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Keep your new ear cost dowi 
b y using our buying power. 

In 1973 we saved teachers 

0 , 0 
on new car purchases. 
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Ask around your staff-room. Someone there 
has three or four hundred dollars that other
wise might have been OVER-SPENT on a 
car. 

• New cars only. 
• Most makes and models. 
• Full Servicing and Warranties. 
• Trades accepted. 
• Trucks and Campers too! 

TRIAD LEASING CO. LTD. 
Suite 240 - 1070 W. Broadway, Vancouver 9, B.C. 

BILL STONIER, president 
732-7833 

Office Hours: Tuesday to Friday 9:30 a.m. — 5:30 p.m. Saturday 9:30 a.m. 
Closed Mondays. 

4:00 p.m. 



an exciting world 
of geography aids. 
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EDUCATION EXTENSION 
UNIVERSITY OF BRITISH COLUMBIA 
Continuing Education for Teachers 

The Faculty of Education and the Centre for Continuing 
Education, University of British Columbia, wish to draw the 
following courses to the attention of teachers: 

Spring 1974 (partial list) 
CRITICAL MOMENTS IN TEACHING: Controversial Class
room issues, EE 6560; Dr. Stephen Foster and Dr. Bill Gray, 
March 2, Rm. 1007, IM. V. Scarte Bldg., UBC, $15 
STARTING POINTS IN THE ELEMENTARY CLASSROOM: 
The Practical Application of New Methods, EE 6628; Dr. Gerry 
Walsh and Ms. Lynn Zidek, 6 Wednesdays beginning Feb. 13, 
Rm. 1325, N. V. Scarte Bldg., UBC, $26 
THE EFFECTS OF POLLUTANTS ON THE MARINE EN
VIRONMENT, EE 6564; Dr. Michael Waldichuk and Dr. John 
Davis, Lecture Friday, March 22. $3, Lab Saturday, March 23, 
Pacific Environment Institute, West Vancouver, $15 for 
lecture and lab. 
ASTRONOMY FOR CLASSROOM TEACHING: Tho Celestial 
Sphere, EE 6629; Professor Janice Woodrow, Mr. David 
Roger. Mr. David Herd and Dr. Michael Ovenden, 5 Mondays 
and 2 Saturday mornings, starting March 25, Centennial 
Auditorium, Vancouver Planetarium, $26 
FIFTH ANNUAL READING CONFERENCE, EE 6668; April 5 
and 6, N. V. Scarfe Bldg., UBC 
DEVELOPING INSTRUCTIONAL MATERIAL PACKAGES, 
EE 6627; Dr. Nancy Hagerty. 
ANNUAL CONSELLORS' CONFERENCE — details t.b.a. 

Summer 1974 
CAMERAS !M THE CLASSROOM, EE 6675; Vicki Jensen, 
July 20 - 26, UBC, $35 
ROCKY MOUNTAIN FIELDTRIP, EE 6676; Dr. Jon Rau and 
Mr. Fred Gornall, August 19 - 27, Banff 
INTERNATIONAL SCIENCE CURRICULUM STUDY (I.S.C.S.), 
EE 6677, in conjunction with the Science Teachers' P.S.A., 
details t.b.a. 
THREE ART WORKSHOPS sponsored by the UBC Art 
Education Department — SPINNING AND DYEING — WALL 
HANGINGS — SILKSCREENING FABRICS. Details t.b.a. 
ORFF: MOVEMENT AND MUSIC, EE 6678; Donna Hossack 
and Birthe Kulich, starting July 29 - Aug. 9, UBC, $75 
EDUCATION OF THE MENTALLY AND PHYSICALLY HANDI
CAPPED IN SCANDINAVIA: Eyewitness Reports, EE 6679; 
Mr. Robert M. Poutt and Associates, May 31 - June 1. UBC, $15 
CONFLUENT EDUCATION SYMPOSIUM, EE 6680; July 8-19, 
UBC 
WOODCUT PRINTMAKING, EE 6681; Alllstair Bell, Aug. 12 -
23, UBC, $60 
TRAINING THE MENTALLY RETARDED IN SWEDEN, 
EE 6682; UBC, details t.b.a. 
COMMUNITY SCHOOL RELATIONSHIPS — Part I, EE 6683; 
June 7 - 8, Vancouver, $25 
LEARNING SKILLS (see Reading and Study Skills Section) 
Donald Mosedale, July 15-19, UBC, $35 and $60 
AN INTENSIVE CINEMATOGRAPHY WORKSHOP, EE 6685; 
Don Zimmerman, July 29 - August 9. Course to be located 
at Washington State University, Pullman, Washington and 
The World s Fair, Spokane, Washington 
SIMULATION MODEL BUILDING — Urban Environment, 
EE 6684; UPS Staff, UBC. $10, details t.b.a. 

READING AND STUDY SKILLS CENTRE 
Reading Improvement Courses for adults, university and 
secondary students begin the first week in July. Writing 
Improvement classes to help improve your essay writing skills 
begin the first week in July for students and adults. 

Special Summer Course for Teachers of all levels and all 
content areas: Learning Skills — integrating principles and 
techniques into your classroom learning programme. 

For further information and to register contact: 
Education Extension, Centre for Continuing Education, 
University of British Columbia, Vancouver, B.C., V6T 1W5, 
Telephone: 228-2181, local 220. 

