bittc  ess and resentment as a
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betrayal of the culture and traditions that made Newfoundland distinct.
(Economy, 1997)
The inhabitants of the island were not the only ones to regret government resettlement
policies. Rompkey (2003) explains how several aboriginal communities in Labrador
were relocated. In one example, he describes when the fifty families of Hebron were
relocated. Most of them
spent the first winter crowded into temporary shelters at Hopedale, and a
year or two later many of them were moved south to hastily built and
inadequate cottages in Makkovik. Only a few families settled in Nain.
For them it would be possible to return to their original home, at lec
from time to time. But those farther south would find it virtually
impossible to go back. Moreover, they were clustered in houscs in a
special section of the community away from the rest. In addition, the did
not speak English, 1  did they use the same Inuktitut dialect as the wit
of Makkovik.

For the first time in their lives, adult Inuit werc made to feel
different and inadequate compared with others in the community, ev
other Inuit. They had no knowledge of the nearby countryside and
therefore were not in - 2diately successful in hunting. They suffered a
loss of respect from their peers and a loss of self-esteem. Rcliance on
weclfare only made matters worse. (Rompkey, 2003, p. 106)

The resettlement prc -ams in the early decades following Confede ion had a profc 1d

tmpact upon Newfoundland and Labrador society. However, Rompkey (2003) sug_ ts
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that the government’s policies were more detrimental for some aboriginals of Labrador.
While “in most cases, particularly in the latter years, there was consultation with the
people” about relocation, in Hebron “the people had not been consulted” (p. 106). F
many, the years of the government resettlement policies are remembered as dark days.
However, more dark days were to come in the last decade of the 20" century.
In the 1990s, the province was to witness an even more drastic population s
when, following the announcement on July 2,1992,
[tThe cod moratorium completely shut down what had sustained
Newfoundlanders and Labradorians for the past S00 years. Twenty
thousand fishermen and plant workers lost their jobs that day and 20,000
more were forfeited in the economic backlash. What ensued was the
largest mass exodus from the province ever. Outports became { ost towns
and once burgeoning centres like Trepassey and Burgeo were stopp  in
their tracks. (The worst, March 2003, p. 86)
Since that time, out-migration has continued to be a major factor in determining the
nature of Newfoundland and Labrador society. “Between 1991 and 2006, the provir  >’s
population declined by 12.1% or 69,841 persons” (Government, October 2006, p. 5). In
addition,
[t]he province’s workforce is threatened by an aging population, the
lowest birth rate in the country, a lost gencration of skilled workers to
outmigration, and migration of rural workers to urban areas within

province. Aswell,tt  are issues with the lack of competitive wages and
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to crying, real crying, not just a tear or two. He told his mom, when asked
why he was crying, that when he grew up he would have to leave
Newfoundland in order to get a job (even though they lived in St. Jo! s,
the capital city). The very next day he asked his mother if she and his dad
had enough money to send him to a high school on the Canadian
mainland, because he did not want to grow up with a Newfoundland
accent; it would prevent him from getting a decent job. (p. 44)
Furthermore, Boswell (Fall 2002) notes that the social impact of out-migration is
compounded by “the fact that many of those leaving are recent university graduates and
young families in search of meaningful employment” (p. 282). Of course the loss of “our
best and brightest” increases the burden of those who remain at home. To further
complicate matters, while today’s? /foundland and Labrador students confront the
prospect of leaving the Province, in the very near future they may be expected to stay to
assume the burden of maintaining a society faced with major labour iortages. The
Government’s Department of Fi  1ce (October 2006) predicts “labour shortages o the
next 15 years” as a result of a number of factors: declinii  birth rates, continued out-
migration, and an aging (soon to be retired) workforce. “The size of the replacement
group available to cover retiren 1its and new employment is shrinkii " (Governimel
October 2000, p. 9). Clearly, the complexity and {luidity of social trends in
Newfoundland and Labrador are proof that simplistic and stereotypical perceptions of the
province’s society are inadequate.
Narrow visions of Newfour d and Labrador society a also challenged vy the

growil recognition of its multicultural nature. Although the province has often be
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viewed as consisting of largely homo; ious societal groupings of white Anglo-Saxo
Protestants or Irish Roman Catholics, this mono-cultural view of the Newfoun« inder and
Labraodorian excludes the French, the Innu, the Inuit, the Mi’kmag, the Métis, and the
multiplicity of new immigrant nationalities. French settlements started in Newfound 1d
and Labrador around the same time as English settlements, and the presence of most
aboriginal groups predates European settlement (see Chapter Two). Furthermore,
province has witnessed an increase in its immigrant population. Porter (June 27, 2!

cites, “[a]ccording to Statistics Canada’s 2001 census, 8,030 immigrants were living in
Newfoundland and Labrador - 6,015 of them immigrated before 1991, and 2,010
between 1991 and 2001, Moreover, “Citizenship and Immigration Canada reports a
consistent number of new arrivals during the first three years of this century. In 2000, 415
immigrants came to this province; 402 arrived in 2001; 405 in 2002” (Porter, June 27,
2004). Porter also notes that these f “don’t include foreign workers (1,2 3in
2002) or international students (a reported 322 in 2002)” and that “[b]etween 1993 ¢ |
2002, 64 babies from countr . around tl world (primarily Asia and eastern Europ«

were adopted by families from this province”. Admittedly, “the province’s immigr:
population is proportionately low when compared to other Canadian provinces”,
however, “there is a need for more concrete direction on how to help integration” (F ter,
June 27, 2004). Clearly, throughout the province, there 1s need for more recognitic  and

inclusion of the increasingly diverse voices of Newfoundland and Labrador.*®

*® An added example of the vast diversity within Newfoundland and Labrador society is the claim
Lloydetta Quaicoe, president of the Multicultural Women’s Organization of Newfoundland and Labrador
as of June 2004. She “listed members from at least 25 countries” within her organization (Porter, Ju 27,
2004). Therefore, the immigrant population has not only increased in number but also in diversity.
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In fact, the Royal Commission (2003) emphasizes the necessity of combating
stcreotypes and promoting inclusion to strengthen the place of Newfoundlanders and
Labradorians on a provincial as well as federal level: “M  sfoundlanders and
Labradorians resent our own feelings of dependence and tl  stereotypes of othcrs ab 1t
us” (p. 3). Therefore, the goal should be to “work toward . . . [a] vision of an inclusive
society respecting the rights, and benefiting from the strengths, of all persons” (p. 3).”" In
addition, it is vital that, *“[i]nclusion, collaboration, accommodation and transparency arc
principles underlying the envisioned p.  iership between the provincial governmeni  1d
the federal governiment, but they must also  1ide relationships within this province”
(Royal Commission, 2003, p. 47). In fact, if there is to be any hope that the rest of
Canada will learn that Newfoundland and Labrador society is dynamic, complex, ar
diverse, these characteristics must be first acknowledged within our own province.

There is evidence that some of the diverse social voices within the Province are
being heard, but there is still alo1  way to go. The report, Our Place in Canada,
illustrates that social and economic concerns vary according to region and social group.
For example, in Harbour Breton, people were largely concerned with foreign overfi  ing
while, in Port aux Basques, issues about Marii  Atlantic dc  nated the discussions. On
the other hand, “representatives of the Mi’kmaq population in Bay St. George said
they’re still fighting to be formally recognized by the Canadian government” (Stuckless,
June 2003, p. 47). Yet, there has been progress  ide on some social issues, particularly

concerning the interests of Labradorians and the recognition of aboriginal societies. For

%7 The Royal Commission for F id Strengthening Our Place in Canada p  ticed a policy of
inclusion, not only by inviting diverse voices to participate in the information gathering process, b o by
ensuring that summary reports of the its findings are written i1 “Inuktitut, Innu-aimum, Mi'kmagq, English,
and French — as well as Braille” (p. 4).
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example, ‘[t]here is a separate Department for Labrador and Aboriginal Affairs, wl :his
headquartered in Happy Valley-Goose Bay” (Royal Commission, 2003, p. 53).
Furthermore, in its pre-election “Blue Book”, the Prc  essive Conservative party’s] -
commitments include: “[resolving] aboriginal land claims” and “[recognizing] the right
of aboriginal communities to exercise genuine control over their own affairs”
(Progressive, 2003, p. 14). Once elected, as previously noted, the Williams’ government
signed a Land Claim Agreement with the Labrador Inuit. However, though relations
between the provincial government and aboriginal peoples appear more productive, &
findings of the Royal Commission (2003) remain valid: there is still “an unfinished
agenda on Aboriginal issues” (p. 76). The agenda is also unfinished in regards to the
inclusion of women, immigrants, ru  communities, the French, and Labradorians as full
partners in social relationships. ™ )th the Royal Commission report and the Tory “Blue
Book” name education as a valuable tool in promoting more equitable social relations,
both federally and provincially. As usual, education is expected to be “all things to all

people”.

Education and Society
The Royal Commission (2003) asserts that the province “‘will not dispel negative
stereotypes with a massive public relations campaign”; instead Newfoundlanders  d
Labradorians must take “the opportunity . . . to better educate ourselves and Canadians”
(2003, p. 55). The suggestion, t. o :ds knowledge and that knowledge

combats negative social stereotypes, appears reasonable. In practice, however, one must
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Meanwhile, for school board personnel, the struggle to meet the diverse needs of the
numerous regions and social groups und  their jurisdiction has become much more
difficult. Furthermore, it has been recc 1ized that our province has
benefitted from the participation of people from Asian [sic], Africa, L n
America, the Mediterranean and the former Eastern Bloc. Itisi por 1t
that the people of the province become more aware of the presence ar
contributions of these ncw citizens, that we find ways to celcbrate the
presence and that we work together to facilitate the int¢ -ation of new
Canadians into our society. (Royal Commission, 2003, p. 52)
In addition, the provincial government developed a Multicultural Education Policy in
1992 (sce Chapter Two). However, our current educational system and school
curriculum have yet to consist Iy~ ote the inclusion and to enact practices that
reflect a genuine respect for diversity. Por  (June 27, 2004) notes, “[t]here are more
than 170 students in the public school system currently receiving English as a Sccor
Language (ESL) training.” Yet, “[j]ust as is the case for other children needing su;
beyond the mainstream curriculum, [Newfoundland immigrant, Lloydetta Quaicoe] says
current programs aren’t quite enough” (Porter, June 27, 2004). Moreover, even if tl
government were to fulfill its commitment to “[establishing] a plan . . . to ensure that
abor’ "1al people acquire the knowle” : and skills requirced for cffective governm  of
their communities” (Progressive, 2003, p. 14), one must ask who decides upon the
appropriate “knowledge and skills” to be taught and whose standard of “effective

government” will provide the measure of achievement? ...ese are complex 1ssucs that
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lack any simple solution. Howey | it is left to educators in the province to deal with
these issues.