9 

PHYSICAL EDUCATION 
IN ENGLAND —1974 

July 4 - August 24,1974 
ET 6374 

Instructor: DR. ERIC B R O O M , Assistant Professor, 
School of Physical Education and Special 
Consultant to the Provincial Government. 

The course may be taken for university credit or on an audit 
(non-credit) basis. 

The main aim of the programme is to provide participants 
with opportunities to become acquainted with current 
practices and developments in physical education, recreation 
and sports in England. 

The course is open to elementary and secondary school 
teachers, university and college faculty, university and college 
students, and professional persons actively involved in the 
fields of physical education, recreation and sports. 

Residential locations: St. Mary's College, Twickenham; 
Crystal Palace National Sports Centre, London; Lough
borough University Summer School, Leicestershire, and 
national sports centres in several parts of England and Wales. 

All participants will take the core course located at St. Mary's 
and Crystal Palace, after which they may attend optional short 
courses of their own selection. Core course content: the 
British school physical education programme; P.E. for handi
capped; outdoor activities, community-school developments 
and local and national sports centres. Options include: 
living and working with teachers in schools in Kent; outdoor 
education and camping at the National Mountain Centre, 
Plas y Brenin; dance and movement education at Lough
borough; and certificate courses in specific sports — golf, 
tennis, badminton, rugby, swimming, and canoeing. 

All evenings and weekends are free and participants will have 
the opportunity to take up to two weeks for independent 
travel. 

COST: $475 for the basic programme, including the core 
course and two options. (Additional options $60 each 
— up to 2 additional options may be taken.) 
Core fee covers tuition, accommodation and meals 
at Centres, field visits, taxes and gratuities. 

U.B.C. credit course fee and audit fee is extra 
— $1 CO for credit, $75 audit. 

Air fare — candidates are free to arrange their own 
air travel. A limited number of seats have been 
booked through Bon Voyage Travel, 1236 Avord 
Building, 777 Hornby Street, Vancouver, 687-8594. 

The approximate total cost, considering $340 for air 
fare, will be from $900 • 925. 

Interested persons should apply as soon as possible. 
Include a $100 deposit to reserve your space. For further 
information contact: P.E. In England, Education Extension, 
Centre for Continuing Education, University of British 
Columbia, Vancouver, B.C. V6T 1W5. Telephone: 228-2181, 
local 220. 
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148 From Our Readers 
150 Ni Sa Bula (Welcome to Fiji) 

Erica C. Krohman I Last summer Project Overseas ventured into the South 
Pacific. The leader of the Canadian team shares some of her impressions of Fiji 
and some of the team's experiences there. 

155 What's Really Happening to Us? 
Ronald ft. Jeffels / A perceptive look at contemporary trends in society and in 
education. The author examines many facets of life today and their effect on 
education. 

160 Is Teacher Advocacy Compatible with 
Professionalism? 
Helen D. Wise I An editorial comment by the president of the National Education 
Association. 

163 The Message of Silence 
Marjorie Mitchell I Some hard-hitting comments on how we have misunderstood 
Indian children, the debunking of several myths about Indians and their use of 
language, and an appeal to listen to what Indians have been trying to tell us 
for over a century. 

166 Nobody Fails in My Classroom 
Karlm Ftokhnejad IA Vancouver teacher who refuses to fail any student 
describes the system he uses to enable each student to proceed at his/her 
own rate. 

170 The Fears of Public School Teachers 
Daniel F. Wood I In an article that pulls no punches, a teacher in Vancouver's New 
School says teachers in the public school system are hamstrung by adminis
trators and curriculum guides, and are afraid not only of both of these, but of the 
students as well. 

175 A Matter of Opinion / Selecting Teachers 
Democratically 
L H. Qarstln 

177 New Books 
C. D. Nelson 

180 Comment / The BIG in Search of the Small 

John Dressier 

COVER PICTURE 
This month our picture is of deer fern (Blechnum spicant), whose fronds grow from one to 
three feet in height. Photograph by courtesy of MacMillan Bloedel Ltd. 
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author; p.171 — BCTF files; p.172 —John Morris. 



Prom our readers 
Principals A R E On Their Toes 

I take exception to Dr. Robinson's arti
cle in your November issue. 

The overall tone of the article sug
gests that all principals in a position for 
10 years or more are 'living in retire
ment.' I have been in my position now 
for 10 years and every year I have more 
to offer the school and the community. I 
know this because I get more experi
ence, I meet and cope with changing 
circumstances and every day produces 
new challenges that make me a better 
administrator. 

To suggest that we take tenure away 
from principals is a step backward. Why 
should they have added to their many 
difficulties, job insecurity! If term ap
pointments are.so good for principalf, 
w h ; is it that no business concern 
shoulders their administrators with this 
fear? Why have university professors 
been so adamant in obtaining tenure? 

The B.C. school district that has 85% 
of the elementary school principals in 
the same school is an indication of sta
bility and security for pupils, teachers 
and taxpayers. I see absolutely no 
reason for a principal to Ipse his tenure 
just because some young vice-principal 
is standing in the foyer. There are many 
other ways of dealing with inefficient 
administrators. 