Today’s teachers are expected to fulfill a variety of roles and to navigate through
a host of competing and complementary agendas. However, as repeatedly noted in
Chapters One and Two, negotiating a number of contending ideologies has historically
been the province of educators., To address the dynamic, diverse, and complex social
needs of our students, teachers must implement elements of various educational
ideologies that have been discussed in Chapter One. For example, to enableor yc  to
address their feelings of alienation and marginalization within the province as well . in
our nation, teachers may employ a  tical pedagogy that encourages students to ex  se
and challenge social inequities. M while, in an attempt to challenge social stereotypes
and to promote inclusion while acknowledging the diversity of our students and their
various hybrid social needs, teachers may be required to adopt practices endorsed by
individualist, progressive and pluralistic ideologies (see Chapter One). ..ie difficu  :n
reconciling the various ideologies and social agendas as well as acknowledging the
systemic obstacles facing teachers will be discussed in greater detail in Chapter Five.
However, it is imperative to accept that tackling the fluctuations and instabilities in
New foundland and Labrador’s evolving society requires an ELA program in which
student voice 1s welcome, social issues are openly discussed, and students are encor  ged

to challenge social inequities.
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must play a major role in cultural is:  s. School curricula and classroom activities can be
instrumental in promoting and sustaining this cultural evolution. Educators must be
vigilant. Though, in recent years Newfoundland and Labrador culture appears vibra

and complex, the threat of cultural assimilation still exists, as does the tendency tow 4

cultural essentialism.

Cultural Assimilation and Marginalization
The assimilation of Newfoundland and Labrador culture was a very rcal thre  in

the twentieth century. Hi s (1974) states,
Newfoundland’s distinctive culture has begun to recede before the 1 act
of mainstream North American influcnces, which were first experier  :d
acutely when World War Il caused a s influx of military personnel.
The increase in the amount of radio and television transmissions ar 1
influx of large numbers of professional people from clsewhere have
hastened the process of change. (p. 1087)

In addition, Howlett (April 2003) notes the influence of American music:
About 60 years ago, traditional Newfoundland and Labrador music was
nearly abandoned by all but the older generations. In 1941, Ameri as
arrived in the province . . .. They brought with them their own for1 . of
music such as jazz, country and, of course, rock and roll, and filled

Ty w 0 t ion of rock and rol v
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spawned and songs like ‘Squid Jigging Ground’ were rclegated to the

kitchen with the older folk. (pp. 88-89)
Then, Confederation with Canada seemed to increase the threat to Newfoundland ar
Labrador culture. The Royal Commission (2003) states, “[i]n the first few decades
following Confederation, our cultural policy was imported from Canada” (p. 171).
Moreover, the product was deliver: * through the educational system when, after
Confederation, the National film board “supplied films from its inventories to
Newfoundland schools upon request” (Rowe, 1976, p. 193). Compounding the thre to
the province’s culture was the notion that Newfoundland«  and Labradorians had little to
contribute artistically and culturally to Canada. Indeced, “Northrop Frye, the late
Canadian literary critic, was heard to say that ‘Canada has, for all practical purposes, no
Atlantic seaboard™ (Clarke cited in Kelly, 1993, p. 31). Moreover, Mathews (1990)
writes, “[t]he literature of Newfoundland — except for the poetry of E. J. Pratt® —h: by
the mid-80s, made virtually no impact on the general Canadian literary consciousncss”
(p- 4). He also notes that in three important Canadian anthologies published in the 1980s,
containing a combined total of over 120 selections of short fiction, “not one is writt. by
a Newfoundlander” (p. 4). Unfortunately, a simi® tendency to sublimate, dismiss, or
devalue diverse cultures occurs within the province.

Newfoundland and Labrador has a long history of marginalizing or assimi  1g

diverse cultural groups. For example, early Europeans made a conscious effort to
“civilize” the aboriginals of Labrador by introducing them to Christianity and to the

English language. Moravian mission schools in northern Labrador and Grenfelln  on

¥ Mathews (1990) also notes that “Pratt’s eminence might be explained in large measure by the ct that,

at 25, he became a Torontonian and stayed that way” (p. 4).
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schools in southern Labrador promoted Christian values (see Chapter Two). Indeed 1e
Moravian’s primary purpose of establishing stations in Labrador was the conversion of
the Inuit, who according to Major (2001) had their own vibrant spiritual culture before
the arrival of the Europeans. Furthermore, instruction in Grenfell schools was in Er  ish,
and while the Moravians initially offered instruction to the Inuit in their native »n e, by
the 20" century they too were using English in their schools (Rompkey, 2003). On the
island until late in the 20" century, the language of instruction was English —eventl 1gh
there was a significant French population in Newfoundland and Labrador. In additic
there are thosc who charge that official resettlement programs as well as inclinations
toward centralization following the1992 cod Moratorium have threatened to prom:

urban cultures at the expense of peripheral rural cultures.

Increasingly, cultural groups who have felt marginalized are voicing their fears
and making their dissatisfaction obvious. Provincial aboriginal groups “expressed
concerns that current approaches [to social and cultural issues] are not addressing tl
desires to protect their conne  ons to the land, their family structures, their values and
their culture” (Royal Commission, )03, p. 188). In addition, Newfoundland
Labrador’s francophone population have raised concerns “about the loss of the French
language, the assimilation of the culture and the disregard for the historical tradition”
(Royal Commission, 2003, p. 52). In recent years, many inhabitants of rural
Newfoundland and Labrador are addressing their fears that their cultural heritage is being
lost as a result of closures in the fishery, out-m*~ation, and urban expansion. Thou
fears of cultural assimilation or extinction are v "' |, son imes a fanatic promotic of

culture is just as precarious.
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Commission’s (2003) Roundtable on Culture and Heritage®® “felt we should not be
defining ourselves as an export-oriented culture. This has resulted in a devaluing of
ourselves and our culture and the erosion of our identity” (p. 171). However, tourism is
big business, and tourists often come to this province in search of its quaint inhabit

and way of life. Finally, what dai s exist in well-intentioned motives to combat 2
hegemonic forces that threaten local culture from outside? For example, as hooks (  '0)
notes, some believe there is strength in a unified cultural voice that operates to coun

the threat of cultural extinction inflicted by those in power. However, by emphasizii
this unified (and often static, one-dimensional voice), the marginalized group 1y, as
Kelly (1993) notes, “[q]uite paradoxically” dismiss the rich, dynamic diversity existing
within 1ts own heritage by allownn  “the oppressive effects of the sort which come from
‘without’ through powerful culturally colonizii  forces” to be “reproduced from wir n,
through . . . homogenizing gestures” (p. 33).

Such “homogenizing gestures” we¢  indeed, a characteristic of the cultural
resurgence that occurred in Newfoundl 1 as a response to percecived threats from
powerful centralizing forces. Gwyn (April 1976) suggests that the “Newfoun¢ ind
renaissance”, with its “exciting revival of art and theatre” (p. 38), was largely a
rcactionary movement against the Newfoundland “equivalent of the Plains of Abral 1 -
Confederation” (p. 45). However, this artistic revival reflected an inclination to

homogenize the provincial culture and to present Newfoundlanders as caricatures.

% participants in the Ro» o undtable on Culture and Heritage inc | “[tlen men at
women from the Island and Labrador who are active in the culture and heritage community” (Royal
Commission, 2003, p. 171).
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“[c]an a culture interpret itself honestly by caricature alone?” (Spring 1984, p. 77). = is
is one of the few questions that has a simple response; the answer is no. Certainly

culture can be interpreted honestly ; exclusive, essentialized, or static.

Newfoundland and Labrador Culture: Diverse, Hybrid, and Fluid
There are some indications that Newfoundland and Labrador’s cultural
renaissance has entered a second wave, one com; ed of “a more integrative view of
human community” and a recognition of the fluidity of culture. There is a growing
acceptance of the province’s traditional 1d evolving cultural diversity. For :ample, a
more inclusive approach
has resulted in more federal funding for the promotion of French identify
[sic] and language, the availability of French media such as Le Gaboteur,
the establishment of a+ | arate Francophone school board, and a
strengthened appreciation of our province’s French heritage. (Royal
Commission, 2003, p. 52)
In addition, the Royal Commission findings suggest that, after being discouraged for
many years, aboriginal religious traditions “are today finding a new place in the livc and
dreams of the Innu, Inuit, Labrador Métis and Mi’kmaq” (2003, p. iv). Furthermore,
Newfoundland and Labrador’s “religious traditions are constantly beis expanded v h
the arrival of immigrants who bri:  the richness of other world religious and spiritu

beliefs to our culture” (p. iv). This practice of greater inclusion is being accompani by
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the realization that culture is not static. No doubt, culture is often associated with
tradition. However, as Harris (Summer 2004) notes,
[t]he word ‘traditional” often suggests activities or bchaviours that are
static, antiquated, or tn need of safeguarding in their original or ‘autl  tic’
state. While traditions that are near and dear to a culture should be
preserved, those of conti  >orary society must also be respecte  for the
dynamic elements that have kept them relevant. (p. 50)

In recent years, there 1s evidence that Newfoundland and Labrador culture has not
only experienced a revival, but it is also developing. According to Howlett (April2  3),
the “traditional” music of Newfounc 1d and Labrador that experienced a revival outa
decade after Confederation has evolved, and today’s groups “have successfully combined
the nostalgia of the lyrics with the t  {ition of the instruments, and punched them up with
rock and roll influences™ (p 89). Furthermore, the “[0]ld songs are put to new melc  cs
and new stories are being written every day”’ (Howlett, April 2003, p. 87). These ni
stories reflect the dynamic nature of Newfoundland and Labrador’s history and socicty.
Topics include resettlement, the cod moratorium, out-migration, and the feelings of
expatriate Newfoundlanders (Howlett, April 2003). In addition, Harris’s (1974)
statements — “Newfoundland has been categorized as a living archive of folklore,
folktale, and folk song”, and “[w]hy the imaginative flair and inventiveness so apparent
in the field of folk music has not carried over into other art forms can be no more an
speculated upon” (p. 1087) — seem dated today. Newfoundland and Labrador’s visual

artists, musicians, writers, and ors  ve gained rec ion on the national and

international scene. The provi so has burgeoning television and film industri
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Golfman (Summer 2004) gives the :ample of Paul Pope’s Life with Derek —a 13-
episode per season television series produced for the Family Channel. The fir season of
the program was shot in Corner Brook (p. 54). She also notes that, “[s]ince the
establishment of the Newfoundland Labrador Film Development Corporation  19¢.,
over 80 projects have been generated locally” (Fall 2004, p. 55). In addition, The
Dictionary of Newfoundland English, characterized by Murphy (2005) as “the house of
our most important collective inheri  ce, the idiom and unique vocabulary of the
Newfoundland people” (p. 51), has been published. However, the reference to The
Dictionary of Newfoundland English® as containing the “vocabulary of the
Newfoundland people” is indic of the sweeping generalizations that are still made
about the culture of Newfoundland and Labrador. Labrador is omitted from the title, and
the emphasis of English seems part of the legacy of imperial England’s exported
educational system. Though we have made progress, we still have a way to go before all
of the province’s multiple cultural voices are hcard.
The Royal Commission (2003) secms to acknowledge this in one of its
recommendations:
M sers of other cultu  must have the assurance that the diversity they
bring is recognized and appreciated as strer  hening the social fabric of
this province. Only tangible recognitions and the whole hearted
cclebration of historically disenfranchised people can signal that cveryone
in this province recognizes that the strengths of this place are no lor r

primarily the property of traditional power groups. (p. 55)

®* The emphasis is mine.
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Furthermore, during its Public Consultations, the Royal Commission was informed by
aboriginal groups that “[r]espect for the languages and cultures of [their] people is
essential to their survival” (p. 57). That is not to say that there has not been some
progress. Indeed, some aboriginal voices are being heard. Osmond (July 2003) notes
that Mi’sel Shannon Joe, Chief of the Conne River Mi’kmagq Reserve, “is committed to
preserving the language, culture and traditions of his people, and plays a very publ rolc
in presenting a better understanding of the Mi’kmaq people of Miawpukek” (p. 50). As
of 2003, he participated in a number of organizations, includii  the Atlantic Policy
Congress, the First Nations Trust Fund, the Central Newfoundland University
Committee, the Newfoundland Museum Advisory Committee, and the National
Aboriginal Economic Develoj t Board (p. 50). He is also the author of the children’s
book, Muinji’j (Little Bear) Becomes a Man, which is la~~ :ly based on his ow life d
his experiences with his grandfather (p. 51).

Though there is eviden  that more voices are being heard, the economic @
social climate of Newfoundland and = »srador is ripe for a regression towards the
traditional essentialism that w  sometimes apparent in the “cultural 1aissance” of the
early 1970s. Atatime when out-m  tion echoes the feelings of the earlier resettlement
policies, we must be wary of the same knee-jerk reaction to protecting rural culture
through another form of rabid Newfoundland nationalism. Indeed, there is evidence that
this 1s already happening. Newfoundland writer, Lisa Moore (when discussing the
devastation the collapse of the cod fishery has had upon outport Newfoundland and
Labrador) states, “[s]Jometimes . feel like a fake Newfoundlar . Il e noconne on

to the f 1cry; I'm a townie; I’ve never been in a dory; my family’s never fished” (I Hore,
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2005). 1f a middle-class, English-speaking, white “townie” feels like “fake
Newfoundlander” in the current clima  what does the future bode for the more
traditionally marginalized groups within the province? Though it is an intimidating task,
the responsibility for ensuring the propagation of a rich, inclusive, and dynamic culti 1l

future rests largely upon the shoulders of an already beleaguered educational system.

Education and Culture
The report Our Place in Canada and the Progressive Conscrvative “Blue Book™
agree in the assessment that education is the key to promoting and sustaining a healthy
and vibrant Newfoundland and Labrador culture. During the Roundtable on Culture and
Heritage, “participants spoke passionately of the need to protect and preserve our cu  1ire”
(Royal Commission, 2003, p. 171). There was concern that
[kJnowledge of our history =~ ure no longer occurs naturally. Y ing
people do not know their history or culture or have pride in who they arc
and where they are from. The province’s history is not adequatcly
addressed in the school system; neither do we adequately tell our own
stories. (p. 171)
However, employing the school curriculum and teachable moments to “adequatcly :ll
our own stories” as a means of transmitting history and culture is not the major difficulty
facing teachers.
The true challer :liesinlet ofthe reins and allowing students to tell their

own stories rather than indoctrinating them to acc _  the validity and value ol rigid
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mono-cultural view of the province. Students must be “ven the opportunity totellt r
stories, to critique those stories, and to create new stories. In this way, they can seet t
culture is alive, not static. Furthermore, teachers and students must be conscious p  2rs
in attempting to reconcile the contradictory motives of promoting culture; to establish a
balance between the past, the present, and the future; as well as to create a welcomn
inclusive, and supportive learning environment to study the complex, diverse, and
dynamic cultures that exist within and “without” this province. Tecachers and studer
must resist becoming pawns of economic, political, or social interests. Together, the
neced to posc and consider a number of questions. What are the true motives of cultural
education? How do we respect the importance of tradition while acknowledging the
necessity of change? Moreo , how do we and by whose criteria do we decide wl h
traditions are worth preserving? Finally, whose storics “do we adequately tell”’, who
sclects these stories, and in whose language are these stories told? These questions have
no simple answers; however, perhaps what is~ portant is the acknowledgement that
these questions necd to be asked and considered.

In addition, it is important to recognize that all of our evolving stories exist  hin
varied, fluid, hybrid cor  ts. "~ :is no static, essentialized Newfour and d
Labrador culture, the stories that reflect our culture do not exist in isolation. Qur ¢« ure
is shaped by our histories as well as by the economic, environmental, and social contexts
in which we live. ELA teachers wishing to promote our students’ culture may rect  ize
the need to adopt what Morgan (2000) refers to as “English as cultural studics” (see
Chapter One). Only by allowing students to tell their stories within a learnit

environment that crosses the artif  illy constructed boundaries of tradition discipl s
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(history, geography, English, etc.) do we as teachers maximize our students’

opportunities to live within their evolving, complex culture.

The Strength of Many Voices
According to the Royal Commission on Strengthening and Renewing Qur P e

in Canada (2003), “[t]he greatest barrier to a rencwed and strengthencd Newfoundland
and Labrador in Canada is the belief that no one will listen, that the people of 2
province will not pull together, or that the province is too small to cause the fedcral
government to care or respond” (p. 4). This reflects a lack of confidence and a feeling of
powerlessness. However,

[a] poll carried out for the Commission found that 58 per cent of a

representative group of people from Newfoundland and Labrador believe

that it 1s neither the federal government, nor the provincial government,

but the people themselves who need to take most responsibility for t

future prosperity of this province. (Royal Commission, 2003, p. 7)
Furthermore, in the final sentence of the section “What We Heard”, the Royal
Commission (2003) attempts “to int¢  ate all of what [they] heard with the input fr 1
[their] roundtables, research, written submissions, and discussions with government
officials” and concludes that, “as Newfoundlanders and Labradorians, ‘we must take our

LRE)

own destiny into our own hands’” (p. 194). The Royal Commission’s findings re ct
the problem: though people within the province seem to recogr  :tl _  :ed to take

responsibility for the province’s futt  they often lack the conviction that they have the




power to make a difference. This is the challenge to which provincial educators m

rise.

As a first step toward taking responsibility for our future, teachers and stude:
must be empowered by becoming consciously aware of the agendas that shape the
educational system and that attempt to promote particular aspects of our economic,
social, and cultural identities. This necessitates a more holistic and inclusive view of
English language arts, one in which the various ideologies that shape the syste are
exposed and in which there is room to explore the study of English in its various for s
(see Chapter One). Accordingly, we must be wary of dichotomies. For example,
facilitating students’ preparation for participation in the global economy does not
necessitate the sacrificing of their social and cultural needs any more than promoting
cultural capital and social identities necessitates sacrificing their prospects for economic
prosperity. However, it is essential that students are encouraged to question established
norms and to challenge the n ition or dismissal of their individual and col :tive
interests. Therefore, teachers and their students must become critical readers of wh
Paulo Freire (1970) calls “the word and the world”, to examine whose interests are st
served by economic, social, and cultural stercotypes and professed standards.
Furthermore, education must empower students by promoting the inclusion and the value
of their social and cultural identities. By striving to meet these various goals —wh 1are
endorsed in current educational doc nents (see Chapter Four) — educators can support
students in their efforts to strength their voices and to reach their full potential as
equitable partners in a complex olving global village, without surrendering tt 't

local and individual economic, al, and cultural in ts (see Chapter Five).






relationships among many of the educational system’s stated objectives. The same
complexity and contradictions of earlier attempts at educational reform survive in  ent
attempts at educational reform in Newfoundland and Labrador as well as in the current
documents outlining the objectives, curriculum, and preferred methodologies of the

reformulated subject, English Language Arts.

The growing pains of evolution

The multifaceted and often paradoxical nature of educational reform is cle vy
evident in the various educational research, foundation, and curriculum documents that
have been published over the last two decades. There is nothing new in this observation.
There 1s nothing simplistic or static about teaching and leaming. How can there be when
the nature of students and teachers is so diverse, complex, and dynamic? Furthc  re,
although there are moments that witness “major” paradigm shifts, much remains
same, and even though one school of educational theory appears to supplant 1e nous,
critical educators know that binary relationships and dichotomies between tl  >ries are
not the swer. There are strengths and weaknesses inherent in any theory, 1d.
complicate matters, the very principle that appears a weakness in one light may be
considered a strength from another perspective. Educational reform is an organic
process, and, while dramatic shifts in thot  t do occur, rarely are all remnants of the
former theories and practices, from which new ones emerge, discarded — nor sho 1they
be. However, sometimes existit  policies and organizations need to be mc¢ »

provide the environment necessary for evolutionary changes. At times, the difficulty
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consists of weighing the ideals of educational reform against what may be implemented,
given the context in which the teacher and student exist. A critical evaluation of stated
goals, intended currict 1m, and assessment strategies as well as of organizational
obstacles is imperative. The challenge for educators is to study educational reform  1d to
critically read the various educational documents and examine the existing educational
system, not only to detect the inevitable contradictions, but also to determine 1e