The public is not too sure about all the 
infusion of innovative educational ideas 
and practices into the schools. I re
cently participated in an educational 
survey in our district to determine the 
publ ic 's attitude toward its present 
educational practices. It came through 
loud and clear that taxpayers are rela
tively happy with the system. They do 
notwanttoo many changes; in fact they 
would like a return to the teaching of 
the 'Three Rs' and a greater emphasis on 
discipline. 

The sparse attendance at the Bremer 
Education Commission meetings being 
held in the Lower Mainland is another 
indication that the public is generally 
content. The taxpayer is saying: you are 
the educator paid to do that job so get 
on with it. The very fact that 15 parents 
show up for a Commission meeting 
held in a school that has over 2000 stu
dents is proof that the public is gener
ally satisfied and they do not want to 
become involved. 

My point here is that many people are 
advocating too many changes in the 
schoo l system; the most famil iar 
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phenomenon on the educational scene 
is radical innovations without any real 
improvement. 

One of the great myths in education 
today is that education is in need of 
changes and innovations. Let us not to
tally destroy what we have by taking te
nure from the principals. All of us know 
that whatever we do, there are those 
who object strenuously because we are 
not doing enough of it, and others who 
object strenuously because we are 
doing any of it at all. 

As Roby Kidd says, 'Forget our bleed
ing hearts and use our bloody heads.' 
The educational leadership role is be
coming more demanding while still en
suring a wide range of learning situa
tions for an even wider range of lear
ners. We need a little stability. 
Port Coquitlam J.A. Clarkson 

On Forming New Words 
Perhaps it is my current involvement in 
the writing of a linguistics assignment 
that has p rompted this letter, but 
nonetheless, I could not help 'reacting' 
to certain aspects of Mr. Parkin's cor
respondence in the December issue. 
(By 'reacting,' I mean that behavior 
characterized by a jumping up and 
down on the spot accompanied by the 
verbalization of a phrase that, loosely 
translated, would read 'For heaven's 
sake!') 

Mr. Parkin says 'the coining of new 
words is not a matter to be undertaken 
lightly.' Fine. However, when he stipu
lates that 'it is a sensitive field of en
deavor demanding a finely-tuned ear 
and the utmost selectivity,' the first 
stages of my 'reaction' begin. (Did Mr . 
Eastman perceive his task thus when he 
introduced'Kodak'?) 

I question that the evolution of the 
English language or, more particularly, 
'the coining of new words' depends on 
such elements. Both Edward Sapir and 
Leonard Bloomfield have developed 
theor ies that do not support M r . 
Parkin's opinion. 

I, personal ly, do not exper ience 
clanging teeth or ears when I pro-

To be considered for publication, letters 
should be approximately 250 words long 
and must be accompanied by the name 
and address of the correspondent. Pseu
donyms will be used if requested. Letters 
may be edited (or clarity and length. 

nounce 'alderperson' or, for that mat
ter, 'chairperson,' aloud. Still, I am not 
implying that others come to the same 
conclusion. I suggest, however, that 
something additional to teeth or ears be 
taken into consideration. Granted En
glish prefers some rhythms to others, 
but just which these are depends on 
factors beyond those offered in Mr . 
Parkin's letter. 

The peak of my reaction is reached at 
the reference to the 'inescapable' im
plication that if English admits 'chair
person,' it eventually must also usher in 
'personkind,' I think one must justify 
such logic. Otherwise I am led to be
lieve that English would tolerate 'hice' 
for ' house ' as it al lows 'm ice ' for 
'mouse.' 

The ultimate test of a word is its abil
ity to communicate. If it is not com
municating, or if it is communicating 
with connotations that enough indi
viduals feel are tabu, it will not survive'. 
Strictly speaking, neither my reaction 
nor Mr. Parkin's concern are of any con
sequence in the final determination of 
what does or does not become included 
in the language. 
Victoria Susan McFadden 

How Do We Cope 
With Truancy? 
Naga Terada's art ic le 'Truancy — 
Reflection of Social Ills' is perhaps well 
placed in the December B.C. Teacher. 

The problems of truancy have been 
recognized by most teachers for many 
years. The research f indings of Dr. 
Tyerman, perhaps not widely read, are 
not in anyway new to teachers. I believe 
most teachers are aware of the causes 
and effects of truancy. 

Naga Terada's article does not really 
contribute much to the situation; it only 
amplifies what is already 'very loud. ' 
What I as a teacher, and I'm sure other 
teachers, would like is information on 
how to cope with the problem. 

I must strongly disagree with the im
plication that the school should assume 
the burden of social ills. Too long has 
our educational system been thedump-
ing ground for social ills. 

WhydoesnotMr.Terada spend more 
time in seeking solutions to such prob
lems, or finding ways and means of cop
ing, through appropriate societal av
enues? Why spend time and energy re
playing a very worn record? 
Prince George R. Fox 
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ASSOCIATION GROUP LIFE INSURANCE PLAN 
Available through the mass buying power of the British Columbia Teachers' Federation. 
* The Plan is endorsed by the Executive Committee of your Federation. 

Attained Age 
under age 41 
age 41 to 45 
age 46 to 55 
age 56 to 60 
age 61 to 65 
age 66 to 70 

S C H E D U L E OF INSURANCE COST 

Life Insurance Unit 
$10,000.00 

10,000.00 
10,000.00 
7,500.00 
5,000.00 
2.500.00 

Animal Premium Per Unit 
$23.00 
45.00 
93.00 
93.00 
93.00 
93.00 

members may purchase up to a maximum of 3 units 
The annual premium will change upon rite premium due date following your attaining ages 41 or 46. 