clements of value in each of th

Recent Changes

The Newfoundland and Labrador educational system and the English language
arts (ELA) curriculum have received considerable attention and have undergone what
many consider to be radical ad" 'ments in recent years. “On August 6, 1990 the
Government of Newfoundland and Labrador appointed a Royal Commission of Inc  iry
into the Delivery of Programs and . vices in Primary, Elementary, and Seconda
Education 1o obtain an impartial® assessment of the existing education system and to
seek an appropriate vision for change” (Royal Commission, 1992, p. 4). The
Commission’s report was published in 1992. At about the same time, control over
Canada’s curricula became more ¢ :ralized. Rather than remainii  under provincial
control, the curricula became the responsibility of four regions: the west dt tornal

region, Ontario, Quebec, and the Atlantic region. Subsequently, “the four Atlan

“ Interestingly, while formal education is touted as a great leveler, providing equal opportunities for
all students, a review of Chapter One’s discussion of the various ideologies supporting and supported by
formal education, challenges any claims of  titutionalized education’s impar  ty. Furthermore, whether
or not impartiality is possible or even desirable in a study or an institution so closely connected to human
interests is debatable.
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provinces combined their efforts and b¢ i writing a new curriculum applicable to the
entire region” (Barrell, 2000, p. 39). In 1993, “[u]nder the auspices of the Atlantic
Provinces Education Foundation” (APEF), “work began on the development of co non
curricula in specific core programs’ (Atlantic, 1996, p. 3). In ELA, for example, the
APEF published the Foundation for the Atlantic Canada English Language Arts
Curriculum: English language arts foundation (refc  d to hereafter as APEF EL
Foundation), outlining the principles and desired outcomes of a regional common
curriculum for New Brunswick, Newfoundland and Labrador, Nova Scotia, and Prince
Edward Island. Following this, specific curriculum documents were developed in each
core subject area. InF™ A, “e: ~ province was assigned responsibility for particu
grades; Nova Scotia assumed responsibility for the senior grades and took the lead in
writing Atlantic Canada English Languc 2 Arts Curriculum Guide: Grades 10-12 which
articulates the new vision for senior ELA programs” (Barrell, 2000, pp. 3¢ J). F m
this point, specific curriculum guides for each course were developed, following the
parameters established by the Af ..” ELA Foundation document and the subject ide.
After the new ELA curriculum had been piloted in various schools in the province, it was
phased into the provincial seniorh  program over a three-year period, starting in level
one in the 2001-2002 school year. There is no doubt that this new ELA program looks
very different than the one that preceded it.

In fact, referring to new Canadian ELA foundation and ct  >ulum documents,
Barrell (2000) writes, “both1 v and experienced practitioners will percetve the
documents as — and [ do not use the phrase I itly — a paradigm shift” (p. 37). ~

prominent features of this shift include an adjustment in focus, from prioritizing | nt
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texts and the traditional canon of the “Great Literature” to a broadened view of text and
an increased recognition of diversity and the importance of including those voices 1t
were excluded from the traditional canon. However, while the changes have been
sweeping, remnants of early curriculum theories remain. A review of the recent
educational documents clearly reflects the influence of the various ideologies and the
forms of English discussed in Chapter One. For example, while the promotion of
individual voice, diversity, inclusion, and critical thinking mirror the principles of e
individualistic, pluralist, progressive, and critical ideals, the existence of the long- 1d
goal of producing skilled citizens to be productive members of society, the creatic >f a
common curriculum, and the reverence to standardized assessment are evidence of a
continued official adherence to the traditional nationalistic, civic, and economic ideals of
education. However, overlapping ideologies and the simultaneous existence of
contradictory educational goals may be an inevitable component of any step in t
evolution of educational reform. Indeed, the complexity of this recent paradigm: [t was
foreshadowed in the results of the Royal Commission . dy into education a dec le
earlier.

Initially, the Royal Commission study stressed financial considerations, as the
Commission was to ' ake recommendations concerning appropriate and realistic ourses
of action which Government and administrative groups in education should adopt in
order to realize the most effective, equitable and efficient utilization of personnel and
financial resources” (Royal Commission, 1992, p. 5). Howevcr, the Royal Comn  sion
felt that “the emphasis of the Te i of Reference . . . on consolidation, efficiency 1d

costs’” was ‘“‘too restrictive”; therefore, “the Commission has interp  2d its mand
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participate in an ever changing w  d, improving student achievement, and advancing

human knowledge. Of course, nobody says this will be easy.

Precarious Potential

A critical examination of the organization of the educational system and «
current ELA curriculum documents, as well as the principles and educational objer  ves
that direct them, reveals the complexity of a system and of curriculum documents  at
though fraught with apparent inconsistencies — possess great potential. Although, within
the province and among the Atlantic provinces, there are disadvantages inherent  a
centralized approach to educational control and curriculum development, there are
advantages to efficiently pooling resources and sharing ideas. While central con
suggests a loss of local autonomy and a common curriculum suggests that general 1itions
are made, within Newfoundland and Labrador, school councils provide avenues ¢ thc
promotion of local concerns, and the new ELA program professes to promote social and
cultural diversity. Admittedly, the new curriculum documents could go further in
advocating a challenge to society’s ex 1 inequitable power relations, but iey do
assert the power of language and  :ourage the promotion of diverse voices. As
Hammett (2004) notes, “[a]lthot "1 not receiving the explicit attention warrantc  critical
pcdagogy and literacy are included in the new ELA cu  cular documents™ (p. 123). Yet,
in the context of the APEF ELA Foundation, critical inquiry, thinking, and reflection arc
often used in reference top . students to gather, interpret, and communicate

information in an increasingly technical  d media-oriented world. In addition, even as







a denominational system and the reduction of the number of school boards from the
existing 27 to 9 non-denominational boards (Government, November 25, 1993, p. 4).
This was not a new observation or recommendation. Indeed, the Royal Commissioc >n
Employment and Unemployment drew a similar conclusion in 1986 (Royal Comm  ion,
1992, p. 103), and earlier attempts at structural efficiency within the province’s
educational system resulted in school board decreases from 270 in 1960 to 32 by 1989
(Royal Commission, 1992, p. 121). These numbers were further reduced in the 1 '0s
and in 2004. Currently, Newfoundland and Labrador’s educational system consists of 5
school boards. While the elimination of a number of school boards undoubtedly reduces
the amount of unnecessary duplication in the system and lessens the government’s
financial responsibility for maintai; © g board offices and personnel, it is not alway clear
if this policy, which tends to focus on the administrative aspect of education, is the most
effective means of tacklit  what needs to be done educationally, given the changing
socio-economic and cultural ni  Is of the province. Can fewer school board offic
adequately provide quality services over vast geographical areas with increasingly
diverse social, cultural, and economic local interests?

Perhaps in anticipation ol ch a question, the same report that recomme  Is
streamlining the existing system, identifies a major challenge facing provini 1l education
as being “‘to provide greater regional and local authority by giving school boards, hools
and parents more authorty and flexibility to run their schools” (Royal Commissi
1992, p. 209). Rather than being self-contradictory, the Commission may have

recognized the need of a balanced approach. The Commission (1992) indicates 1



while it
believes school boards and school board office personnel are import 1,
there is no evidence to suggest that the consolidation of boards resi  in
any negative impact on educational performance. One of the
shortcomings with consolidation in the past was the absence of any formal
structures for local involvement to replace the loss of identity assoc  ed
with the old board office. For the most part, the new board officc w
farther away, harder to reach and less relevant. (p. 237)
Consequently, the Commission recommended the development of school councils,
consisting of parents, teachers, students, and other community members. This
rccommendation has been implemented, and these councils have a voice in the policy and
decision-making of their schools. The Royal Commission’s report insists that “any loss
of immediacy or intimacy associated with the smaller, local board office sho d° more
than compensated for by the involv  =nt of the Council associated with each scl ol”
(1992, p. 237). Perhaps this is true — perhaps not. However, it is interestingtor  :mber
that some of the duties formerly performed by government financed school board  fices
and personnel have been replaced with volunteers from the community and with ¢ sting
educational personnel who do not receive additional payment for this additional .
Therefore, some would argue the real intent of consolidation has more to do with
finances than with improving the quality of education, and that even though it was also
recommended “‘that government increase its commitment to education and rcalloc e
within the education system any savings realized through restructuring” (p. ~ 5), itis

difficult to prove whether or not th  recommendation has been implementc
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in society, to maintain that society and preserve a common Canadian heritage” (p. 19).
Consequently, the Commission recommends, “the creation of a national agency tl

would monitor Canadian education” and “determine national goals and policies for
schooling, establish national stanc ds, establish standards for the collection of
cducational data, conduct national education assessments, monitor and evaluate
educational trends and serve as a centre for information on education research and
improvements” (p. 418). Clearly, the Commission recognized some of the advanta s of
pooling resources in an effort to achieve common goals and promote national unity.
However, for ELA teachers, references to “[preserving] a common Canadian heritage”
cchoes the time-honoured practice of endorsing the Great Literary Tradition by
prescribing texts from the conventional classical canon (see Chapter One) — leaving little
room for the diversity of student interests and choice of texts. Furthermore, pror ting
“national standards” is reminiscent of the educational system’s traditional, b emonic
goal to promote imperialistic o1 itionalistic ideolc “es (see Chapter One). Indeed,
presuming to impose a common C  adian heritage and a standard assessment stra 1y
upon the students of Newfoundland and Labrador may be perceived as a form of internal
colomalism.

While efforts to make more efficient use of limited resources and to prov ¢
equitable educational services to all Canadians are commendable, there is certaii 7 a
danger in an unquestioning acceptance of a standardized, centralized educational system.
As Barrell, Hammett, Mayher, and Pradl (2004) note, “[c]entralized planning in Canada
means devising curricula for huge geog »Hhical areas” (p. 2), and “[c]entralized | ver

means that particular interest  oups, ministries of education, or school boards I e less
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concerns. Furthermore, while the APEF ELA Foundation document provides an
overview of the common curriculum, provincial curriculum committees have a gre. dcal
of input regarding the development of the course specific curriculum guides withi  ich
province. Moreover, the Grades 10-12, Overview (2001) clearly indicates the imp:  ance
of students being exposed to a wide 1ge of literature on the local, regional, nati  al,
and international levels: “[1]dentifying and assessing the ideas and values inherent in
contemporary, adolescent, regior * national, and world literature helps students to
explore, clarify, and defend their own ideas and values™ (Newfoundland, p. 68).
Evidently, the major difficulty facing provincial ELA teachers is not the erasure ¢ local
interests from the curriculum; it is how to develop a balanced approach in the ELA
classroom, one recognizing the plurality of student identities, acknowledging their
differences and similarities, and emphasizing the necessity of providing an equitable
forum which allows for the inclusion of various voices.
The Royal Ct nission (1992) report reflects the complexity of this task:
The principle that the needs of individuals and interest groups shour  be
met by the education system has become a public expectation eve though
the | iple frequently results in  sion between the forcesof ir ~ dual
and social ic tity, and between cultural homogeneity and cultural
heterogeneity. Some of the pressure for structural changes now be g
placed upon the education system come from those who arc now
disenfranchised by it. The challenge is to develop yardsticks by which to
determine v =duc ional programs and services should be rov :d, to

whom and in what form. (p. 44)
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However, while it may be difficult, the Royal Commission asserts that equity in the
cducation of diverse groups is essential and that “[t]o achieve equity, every child’s [l
participation and involvement in the education system must be rigorously pursued by
providing adequate choices that meet diverse learning needs and interests, [and] by
ensuring that the curriculum is current, relevant and meaningful” (1992, p. 205).
Furthermore, it acknowledges, “all children come to school with certain skills,
expectations, learning styles, and views that reflect their experiences and culture” and
that “all cultures have value” (p.  0). Yet, perhaps inevitably, contradictions exist
within Qur Children Our Future. Advocating the importance of inclusion, the Ro
Commission (1992) recognizes that one of the major challenges facing education is “[t]o
provide for a system of education in which children of all religions can learn togetl -,
with each other and about each other, and can achieve tolerance of each others’ ¢ tures
and religious beliefs” (p. 208). In  :stingly, however, the Royal Commissic  (1¢ ),
referring to its recommendation of eliminating denominational education in the province
also suggests “just as in 1969, five churches were able to join together to form asi :le
system, now in 1992, it is possib  for all churches to disengage further and create new
system which will preserve the *  ued Christian character of schooling™ (p. xvii1). The
reference to the “Christian” character of schooling in this province seems to neg :the
recognition this very document professes of the voices that have often gone unheard in
the current educational system. . .rthermore, the direct reference to religion sugg ts an
unbalanced concern with this part subject; particularly when the Royal Commission
(1992) document fails  provide equal attention* | the importance of including those

who have been traditionally marginalized because of gender, sexual orientation, or socio-
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... explore a subject of interest across national, cultural, and ethnic literatures” and
“demonstrate familiarity with words of diverse literary traditions — works by wome and
men of many racial, ethnic, and cultural groups in different times and parts of the world”
(Newfoundland, June 2003, p. 12). Again, the potential and the pitfalls of the new ELA
curriculum are evident. What is to be included? What must be excluded? Who decides,
and is it possible to challenge the decisions made by “the powers that be”? This
cmphasizes the importance of recognizing the power of language and advocating ¢ ical

literacy in ELA classrooms.

Assessment of Achievement: Standardized or Flexible?

The new ELA curriculum documents do recc  ize the power of language and
profess to support critical literacy, which encourages students and teachers to ch  engc
inequitable and discriminating power relations. The APEF ELA Foundation document
highlights the importance of language as “a primary instrument of thought and the 10st
powerful tool students have for developing ideas and insights” (Atlantic, 1996, p. 7).
Therefore,

[t]his curriculum encourages students to recognize the power of I~ 1age
to define and shape knowlec :, self and relational positions 1n society.
This curriculum encourages students to explore how forms of lar  1age
construct and are constructed by particular social, historical, political and
economic contexts. It encour: s students to understand how the a1

and others’ of language have social effects. (Atlantic, 1996, p. 2)
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The curriculum guide, English 3201, builds upon this observation and promotes cri  al
literacy by stating the expectation for students to “respond critically” to “examin¢
texts work to reveal and produce ideologies, identities and positions” (Newfoundla |,
June 2003, p. 18). Moreover, the guide indicates that teachers are expected to en  urage
students to “become critical in their thinking as a habit of mind™ (p. 18) and to examine
“ways in which certain texts are inclusive or exclusive” (p. 18). In advocating critical
literacy, authors of the curriculum document aim to induce students to challe e the
taken-for-granted and often biased perspectives of themselves and of others. The
inclusion of critical response, as a vital e 1ent in the new ELA curriculum,
helps students sce themselves as free to agree with the text, to accept only
parts of the text, or to actively disagree with it. Thinking critically  out
text will help students to recognize and evaluate human experience : well
as the text in which those experiences are represented. Learning
experiences should provide opportunities for students to think abc  and
question their owr 1d others’ perspectives and to assume a critical stance
towards events, circumstances, and issues. (Newfoundland, June 2003,
pp. 41-2)
However, rely beingawa and critical of the power of language is not 101 1.
It is of little use for students “to recognize when others use language power lly and
eloquently to influence and manipulate” or to become “‘self-critical” of their own use of
language unless “they know tI oy words are heard and respected” (Atlantic, 1996, p.
39). To empower students to challenge the manipulation of language and to climinate

social inequities, student must become active participants in their own education. Here,
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the current educational system falls short. Though students are expected to recognize the
power of language and to critically respond to it, realities within many ELA classrooms
hinder the achievement of some of the objectives outlined in the curriculum documents.
In many ways, the realities that exist within Newfoundland and Labre »r’s
current educational system contradict some of the professed principles of cur :ul n
documents and do little to promote diverse student voices or to empower students 1
actively challenge the existing dominant voices that hold such sway in our schools, our
society, and our culture. Forex: )le, the authors of APEF ELA Foundation state that
the curriculum should include “experiences designed, selected or directed by e t¢ her
and experiences designed, selected or directed by the student” (Atlantic, 1996, p. .
Furthermore,
[1]n order for students to share responsibility for and have ownership of
their learning, they must have choice as well as direction in that learning.
Students, as they grow as learners, need to take increasing sponsi ity
for their own learning and should organize their learning tasks. (£ 1tic,
1996, p. 44)
However, it is difficult for many teachers to adjust to this new classroom dynamic and to
give up what they perceive as control of their courses. Discomfort in the face of hange
is nothing new. For example, the Royal Commission (1992) notes that while educators
promote “active learning, where children themselves are engaged more fully in
process of learning”, they “will be unsuccessful in their attempts to change {from a
lecture-oriented to an exp: o >nted classroom s they have an opportt Ly to

acquire the necessary skills and knowledge” (p. 274). A similar challenge is cor  nting
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The specific “outcomes framework provides reference points for teachers to inform 1eir
instructional practice as they monitor student progress and assess what students can and
cannot do, what they know and what thcy need to know™ (p. 2). Therefore, while
professing the need to consider variation in assessing student achievement, the document
clearly outlines “specific” expectations of what student “should” know and indicates that
these specific expectations or outcomes become the “reference points” for sessi 1t
How can the current educational system resolve the conflicts between the desire
accommodate a wide range of learners, with diverse needs and interests, and the tendency
to depend upon specific objectives and upon standardized means of assessment to  sure
those objectives have been met? Though this question will also be discussed in apter
Five, it may be significant to consider that
[w]hat is assessed and evaluated, how it is assessed and evaluated, d
how results are communicated send clear messages to stuc  ts and others
about what is really valued — what is worth learning, how it should
learned, what elements of quality are considered most important, and how
well students are expected to perform. (Atlantic, 1996, p. 46)
. erhay  the problem is not the utilization of lized tests to indica achieve :nt
but is the type of achievement measure by the standardized tests. The authors of
Adjusting the course part Il state,
[b]y emphasizit yievement a clear statement is|  1g made that the
primary function of the schools is intellectual development. This oes not
mean, however, that this goal is narrowly confined to attaining hig scores

on tests of basic skills. Achievement also means understanding broad
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concepts, ability to analyze and synthesize knowledge, ability to thii

critically, and understanding the processes involved in  :nerating, lor  ing

and utilizing knowledge. (Government, February 1994, p. 2)
Therefore, as part of the evolution of this new curriculum, there 1s a need to cstablish new
indicators of achievement that are  sre in line with the inclusive and eclectic object :s
stated in the curriculum guides. Educators, striving for social justice and insisting upon
the legitimacy of the diverse voices of their students, are also concemed withi e¢lle al
achievement. Thus, broadening the conception of what constitutes achievement does not
have to entail discarding all forms of standardization. Flexible concepts of achiever 1t
need not result in unbridled relativism. Moreover, it must be acknowledged that
standardized tests are not the so  arbiter of determining student achievement.
Consequently, the current use of standards need not be abolished; the standards merely
need revision to include additional achievement indicators, more in keeping w 1 the new
ELA curriculum’s broz r, more inclusive view of achievement. However, this p1 :ess
of revision must begin with a critical look at “‘what is really valued” in the current
educational system in Newfoundland and Labrador, as well as what are students be

told about “what is worth learning”. Who benefits — the individual o1 Hciety?

Education’s Agenda: Individual or Civic Interests?
Though recent educational documents contain evidence of progressive notic ~ of
social, economic, and cultural interconnectedness and profess recognition of the

importance of meeting the diverse needs of students, it may be argued that too much
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have been historically reinforced by educational institutions in their roles as society’s
dominant Ideological State Apparatus (see Chapter One).

The endorsement of these ideals is also evident in the Grades 10-12, Overview
(2001): “To function productively and participate fully in our increasingly sophistica
technological, information-based society, citizens will need broad literacy abilities, ¢
they will need to use these abilities flexibly” (Newfoundland, 2001, p.1). Referring to
this section of the Overview, Barrell (2000) observes, “[h]ere the intent 1s to locate 2
new program of studies within the changing economic and social realitics of Easte:
Canada and to prepare students for a ‘sophisticated technological, information-based

M

society’” (p. 43). This, in itself, is not a problem; the difficulty arises when there is« ly
a superficial recognition of the complexity and depth of these interrelated issues. Barrell
(2000) writes,
[n]o details about the nature of the changes happening in the re; n are
provided. The authors do not attempt to address the heavy price be:
paid by people caught in the midst of rapid social and economic char
nor do they try to explicate the specific nature of the change or ¢
technological and infc jation skills pertinent to the on. (p. 43)
A more holistic and in depth consideration of these issues is necessary. As noted in
Chapter Three, there is nothing wrong with preparing students for the economic real  :s
they will face when they leave school. However, educators are remiss 1n their duties if
they encourage students to blindly adhere to the current inequitable economic

relationships within society, if they do not challenge stuc ts to question exist g

structures, and if they fail to promote a sense of empowerment in students and a belief






texts are, at times, replaced by flexible, celluloid, plastic, or digital
images. Conventional notions of texts are expanded to include multimedia
and multiple-authored communications. Engagements with tradition
canonical works are expanded to include growing cyber-genres and
multivocal texts. The new curriculum challenges the supremacy of
reading in the senior English classroom and encourages other discipline
strands to take on much greater significance. Deep involvement with
technology challenges silent reading and reflection time. Writing and
multifaceted ways of representing information are called forth in greater
and more complex formats. A kaleidoscope of visual displays, hyperlinks,
and graphic images defy simple book illustrations. Sequential linear
progressions are sometimes replaced with non-linear non-sequential
expressions and interfaces. (Barrell, 2000, p. 41)

Particularly for teachers trained “in the old school”, the transformations in their subject

area are dramatic.