CONVERSION PRIVILEGE . . .AND WAIVER OF PREMIUM INCLUDED 

W R I T E O R P H O N E : 
Canadian Premier Life Insurance Company 

300 - 2695 Granville Street, Vancouver, B.C. V 6 H 3H4 
Phone: 736-6637 

for application form or further information 

CERTIF ICATE OF INSURANCE WILL BE ISSUED ON A C C E P T A N C E 
If the applicant has reached his 45th birthday, has a medical history or is applying for $20,000 c,r 
more of life insurance, a medical examination by a doctor of his own choice will be required, at the 
company's expense. The company reserves the right to request a medical examination in any case 
where, in its opinion, such evidence will assist in the issue of the coverage involved. 

The B.C. Teacher magazine: 
one of the many 
quality jobs produced on 
one of our high speed 
web offset presses. 
Evergreen Press is the most complete printing service 
in Western Canada, equipped to produce any print order. 
• Creative Design • Books • Magazines * Folders 
• Business Forms • Catalogues "Annual Reports 
• Directories • Brochures >» Direct Mail 

. • Computerized Phototypesetting from text, 
paper tape, mag tape. 

EVERGREEN PRESS LIMITED 
1070 SOUTH EAST MARINE DRIVE/VANCOUVER 15, BRITISH COLUMBIA/TELEPHONE 325-2231 
SALES OFFICE 901 HOMER STREET/VANCOUVER 3, BRITISH COLUMBIA/TELEPHONE 682-7722 
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Fiiian women dancing at a meke (an informal program of singing and dancing) 

At the request of the teachers' organiza
tions of Fiji, the Canadian Teachers' 
Federation last summer sent a contin
gent of 10 Canadian teachers to the Fiji 
Islands to help native teachers edit, re
write and implement new curricula in 
mathematics, science and social sci
ence. 

Fiji, a former British Crown Colony, 
became independent on October 10, 
1970 and is now known as the Dominion 
of Fiji. It encompasses more than 300 
is lands. A l though Fiji has had the 
'privilege' of colonization for nearly 100 
years, the education system did little to 
encourage independence; the type of 
schooling available was not related to 
the needs of the people, but designed 
primarily to prepare the children of col
onial government officials for further 
study overseas. 

As leader of the grou p that was sen t to 
Fij i , I had a unique opportuni ty to 
gather some first-hand information on 
various schools in the islands. During 
my six-week stay, I visited 47 schools, 
interviewed headmasters, talked to 
teachers and students and observed 
numerous classes. Al l schools were in 

°f -
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session during July and August, which is 
the Fijian winter and the last trimester of 
their school-year. 

Before I share with you my impres
sions of the education system, I should 
point out that Fiji has a multi-racial 
populat ion facing many social and 
economic problems. Apart from small 
groups of Europeans, part-Europeans 
and Orientals, Fiji is composed predo
minantly of two groups of people: indi
genous Fijians and East Indians,-

Shortly after the Deed of Cession was 
signed in 1874, Indians were brought to 
Fiji to work as indentured laborers in 
the sugar cane fields, for this kind of 
work was not suited to the ocean-
oriented way of life of the Fijians. Befo""; 
the system of indenture was terminate- \ 
in 1916, over 40,000 Indians had chosen 
to remain in Fiji. These new settlers had 
outnumbered the indigenous island 
population by the time Fiji received its 
independence in 1970. 

Over90% of the Indian population to
day are Fiji-born and consider Fiji their 
homeland. Unfortunately,- the colonial 
government did everything in its power 
to keep the Indians end the Fijians 

apart. The resuit is a dual-cul ture 
noticeable in all phases of life, not the 
least of which is the education system. 

While the Indians are hard-working, 
ambitious, goal-oriented, thrifty/and 
most anxious to emulate the ways of 
Western man, most of the Fijians have 
remained very easy-going, friendly and 
hospitable, trying to preserve their way 
of life rather than pursuing a life-style 
that is alien to their nature. I do not wish 
to criticize or glorify either way of life, 
but merely want to stress the fact that 
the happy, complacent Fijian has no
thing in common with the industrious, 
commercially vigorous Indian. 

The school system reflects two totally 
different value systems. Even though 
many schools claim to be multi-racial, in 
reality there is very little integration, 
especially not in the first eight grades. 
Both the Fijians and the Indians conduct 
the first four years of schooling in the 
vernacular, Bauan for the Fijians and 
Hindustani or-'- 'rdu for the Indians. 
English is introduced as a subject from 
the first year in all schools. 

Only 5% of the schools are r i i j by the 
government and about 15% by mis-
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A yaqona ceremony is a Fijian sign of hospitality. 

A typical bure at the foot of Mount Victoria. 

These are the pupils and teachers of an Indian girls' government school. 
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sions; the remaining807r are individual* 
committee-type schools operated by 
local, concerned citizens in a given 
area. All non-government schools at 
present charge tuition fees ranging 
from $6.00 to $18.00 a year. The De
partment of Education aims to provide 
10 years of free schooling for all 
children. Last year Grade 1 was tuition-
free; this year Grade 2 will be included, 
and by 1982 the first 10 years should be 
free of charge for all students. 

Many of the outlying areas had no 
secondary schools. A start has been 
made on improving the situation by es
tablishing 20 junior high schools lead
ing to the completion of Grade 10, when 
students take the Fiji Junior Certificate 
examinations. Those fortunate enough 
to have a full high school in the vicinity 
can write the New Zealand School 
Certificate examinations at the end of 
Grade 11 and the New Zealand Univer
sity Entrance examinations at the end of 
Grade 12. 

Unfortunately, the upper level high 
schools are almost exclusively 
academic. The standard timetable of 
senior high school students includes 
English, mathematics, geography, 
physics, chemistry and biology. Com
mercial, technical, vocational and ag
ricultural education are available only 
in the main centers. 

Post-secondary education started 
only in 1968 when the University of the 
South Pacific came into existence. This 
university serves not only the Fiji Is
lands, but all the islands of the South 
Pacific. So far the university has only 
three schools: the School of Social and 
Economic Development, the School of 
Natural Resources and the School of 
Education. The first two offer three-year 
diploma courses while the School of 
Education has gone beyond the dip
loma and now offers a four-year degree 
program. The university graduated its 
first student in 1971. Needless to say, 
relatively few senior high school 
teachers hold degrees and most of 
these have graduated from overseas 
universities. 

From kindergarten right through to 
the end of high school, the attitude to
ward learning in the Fijian schools dif
fers greatly from that evident in the In
dian schools. Indian classrooms tend to 
be traditional, over-disciplined and 
completely teacher-dominated, while 
the atmosphere in Fijian classrooms is 
far more relaxed and students are more 
actively involved. The different at
titudes must be seen and judged against 
the different cultural backgrounds of 
the people. 

Lack of fraternization and intermar
riage continues to keep the Fijsans and 
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Indians almost completely apart. Trying 
to preserve a cultural heritage is a com
mendable endeavor, but not exactly 
conducive to nation-building. 

The new independent government 
aims for a multi-racial society in Fiji, but 
so far the efforts have been mere to
kenism and the results hardly discerni
ble. The line of demarcation is obvious 
in all aspects of life, not just in the 
rchools. 

Two teachers' organizations separate 
the Fijians from the Indian teachers and 
only for purposes of salary negotiations 
do the two groups present a united 
front. This year for the first time, the two 
parties joined in a new enterprise, their 
request to CTF to send Canadian 
teachers to help in Fiji. CTF complied 
with the request and selected 1" 
teachers from various provinces, wtv 
volunteered to serve in Fiji. 

Whether or not we made a worth
while contribution will be for the host 
country to decide, but all of us have 
been exposed to many new learning 
situations and have benefited from var
ious experiences. 

After two weeks of orientation and 
teaching at the University of the South 
Pacific and the Nasinu Teachers' Col
lege in Suva, our group traveled by 
plane, boat or car to far-away outposts, 
where we conducted in-service courses 
for local teachers in mathematics. Three 
teachers remained at USP working as 
science and social science resource 
writers in collaboration with United Na
tions Development Program personnel. 
Our teachers were well received and 
their expertise was greatly appreciated. 
Both the Fijian and Indian teacher 
organizations in the outposts were 
eager to entertain us and frequently 
arranged short trips for the late 
afternoons and evenings. 

f t 
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Canadians Were Made Welcome 
A typical Fijian welcome, a yaqona 

ceremony, was carried out in our honor 
-several times. This ceremony is a tribal 

ritual and very important in Fijian life as 
a sign of hospitality and friendship. The 
guests were seated in order of rank op
posite a group of Fijians squatting on 
mats on the floor. Yaqona, also known 
as fcava, is made from the root of the 
pepper tree that grows all over the is
lands. The roots are grated and 
pounded into a fine powder, which dur
ing the ceremony is mixed with water in 
atanoa, a shallow bowl. The mixture has 
the appearance of muddy-looking 
water, and has very little taste to it. Ya
qona is a non-alcoholic beverage, but 
when taken in excessive amounts has a 

• i deadening effect on the tongue. 
Aftera short, serious-soundingdialog 
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Mrs. Krahman received i tabua at the official welcoming ceremonies. 
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between the chief and some of the el
ders, the drink is presented in a bilo, a 
half coconut shell, to the first guest of 
honor, who is expected to clap twice 
before grasping the bowl and draining it 
in a single draught, whereupon the na
tives cry out in unison 'maca' (it is 
drained), and clap their hands. All the 
other guests are served one at a time, 
each performing the same stylized 
ritual. 
• - While the yaqona ceremony is known 
and practised throughout many of the 
Polynesian islands, the presentation of 
a tabua, a whale's tooth, is unique to 
Fiji. To show the utmost respect on very 
important occasions, the leader of a vis
iting group is presented ceremonially 
with a tabua. A beautifully polished 
tabua attached to plaited handles of 
sinnet now graces a wall of the Cana-,, 
dian Teachers' Federation office in 0\ ' 
tawa. 

Tabua have great significance in Fijian 
life; they are still exchanged at wed
dings, births and deaths. Export of the 
tabua is strictly prohibited, and only on 
rare occasions are licenses granted by 

. the Secretary of Fijian Affairs for takinga 
tabua out of the country. 