However, as noted in Chapter One, the history of education is replete with
examples of how socio-econc ¢ changes influenced idcologies that shaped tI  sys n
and resulted in reformulations of English as a subject. Consequently, a modification in
the subject is not new — unfortunately, neither is the tendency to dichotomize educational
ideologies and forms of English. Because of the complexity of the contexts in which the
educational system exists and the multifaceted nature of education itself, we need not
establish firm binary distinctions en« traliz 3 or decentralizing education,

between diversity and national unity, between s dardized and flexible assessment












While thereisa eat¢ " of lip service paid to the need for education to be a
shared responsibility, in fact, teachers ¢ often left with the bulk of an ever-increa
workload. The response to the 1992 Royal Commission recommendation to stream! e
education and the creation of the APEF common curriculum have had a dramatic impact
upon teacher workload. The consolidation of school boards within the province
necessitates that existing board personnel have additional duties, as each board is now
responsible for a larger number of schools. In addition, the reduced number of sche
boards also demands that some tasks, once performed by school board personnel, are
downloaded to school administrators and classroom teachers. Dibbon (2004) notes,

[t]he reduction = the number of district level administrators from 193.5 in
1996 down to 90 1n 2003, 1s believed by many to have had a negati
impact on the implementation of new pr¢ ‘ams and consequen [ :]
teacher workload, as a significant amount of administrative work w
downloaded to the s ol and the classroom. (p. 1)
Meanwhile, additional duties have been allocated to educational personnel. For example,
the Royal Commission (1992) indicates that school board personnel are assigned the
“responsibility for the establist 1 1d ¢ clopment of cffective School Councils” (p.
232). Furthermore, while school councils have been established to encourage students,
parents, and other community n 1l s to share in educational responsibility and
decision-making, these councils 1 e also added to the duties of teachers and
administrators. Though school council members also consist of volunteers from the
community, principals and a number of teachers (elected by other teachers) are required

to be members of these councils (Royal Commission, 1992, p. 234). Indeed, in reference
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HyperCard to produce a simple interactive multimedia program that effectively uscs s
medium to communicate an idea or feeling”; as well as to “manipulate and incorpor
file-transfer textual documents, graphic, and sound files to be incorporated in student-
produced communications” (p. 28). Moreover, suggested activities include having
students “experiment with developing a home page (using the HTML language) to
become information providers on the Internet” (p. 29). The influx of new tcchnology is
overwhelming and, if teachers are to be of assistance to their students, they will need
training in the use of the necessary technology. Unfortunately, current post secondary
programs do not adequately prepare future teachers to meet the demands awaiting them
in today’s classrooms.

Actually, there is a clear disconnect between post secondary education and the
new expectations of the APEF common curriculum. First of all, the APEF docume!
emphasize the importance of a cross-curricular or inter-disciplinary approach to learning.
For example, the APEF ELA Foundation (1996) states, “students need to make
connections and develop abilities across subject boundaries if they are to be ready to meet
the shifting and ongoing demands of life, work and study today and in the future.
Essential graduation learnings ecre ¢ cular” (Atlantic, p. 5). However, this
holistic and interdependent notion of the 1y of English — which is similar to Morgan’s
(2000) promotion of “English as cultural studies” (see Chapter One) — is not reflected in
the structure of most universities or of teacher education programs. More often,
universities adhere to rigid divisions among the various disciplines. For example,
professors in the Er “ish faculty rarely engage in collaborations with professors fro  the

Education faculty or encourage their students to consider interdisciplinary connections or
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“English” and the “literature” teacher remains as
a fecling of dissonance will be experienced by B. Ed. students as they y
to find parallels betwecn their heavy literary preparation in universi  1d
the emergence of national curricula that have elevated other and varied
textual forms, limited literary engagement time, and introduced
technological competence into the English classroom. (2000, p. 36)
Evidently, there is a clear distinction “betwecen how traditional Canadian
university English departments conceptt ~ ze the discipline and how high school ELA
curriculum planners are constructin 't (Barrell, 2000, p. 39). Therefore, this wcak ss
in the education system must be addressed. The Royal Commission (1992) recogni:
that there i1s a need for more co-operation and co-ordination among all educational
institutions; their report states, ‘‘[a] new, comprehensive and coordinated approact  lhe
professional development of teachers and administrators in the province, involving the
university, the department of edur ion, and the school system, is required” (p. 281).
Unfortunately, the necessary collabo ion has yet to be realized, and the stop-gap
mcasure of professional in-service is inadequate to alleviate the deficiencics in the current
educational system.’® However, some of the deficienc’  in the current system cou’ e

lessened by an infusion of temporal a1 material resources.

Resource Needs
Whi the  1s much to be admired in tt v ELA curriculum, the existing

educational system has failed to provide the necessary time commitment and material

’® This concern will be discussed in greater detail in Chapter Five.
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ignored?” (p. xvii1). Therefore, educators must be wary of facilitating the traditional
hegemonic goals of education by blindly responding to calls for improved student
achievement and threats of accountability — all in the attempt to improve the welfare of
society as a whole. For example, in its 1995 status report, the Royal Commission
Implementation Secretariat states,
[1]n order for large scale reform to succeed, it is necessary for cach of us to
look beyond our own immediate agendas, to the welfare of the syst 1asa
whole. 7 is is difficult, as many of us hold varying beliefs about what will
best serve the interests of students. Unfortunately, the intercsts of stu  nts
cannot be served when groups hold contradictory agendas, each pulli
the system in a different direction. ... The history of educationis  red
with failed attempts at reform. Such failures are often as much e to lack
of consensus, commi ent, or sustained support as to flaws in the id
themselves. . . . At this stage of our history, there seems to be a fairly clear
consensus on the need for reform, and on the general thrust towards higher
performance and greater accountability. What is missing is consens  on
structure and process, particularly as change can be cxpected to affect the
established inte  ts of many groups. (Government, 1995)
Many of the stated — and clearly h¢  nonic — goals of the Royal Commission
Implementation Secretariat fly in the face of the princip  outlined in the new ELA
curriculum. While compromise is admirable, ELA teachers must challenge many of
these statements. The promotion of diversity necessitates considering the “immedi

agendas” of all in  :sted parties; the endorsement of 1~ “on necessitates ¢ cern for
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the welfare of the individual as well as “the system as a whole”; and the awareness of
complexity necessitates the  dgnition that not only groups, but also a singlei livi al
can “hold contradictory agendas”. The call for “consensus” is merely the reinforce ent
of the traditional hegemonic role of education. This must be challenged! To do this,
teachers and students may practice the critical inquiry and thinking advocated in the :w

ELA curriculum and critically evaluate the explicit and implicit goals of education.



CHAPTER FIVE

NEGOTIA. . .NG THE MINEFIELD

Chapter Overview

A review of the history of mass formal education and of English as a subje
reveals that not only are they powerful instruments in influencii  values, attitudes. 1d
practices of society but, consequently, they are sites where various interests and
ideolc “es intersect and conflict in a competition for supremacy. The school, as a
complex microcosm of society, ref :ts the socio-economic and cultural hierarchic  >f the
society of which it 1s a product and a producer. Therefore, as in society, the history of
formal education is rife with challenges to dominant ideologies and paradigms, which
have resulted in shifts in thought and practice. However, change has never been solute;
remnants of previous theories and practices persist - s¢  :times in the form of resistance
to new ideas and methodologies and sometimes because the new emerges from the old,
adopting elements of former paradigms (see Chapters One and Four). Teachers in
Newfoundland and Labrador have tol consciously aware of and (o work within this
intricate weave of educational i1deolc es and parad n shifts (see Chapter One) - and all
this within the context of a province experiencing incredible social, cultural, economic,
and environmental changes (see Chapter Three). Making things even more challenging
are the existing ELA foundation and curriculum documents that are replete with
contradictions and an educational structure, equally contradictory, that contains s; emic
obstacles that make the tasks of  ichers even more difficult (see Chapter Four).

However, there is nothing novel about complexity and challenge in educatic  and in the









The history of educational development in Newfoundland and Labrador is 1
with competing notions of education advocated by various interest groups intending to
use education and a particular form of literacy to further their particular agendas (see
Chapter Two). The primary goal of early Protestant and Roman Catholic schools on the
island and Moravian and Grenfell mission schools in Labrador was the propagation of the
gospel. In addition, once a formal wemmental body was established within the
province, the state quickly sought to establish its influence in education by providing
funding for schools and attempting to dismantle the denominational system. 1e long
running debate and struggle for control between church and state was somewhat ironic
considering that many of their goals were compatible: to produce reliable, hardwo  ng,
obedient, and unquestioning parishioners or citizens. The eventual success of the
government’s long campaign to end denominational education did not mark the er  of
government’s overt attempts to determine the functions and the forms of educatic in
Newfoundland and Labrador.

As numerous reports before it, the findings of the government sponsored Royal
Commission on Renewing and Strer “hening Our Place in Canada indicate the
importance of education and tt  role it is to fulfill. The report (2003) outlines a number
of the Commission’s observations (see Chapter Three). Essentially, the Commis mn
recognizes the diversity, complexity, and interdependence of Newfoundland and
Labrador’s evolving economy, society, and culture. I.ts report endorses the need to foster
the inclusion of diverse individual and collective voices. Unfortunately, many

Newfoundlanders and Labradoriai feel alienated, marginalized, or stereoty; 1- it
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traditional views of knowledge and learning, teachers are sometimes ill-equipped  meet
the task. Therefore, teacher education programs and educational structures must  ange
to meet the varied needs of students in an era of globalization and rapid technologi:
advancements as well as to correspond with emerging, interdependent and complex
cognitive, educational, and social theories. If this is to be accomplished, educators 1d
students must participate in a critical examination of the existing system, become
involved in a process of reflection upon their own pract s and conflicting frame¢ as

well as contribute to a negotiated process of transformation.