The Indian equivalent of welcome is 
the salu-salu ceremony, in which each 

V 

guest is garlanded with a flower lei 
woven from the multitude of flowers 
growing in abundance all over the is
lands. 

One of the highlights for the Cana
dian teachers was an invitation to an 
Indian wedding. Over 400 guests were 
seated around an elaborately canopied 
12' by 12' open-wailed tent wherein the 
ceremony was performed by a Hindu 
priest. The marriage had been arranged 
by the parents of the 16-year-old bride 
and the 25-year-old groom. 

The bride's fairy-tale-like red silk 
gown, embroidered with gold threads, 
contrasted sharply with the ordinary 
business suit of the groom. The bride 
was adorned, as an endowment from 
her parents, with a massive 22-karat 
gold necklace, bracelets, rings, anklets 
and ornaments for her hair. A picture 
from the 1001 nights could hardly do 
justice to the sparkling display of gold 
worn by the young girl. 

While a wedding ceremony is usually 
a happy event, this one had a definite 
tone of sadness to it. Tears trickled 
down the young bride's cheeks when 
she attentively listened and spoke her 
marriage vows. Maybe she shed tears of 
joy, or perhaps they were tears of sor-
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RONALD R. JEFFELS 

A perceptive look at contemporary trends in society and in education. The 
author examines the technological revolution, the student unrest of the '60s, the 
revolution in morality, the interest in Eastern religions, the renaissance of 
'sciences' considered dead since the Middle Ages, a flight from rationality to a 
new kind of romanticism, the rise of the anti-hero, the dependence on commit
tees, the population shift to the cities, the ecological movement, and the effect 
of these and other societal trends on education. 

I want to do ' u !o lcnce to thf. accepted 
idea of change hy pretending that it can 
be ascribed tr> a precise moment in time 
and space. There are, of course, no ab
rupt shear-lines in the course of human 
events: or.e historic mood slips slowly 
into the next, almost imperceptibly, and 
we perceive that movement only from 
the vantage point of retrospect. 

But for my own purposes, I shall pre
tend that there was an abrupt shifting 
and shearing in the events of a recent 
past, traceable to a particular moment 
in the early summer of 1945 when an 
American bomber crew rained a new 
kind of fire on the Japanese mainland. 
The act was horrendous in its implica
tions, so mind-staggering that very few 
of us were able to comprehend the 
enormity of the venture. 

That single episode proved in a most 
poignant and dramatic way what could 
be done when men of great theoretical 
knowledge and novel ski l ls were 
brought together in a critical cluster, 
with all the buildings, laboratories, in
strumentation and managerial skills re
quired for one enormous adventure of 
the mind. For in a very few years, such a 
combination of marshaled forces had 
given practical application to theories 
about the div is ib i l i ty of the a tom, 
theories that had exercised the atten
tion of man for long years. 

The physical shock of the bombs 
dropped on Hiroshima and Nagasaki set 
up vast, rollingwaves of psychical force. 

Mr. leffels is anujsociate professor 
in the Faculty of Arts and Science, Universi'y 
of Victoria. 

Those who shared the moment felt that 
a new era had been born, and we specu
lated about it over German schnapps 
and Canadian grapefruit juice (a witch's 
brew) in the messes and rest centers 
that spread across Europe. 

Sober or slurred, we could not have 
imagined by wildest speculation what 
would happen in the next quarter cen
tury. Microcircuitry; television; speed 
beyond comprehension; a new science 
of geriatrics to prolong life; a new art of 
pediatrics to ensure life; the conquest 
of disease through a chemical revolu
t ion; control of conception; surgical 
transplants; artificial organs; machines 
that replace muscle power and other 
machines that do the work of the lower 
processes of the brain; vast, sweeping 
changes in human behavior and the so
cial institutions meant to promote or 
contain it; and everywhere rol l ing, 
tumbling, violent change — the whole 
culminating in the greatest exploit of 
man — flight into space with the first 
human reaching out to bury his hands in 
the deep, dark, red dust of the moon. 

Such achievements brought a new 
and strange glory to the physicist, the 
chemist, the astronomer, the engineer, 
the physician, the technologist. We 
began to talk about the second 
scientific revolution and the need for 
more and more young North Americans 
to train themselves to the highest level 
of their capacities, not only to meet the 
demands for novel technologies and 
the new frontiers of science, but also to 
compete with powerful and aggressive 
nations that shared neither our political 

philosophies nor our ethics, and that 
threatened to outstrip us. 

Time narrowed down. The years of 
the '60s were hurr ied, compressed, 
u rgent. The students at our colleges and 
universities had a new chemistry of the 
blood. Suddenly, Alma Mater ceased to 
be a benign and comfortable dame, 
heavy-breasted with knowledge and 
wisdom; she became instead, for a new 
generation, a tattered harridan of sus
pect morals, jaded principles and out
moded ideas. 

By the end cf the decade, campuses 
everywhere were scenes of violent and 
acerbic student unrest. Everything 
came under attack: admission require
ments, examinations, lecture methods, 
grading, committee structures, univer
sity government. The new battle-cries 
were) r relevance, for participatory 
democracy, for universal accessibility;' 
the cries were never more clamorous or 
polysyllabic. 

The battle was joined, more often for 
the sheer pleasure of the engagement 
than for j-ny real desire to win. At the 
same time, the faculties began their 
endless debates over tenure, terms of 
employment and, of course, academic 
freedom — with all its strange mosaics 
and arabesques. 