Diversity and Inclusion

In recent years, governmental and educational documents have professed a
commitment to accepting diversity and to promoting inclusion (see Chapters Three and
Four). Both state and school officials name the classroom as the context in which this
respect for diversity must be fi However, as teachers strive to meet the vi s
needs of students, it is essential to e:  nine the existing system with its many
incons encies and to become conscious of the pitfalls that may arise as educators
attempt to include multiple voices in their classrooms. Teachers and students will /¢ to
critically reflect upon current practices and, if necessary, modify these practices to

enhance an atmosphere in which difference is celebrated — though not unconditior ly.
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Formal Education: Reproducing Hegemony and Inequity?

As products of the school system, many teachers consciously or unconsciously
accept the erroneous view that a compulsory, mass public education system provid
equal opportunity for all students. Gale and Densmore (2000) state,

[t}he dominant (neo-liberal) ideology of many teachers continues t
suggest that schools function as a mechanism for social and economic
mobility, and for developing a democratic society. Critical theorists,
however, have argued over some length of time that the social and
economic benefits from schooling are far greater for the rich than for the
poor. (p. 138)
Denith (1999) not only agrees that schools fail as sites that cultivate social mobility, but
she also asserts they are “oppressive organizations” which deliberately “seek to shape the
way individuals think, interact and  ate to one another. Schools construct cultural,
racial, gender, and socioeconomic forms of domination which serve capitalism and the
existing social order” (p. 411). Denith’s statements suggest that for all their profe =d
democratic stance of inclusion and respect for diversity, late 20" century schools served
the same purpose Althusser (1970) insists the late 19" century schools did (see Cl Hter
One). An examination of t| APEF ELA Foundation and the Newfoundland and
Labrador ELA curriculum documents (see Chapter Four) reveals a similar disconncct
between the professed respect for div  sity and the realities of the documents’

exclusionary and assimilatory policies that are shaping 21* cent _ schools.
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culturally sensitive stance can devolve into an approach that triviali i and
marginalizes those who are different. This abasement occurs when riters
and educators treat cultural differences superficially, rendering as
harmless the power :lations that shape the contest between domin:  and
subordinate groups. Silent on the practices of colonization,
disenfranchisement, and economic oppression, this treatment fosters a
myth of cultural difference. Central to the myth is the construction of
culture as entertaining, somet s quaint or stylish, and politically inert.
(p. 36)
A third way to view differen is consistent with a postmodem perspective that se
differencc as relational and dynamic. *“One’s sense of self, it is suggested, unfolds
continuously through the recursive and reiterative processes of representing and
interpreting one’s identity in  ation to (and in distinction from) other forms — persons,
objects, events, and so on” (Davis et al., ~ 100, p. 169). Therefore, looking at diff :nce
in this way, critical educators and students also recognize views of difference fluc ate
with shifts in power and that some power relations result in promoting a hierarchical
system in which some cultural dif ences are more highly valued than others. However,
recognizing the injustices and acknowledging that perceptions of difference are  d,
provides an opportunity to challenge and transform existing inequitable views of
difference. However, even after considerable reflection, the task of establishing
genuinely inclusive and transforn  've classroom practices may appear monumer 1l to

many teachers.
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performance” will be assessed by “global” standards. In this way, education becon
increasingly exclusionary and elitist while schools become mere training grounds, which
provide a “skilled”, unquestioning, labour force for the global, technological r hine.
Reflecting upon the current situation, Davis (2000) indicates that globali: ion
and technicization has  ulted in “skills mama” with its “focus on ‘outcomes’ or
‘expectations,” and standardized performance testing” (p. 6). He asserts that the “°  sion
of an education and tra” ~  philosophy popular through the English-speaking world” (p.
7) is expressed in the Ontario governments’ (1990) People and Skills in the New Global
FEconomy. This document states,
[w]ith the advent of new information-based technology and the shift to a
more flexible and  iltiskilled workforce, employers are finding that
generic workplace skills are becoming increasingly important ro itive to
job-specific skills. Generic skills are thc : which workers can use in
many jobs. They include analytical, problem solving, workplace
interpersonal skills and broad technical skills that may be found in the
skilled trades or in the operation of personal computers. (cited in Da*
2000, p. 7)
The danger here is that elements of prc  :ssive English and critical literacy become
casualties to an overemphasis upor | “Eir ish as skills” approach that views literacy as
“knowi the skills” for an increasit number of diverse, work-reclated, and technol  cal

fields. ...is potentially creates other problems for teachers and students.
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The Challenges of Education in the Context of Globalization and Technicization

Apple (2004), referring to the growing focus on skills training as well as
“prespecified curricula, repeated testing, and strict and reductive accountability syst 1™
(p. 189) in education, cautions against what he sees as intensification and the deskilling
of teachers. He writes, “what might be called ‘skill diversification’ has a contradiction
built into it. Itisalso tofadynamic of intellectual deskilling in which mental workers
are cut off from their own fields and a n must rely even more heavily on ideas and

LR

processes provided by ‘experts’ (p. 189). As teachers scramble to achieve compet: cy
in a wide variety of information and r  ha technologies and expend an increasing
amount of time and effort to fulfill the curriculum’s objectives and assessment dem: s,
this intensification
may be . . . reducing the quality not the quantity, of service provided »
people. While, traditionally, ‘human service professionals’ have equated
doing good work with the interests of their clients or students,
intensification tends to contradict the traditional interest in work well
done. (Apple, 1986, p. 189)
As cducational institutions adapt to the realities of obalization and technicization,
teachers and students must be v '1  to uncover how these adaptations have manif cd
themselves in the classroom and reflect upon the impact they are having on the livi  of
students and teachers.
A critical examination of recent developments in Newfoundland and Labra

reveals the growing it...dence ¢. glot ization and technicization, and it is impe . 0

consider the potential limitations these developments impose upon teachers and stt nts.
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technology. He says that his generation has been far more “influenced by televisio
radio, and things of that nature — the internet” (Walsh, June 18, 2006). The benefits 1d
disadvantages of assimilatory linguistic practices are much debated; some believe
Newfoundlanders and Labradorians must cling tenaciously to traditional speech pz :ms
while others insist that if the province is to be successful, it must transform itself to |
more in line with global communications.
Unfortunately, reactions to educational shifts instigated by globalization ofte
reflect similar unnecessary binary notions. Dichotomies often impede the goals of
critical educators, and ELA teachers in this province should be wary of them. To cling to
stereotypical or essentialist notions of Newfoundland and Labrador dialect, which may
ncgate the value of diversc dialects within the province or ignore the inevitability «
language’s constant transformations, is just as short-s” " ted as insisting upon adopti ;
universal notions of a standard English. Similarly, a total rejection of learning outc 1es,
standards, and the “English as skills” form fails to acknowledge the reality that teachers
and students are members of a complex, interdependent, global community. Davis
(2000) aptly states the overriding problem:
It’s not the st; 5 on skills I object to. It’s the current i cct of what
these skills- should be anchored in: content, conviction, allegiances, real
human beings and, in general, a commitment to helping students
understand history, I 1 about the world and consider ways to make a
better place to live. (pp. 8-9)

In other words, education which strives to prepare students to participate in a global and

technol¢ ‘cally advanced socicty notw 1g; it merely needs to be condv  d tl 'ha
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literacy as decoding a print test is insufficient and ignores the fluid nature of ki wledge
and the transformative power of forms of representation. They propose a pedagogy of
Multiliteracies, acknowledging multimodal forms of representation used by diverse
cultural groups within “the multiplicity of communication channels and media” (p. ¢

According to Cope and Kalantzis (2000), “[a] pedagogy of Multiliteracies . . .
focuses on modes of representation much broader than language alone” (p. 5). The New
London Group (2000) concurs:

Now becoming increasingly important are modes of meaning other  an
Linguistic modes, includir Visual Meanings (images, page layouts,
screen formats); Audio Meaning (music sound effects); Gestural Meanings
(body language, sensuality); Spatial Meanings (the meanings of
environmental spaces, architectural spaces); and Multimodal Meanings [a
combination of modes]. (p. 28)
The significance of particular modes of meaning may vary among cultures and
individuals -- some being more attuned to print, oracy, or visuals. Therefore, an inc’ iive
ped: gy nccessitates the acceptance that a comprehensive view of literacy
acknowledges the diverse wa: te and represent meaning.

The New London Group (2000) asserts that hybridity and intertextuality are y
concepts in understanding multiliteracies. Though identifying five modes of meani
(besides Multimodal), The New London Group (2000) suggests that *““[i]n a profoun
sense, all meaning-making is Multimodal” (p. 29). For instance, in a conversation
between acquaintances, communi  ion * pends as much upon body language and

context (gestural and spatial mod  as it does upon tone of voice and the spoken word -















discover that their “views of the world” and “forms of entertainment” do not enjoy
equitable representation. However, in a classroom that promotes the critical invest  ion
of and reflection on information and media technology, students and teachers may  jose
the fact that, as Barrell (2000) notes, “multinational-controlled media outlets and
entertainment sources are imposing their worldview over regional values and limiti
local sources of information and entertainment” (p. 46). From this point, teachers and
students can negotiate the means through which they can begin to challenge inequities.”
By adopting a pedagogy of critical literacy, ELA teachers and students in
Newfoundland and Labrador can ¢ )loy globalization and technicization to their
advantage. As long as the government and the Department of Education do = :ir job to
ensure that the resources are available to all schools in the province, students and teachers
have the access that is essential to mount any challenge against attempts to exploit them.
The electronic multimedia age provides students and teachers with unprecedented access
to a wide range of multimodal and multicultural texts and institutional resources. Though
there are potential hazards associated with globalization and technicization, critic -
aware students and teachers can work to ensure that their approach fosters, as The New
London Group (2000) suggests, “new educational and social possibilities” rather than

“mind control and exploitation” (p. 12). In the process of exploring world views and

socio-economic structures as well as reflecting on the relationships among them, our own

™ Interestingly, in 2000, the CBC chase ta incorporate its St. John’s based, one hour news progi  « Here
and Now into a new national progr 'da Now, in which local news was allotted a half hour. This
occurred even after “the Newfounc slature unanimously approved a resolution calling on the CBC
to spare the local supper-hour newscast” (Broadcast dialog ~ May 4, 2000, p.3) and St. John's MP,
Norman Doyle, announced in Parliament that “over 30,000 names on various petitions” indicat

displeasure of Newfoundlanders d Lat ans with the proposed change (Canada, June 7, :
However, disgruntled local viewers expr their opinions clearly, and though it cannot be as asa
certainty, it is likely that “local voices™ made some contribution to the CBC’s decision to returt rand

Now to its full one hour time slot in 2005. :



schools are a good place to start. Futh  ore, while “learning how to incorporate
technology into classroom practices, teachers need to learn how to critically read and
engage English language arts curriculum documents” (Barrell, 2000, p. 47). Itis
essential that, while we transform what it means to be literate in an interconnected and
interdependent global village, we transform our schools to ensure that all voices are
represented. Though “[w]e cannot  1ake the world through schooling . . . we can
instantiate a vision through ped: s that creates in microcosm a transformed set «
relationships and possibilities for soc  futures; a vision that is lived in schools™ (©

New London Group, 2000, p. 19).