In the 1970s we are the direct heirs of 
that aimosphere in education. Those 
years are still upon us, and coinciden-
tally there has been a revolution in mor
als and morality. That revolution was 
consequent upon an explosive change 
in knowledge in general and in 
scientific knowledge in particular. Its 
genesis may be t raced also to 
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artificially-engineered change, the re
sult of the need to scrap, destroy and 
declare obsolescent physical things in a 
society whose economic buoyancy de
pends upon ever- increasing c o n 
sumerism. 

Science tends to be profligate; when 
the theory or the hypothesis is proved 
outmoded, it is cast aside with little re
gret, replaced by other ideas that better 
fit the observed data and the experi
mental results. This jettisoning process 
goes on endlessly, and the concepts 
that are set aside become little more 
than curiosities in the museum of sci
ence, gathered together, recorded and 
filed by historians interested in man's 
intellectual history. 

In reality, if science were not so 
brutually honest in discarding worn-out 
and tattered information, we should 
still be teaching alchemy, astrology, di
v ina t ion , sorcery and wi tchcraf t ; 
pseudo-sciences dead since the Middle 
Ages, but that have had of late an amaz
ing renaissance among those who tend 
to reject rationalism in favor of a new 
romanticism. 

There Is A Science Of Living 
If science can scrap ideas, why can 

moral ideas not be cast aside in a paral
lel way, and with the same apparent 
ease? The ch i ld ren of the second 
scientific revolution find it difficult to 
believe that a moral and ethical code 
designed 2000 or more years ago for 
wandering Hebrew tribes can have di
rect application to the world of 1972. 
The picture becomes even cloudier be
cause no one can apply experimental 
methods in the area of human morality 
and ethics. 

But there is a science of living, a sci
ence that is based upon empiricism, 
even though it is rather difficult to exp
lain to contemporary young people. 
The codes established in the Decalogue 
and the Beatitudes, or in the sacred writ
ings of other great religions, are in real
ity the distillate of countless genera
tions of human experience. They are 
the bones to which the flesh and the 
body politic is attached. 

In consequence, there has been a 
moral revolution. We have seen a new 
liberation of the flesh: in the popular 
culture, on the motion-picture screen, 
or within the cello-wrapped covers of 
the skin-books, sex becomes a spec
tator sport, a peep-show for giggling 
on-lookers who share the moment vic
ariously. We have seen r, range of ex
pression that continues to dumbfound 
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many ot us: scatology and obscenity 
worthy of a Rabelais, but lacking his 
muscular honesty and directness of 
statement. 

We have been eyewitnesses to the 
destruction or the disintegration of so
cial institutions that once looked as 
solid as marble. We have seen the rejec
tion of ideas and ideals based on the 
conventional wisdom. The old men of 
the tribe, the mandarins, have been 
rather savagely mauled in the new as
sault because their doctr ines seem 
outmoded and their progress tortoise-
gaited to many young people in the 
sixth and seventh decades of this cen
tury. 

If there are no absolutes left, and if 
God is dead, much of the mystery is 
removed from life, yet in my opinion 
human beings are not able to live with
out mystery, without yearnings, with
out aspirations. Among the young we 
have witnessed a quickened interest in 
the religions of the East, religions tF 
have novel appeal and that attract, 
possibly, because they are differt 
from Christianity. 

At the same time, as I have men
tioned, we have seen the renaissance of 
strange sciences considered dead since 
the Middle Ages — occultism, the black 
arts, witchcraft, Satanism, divination, 
astrology and a host of other wondrous 
arts. These beliefs are the more difficult 
to understand when one considers that 
they are held by a substantial number of 
people who live in an age that is above 
all else both scientific and technologi
cal. 

Belief in such dark sciences is cou
pled with a flight from rationalism and a 
return to a new kind of romanticism. It 
may be that our schools and universities 
have over-emphasized the role of the 
rational in the experience of men to the 
neglect of other forces that influence 
though!, feeling and emotion. Since the 
days of Descartes we have held to the 
bel ief that most human prob lems, 
whether they be private or public, can 
be solved, if only we will apply to them 
the powers of the intellect. Chaos will 
yield to order if men.will only accede to 
the vision. 

We Have Neglected The Spirit 
The Cartesian method of analysis and 

synthesis has been prominent in West
ern education for the last three hundred 
years; and perhaps we have tended to 
lose sight of the declaration made by 
another great French philosopher of the 
17th century, Pascal, who observed that 
the heart has its reasons that the head 
cannot comprehend. Perhaps we have 
dealt too little with the imprecise, the 
non-quantitative, the hazy, the subtler 

boundaries of tlie spirit. 
Over (he last decade or more, West

ern literature has been swept by the 
concept of the ant i -hero. That 
phenomenon in the nove l , in the 
cinema, in the television drama is to me 
clear evidence of tlie decline of leader
ship in contemporary society. The 
anti-hero does not carry with him a clus
ter of virtues that can be admired by the 
reader or the viewer. O n the contrary, 
he is the outsider, the deviate, the aber
rant, the divinely-disturbed. He pays 
obeisance to no accepted ethical stan
dards, to no imposed code of behavior; 
he is one of the myriad parts in a frag
mented society. 