Theory and Practi

As educators, we have conscious and unconscious beliefs about the nature of
teaching and learning. Furthermore, these beliefs or theories translate into practice in the
classroom. However, there are many difficulties associated with the practice of te  1ing
and learning theories. For instance. odifications in theories are not always Hllowed by
alterations in practice because the faith in and the comfort with familiar rout es >ften
difficult to relinquish. Secondly, even when one attempts to change method og o
coincide with emerging social and cognitive theories, institutional constraints may hinder
progress. Finally, and perhaps most s _ ficantly, teachers and students often adhere to
perceptions or theories of which they are not consciously aware. As always, it is
important to investigate the relationships between theories and practices; to becon

aware of and to reflect upon our own perceptions and practic to act in ways that









essential in the learning process:
Instead of ‘knowledge as object,” these theories suggest notions that ¢
more toward ‘knowledge as action.” That is, a body’s knowledge m  tbe
thought to encompass the habits and behaviors out of which that body’s
character or integrity emerges. In this sense, learning is a process ti Hugh
which one becomes capable of more sophisticated, more flexible,n e
creative action. (Davis er al. 2000, p. 73)
This “more flexible” view of knowlec :, in which leamer experience and active
participation is imperative, modifies the relationship between teacher and student. The
hierarchy of the teacher expert and the student novice is recast as a more equitable
structure supporting mutual participation and co-operation. Furthermore, flexibility also
necessitates a challenge to star * rdized assessments that measure the achicvement of a
fictional norm. Complexity theories advocate the use of a wide variety of h¢ stic  d
fluid assessment stratc “es, which reject notions of fixed or universal standards.
Furthermore, because “learning is a process” rather than a product, the developr ntal
benchmarks of summative and at Hlute evaluation schemes seem irrelevant. Hov  er, ‘
though complex the« :s have emerged, educatior  practices still have a tendency to ‘
reflect an adherence to traditional complicated theories of cognition. This samet iency ‘

occurs in response to other educational paradigm shifts. ‘





















2065

unless they are completing an Honours degree in English (pp. 171-172). Therefore, for
many English students, the first exposure to theory may occur in an undergraduate
education course. However, in undergraduate education courses, the study of thec / is
largely confined to theories of cognition 1 curriculum development — often in isolation
from English as a subject or from historical and cultural studies. This “field-cover
model”, which Graff (1986) asserts “is neither self-evident nor inevitable” (p. 206Z is
pervasive and is perhaps the most significant hurtle to be overcome in any attempt to
reconcile theoretical developments with classroom practices. As products of the ¢ci  ent
system, teachers and students are often unaware of the theories they practice and
promote. As it 1s crucial to invest'~te and reflect upon theories (perceptions) and
practices in the process of t iing discriminatory and unjust practices, the existing
educational system is in need of dramatic changes. Otherwise, educators, remainii
unconscious of their own perceptions and the theories that potentially challenge tt 1, are
unlikely to integrate practices tt  are more consistent with complex learning thc s and
with the goal of creating ELA classrooms that are more than training grounds and/or sites

of indoctrination to produce a civilized, obedient, skilled labour force.

The Possibilities

Clearly, the first step to reconcilit  he division between theory and practice is the
reformulation of teacher education and of ELA programs. As Kincheloe and Stc erg
(1999) note, “[t]eacher education [can] no longer separate technique from purpose,

reducing teaching to  deskilled act of rule-following and concern with methodological
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209). The imperative in such cases, rather than absolutely rejecting particular pract s
and theories, is to critically examine, and, if necessary, challenge implicit and explicit
curriculum to ascertain which theories and practices are conducive to meeting the diverse
needs of students and to promoting equity. Clearly, the goal of educators should be the
establishment of integrated, holistic, and balanced theories and practices.

This same aspiration of achieving a balance may be useful in establisl 1g
assessment strategies, and a critical ped 7 can be instrumental in this process.
Though the current evali  ion system must be challenged and changed, dichotomies are
unnecessary. Educational goals that promote the diverse needs of the child and strive for
social justice need not mean an acceptan  of unbridled relativism. However, there is a
serious need to reassess the current system’s view of achievement standards. The 1
Portelli and Vibert (1995) acknowledge the concerns those in favour of standards | ve
about the questionable practicality of maintaining different criteria of assessment and of
the confusion that may be caused by having multiple, flexible means of assessment,
Portelli’® charges that “these objections ultimately divert the focus from what we consider
to be crucial educational concerns, such as what values and whose values should d ct
the [assessment] practic  and why” (p. 12). Indeed, as Vibert contends, “educational
standards are not ‘natural’, but socially constructed; therefore, we need to ask who
constructed them for what reasons and whose values are included and excluded from
them” (Portelli & Vibert, 1995, p. 14). 2 in, a critical pedagogy is valuable in exposing
whose interests are being ¢ ed by the current system of standardized assessment, in

challenging inequitable assessment strategies, and in negotiatii  a process of

® Though the source is co-authored, the text consists of a dialogue between Portelli and Vibert; therefore, I
identify the speaker of this speech rather than both participants of the dialogue.
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incorporate more flexible and varied forms of assessment, many of which acknowledge
the importance of process as much as product and the validity of what Vibert labels
“situational standards” as much as (if not more than) the so-called universal stanc .
Unfortunately, even when students and teachers negotiate more flexible and pluralistic
assessment values and standards for classroom practices, they must still work wit n the
institutional structure of bench mark criterion reference testing and 50% public exams.
There is clearly a need to revamp this | t of the educational system, to provide a1 re
balanced and equitable system of assessment. The Department of Education must  so
acknowledge that standardized tests are neither the sole nor the primary arbiter of
determining student achievement. Consequently, though the current practices of
standardized assessments need not be totally abolished, they need revision to inch
additional achievement indicators, more in keeping with the ELA’s new cognitive and
social theories and its more inclusive view of achievement.

Another important conc. for Newfoundland and Labrador teachers is ho  to
effectively reconcile the various goals of education and the ELA program. The 4 IF
ELA Foundation (1996) document states that one of the purposes of develo; 1g e new
ELA curriculum is to “‘meet the needs of both students and society” (Atlantic, 19¢  p. 3).
Increasingly, ELA teachersa c¢ Ttonted with the unenviable — yet potentially
rewarding — task of promoting a complex array of educational go: ©  Again, it is
essential to avoid dichotomies that insist upon adherence to one paradigm at the
exclusion of another. The fc s of English (discussed in Chapter One) of “English as
skills”, “English as the Great Literary Tradition”, “Progressive English”, “Critical

literary™, and “English as Cultural Studies™ may all find a place within the ELA
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of what it means to be literate; an ac  >wledgement of the complexity of the learnir
process and of knowledge creation; a vast array of new instructional methodologies and
assessment strategies; a recognition of the value of diversity; and calls for greater st ent
voice. However, a study of the history of education and of English as a subject reve s
that this “major paradigm shift” and the new ELA curriculum are neither as dramatic nor
as new as they may appear. Educational theories and paradigms are dynamic. New
ideologies and paradigms repeatedly emerge from previous ones and the dominance

one over the other swings back and forth, influenced by the political and social clin s
in which our schools exist.

Recalling that Newfoundland and Labrador’s early educational sys 1 was
largely imported from England (see Chapter Two), it is interesting to notc the shifts in the
social and political climate of Britain and how those shifts are influencing current
educational reform in that country. Woolf (April 30, 2007) reports on the current
situation in England:

Children in secondary schools are to be taught ‘emotional intelligent  as
part of the national curriculum in an attempt to combat a growing tide of
rudeness, violence and lack of respect.

With the debate about the lack of civility among young people
reaching a new pitch, ministers are planning to roll out ‘social and
emotional’ intell’  ce classes to help children to cope with frustra
without resortit  to violence or swearing. . . .

The new mo*  to il good manners in your people is the latest

attempt to deal w™ " w]l 1y politicians and commentators bemo asa
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terrible dilemma [teachers] have allowed ourselves to be drawn into —
being forced to act in ways that defy our common sense. [Kolh]
differentiates between plain stupidity (the kind of stupidity inh: :nf
some of the decisions m: by individual teachers as well as system: and
the kind of stupidity that is a ‘form of institutional and social coercic that
traps people into acting in ways which they consider to be stupid and, in
the context of t¢  1ers, counter to the work they feel they must do to  :Ip
their students.” (p. 14)
As teachers, we must not allow systemic obstacles to prevent us from adopting the
critical pedagogy that will allow us and our students to recognize and challenge these
unjust structures. Indeed, a critical pedagogy is essential to initiate this change as it
enlightens and empowers both teachers, who are part of the system, and students, w
may one day control the system. The ucational theories and practices that are
introduced and promoted in our cla  >oms today, will influence the educational sy m
of the future; therefore, as indicated in Delpit’s (2003) title, educators can be “‘Seed

People’ Growing a New Future”.
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that existing economic disparities can be challenged. Furthermore, the traditional
assembly-line approach in education and the conventional “skills™ that were required to
meet the needs of the “old” capitalist system are not adequate to address the demands of
what the New London Group (2000) refers to as the “postFordism” or “fast capitalist™ era
of the twenty-first century (see Chapter Five). Indeed, the necessary skills required by
fast capitalism are some of the same skills students may use to challenge exclusionary or
unjust policies that threaten democratic ideals (see Chapter Five). Again, teachers must
approach the pros and cons of the new curriculum by trying to establish a precarious

balance between complex and, sometimes, contradictory educational goals.

Complex Balance
However, before this precarious balance can be established in the ELA classroom,

teachers will have to adjust to the expanding conception of literacy and to reconcile what
some may feel is the demotion of “literature from its place of privilege” (Barrell, 2000, p.
36). According to Barrell and Hammett (2000), “curriculum planners in all subject
areas” have ‘“‘embarked on broad reconceptions of their disciplines” and, for

secondary English language arts (ELA) planners this [means] a new

understanding of the meaning of literacy in a rapidly changing world.

English curriculum specialists began by acknowledging the
globalization of the publishing, communications, information, media, and
entertainment industries. They saw the increased use of technology in the

workplace and in the daily lives of Canadians. They understood the