The anti-hero is quite incapable of ex
teriorizing his emotions in words. At his 
very best, Marlon Brando (who typifies 
the ant i -hero) expresses his most 
deeply- fe l t , burn ing emot ions by 
means of shrugs, tics and gestures. Now 
<nd then he allows himself a basic 

nosyllabic grunt, but on the whole 
<is fail him because thought fails 

. i. 

The contemporary leader finds it 
difficult to carry out the missions given 
to him, in whatever sphere of activity he 
may be engaged. He is permit ted 
neither decisiveness of action nor indi
viduality of plan. He is hedged in and 
contained by a whole series of checks 
and balances. I am no believer in the 
progress of civi l izat ion based upon 
We leave to other agencies the child's education 
ethics, religion, aesthetics, and an understanding 

mass-action. I continue to cling to the 
belief that ideas advance and societies 
are tranb: jrmed on the basis of the in
tel lectual energies of a very small 
number of human beings. The leveling 
processes of the democratic action 
threaten to sweep us all under the soft, 
shifting sands of mediocrity. 

We expect a gross identity among us 
all, a family likeness, a tribal resemb
lance. To contain the leader we have 
invented the committee system, or its 
equivalent in a variety of forms. I realize 
full well that the concentrated intellec
tual energies of a group of human be
ings may produce more efficacious re-
suits than inquiries by a single mind. 
However, we have been driven to ex
travagances. Committees deal in com
promise. They do not seek the best sol
ution or the most beautiful solution; 
they endeavor to find a modus operandi 
l ' at will satisfy all. Committees believe 
:", the doctrine of distributive blame. 

Committees are slow — pathetically 
slow — to move. They engage in convo
luted debate and in angled argumenta
tion; they emit bulbous declarations. 
The oldest device known to the politi
cian and the administrator is the com
mittee of inquiry or the Royal Commis
sion: there is nothing like a full-scale 
committee with supporting staff, re
searchers and wri ters to bury any 
human problem. 

in such fields as morals, 
of the human spirit. 
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Warn 

In their 12 years of school, what shall we teach children 
who will live perhaps lo the middle of the next century? 

The physical and ph i losoph ica l 
changes I have attempted to describe to 
this point have been paralleled by rapid 
transformation in the human habitat. 
The last 30 years have seen mass flight 
from the land and the small town to 
great cities, where people coagulate 
primarily on the basis of economic in
terest. Most Canadians and Americans 
now live in vast pools of human beings, 
in sprawling urban complexes, and in 
such collectivities men feel that their 
traditional connect ions with nature 
have been severed. 

In brief, we have lost our peasant 
lines, and only within the last few years 
have we become alarmed abV ut the de
struction of land by housing develop
ments, industrial installations, com
mercial operations and, of course, the 
car. There are lobbies everywhere now 
for parkland, green-belts, access to 
lakes, rivers and oceans. 

Man is exploit ing the ancient re
sources of the earth in a way that puts 
him on a collision course with the forces 
of the natural world. He plunders the 
sea, mineral deposits, forests, the fossil 
fuels. We are aware of the destruction 
of our physical environment and the 
slow decay of many of the things we 
love, respect and cher i sh . O u r 
ecologists call attention almost daily to 
that decay. Consumption in the great 
cities develops at a frightening rate, and 
so does the waste and pollution that an 
industrialized and mechanized civiliza
tion daily pours out. 

Bigness diminishes man, strips him of 
his individuality; but coupled with big
ness is another force that exacerbates 

conditions — the centralizing tendency 
in most of human life today. In nearly all 
countries, federal authorities are ac
quiring powers that once belonged to 
subordinate governments. As power 
and control are centralized, the indi
vidual feels less and less responsible for 
his own destiny, light-years away from 
the men who make decisions about his 
life and from the agencies that control 
his existence. 

Centralization is apparent not only in 
government, but also in the great cor
porations, in finance, in marketing, in 
manufacturing, in social services, in 
educational institutions. And with it has 
come the overwhelming influence of 
systems, procedures and processes, all 
of which are largely dependent upon 
the earlier tribe of computers and the 
progeny they have left for 1973 and the 
years that follow. 

Education is not at ease in this new 
atmosphere. It may be that there is pre
cious little to say about the principles 
and philosophy of education. Those 
particular fields seem to have been 
wel l -ploughed, well-harrowed, wel l -
raked and, above all, well-fertilized. 

More often than not we are involved 
in stating and re-stating the obvious, 
but in words that become more and 
more incomprehensible. To conceal 
the old ideas, the ideas that go back to 
the G r e c ' a n d notably to Plato, we put 
them in new and novel disguise. 

The waste and pollution thal'an indus
trialized and mechanized civilization daily 

pours out develops at a frightening rate. 
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• lii principle and in general, the public 
system of education in any nation has a 
variety of goals. In Western civilization, 
nearly all systems of education start 
with the individual and his needs and 
aspirations as a spiritual creature. If we 
believe in the essential nobility and dig
nity of all human beings, irrespective of 
their natural endowments, society must 
perforce guarantee a system in which 
the individual may find his true level. 

The system must be so flexible in its 
goals and intentions that within it are 
provisions for the widest range of indi
vidual differences, aptitudes, abilities 
and desires. In other words, Western 
educational philosophy is based upon 
the assumption that the individual must 
be able to transform himself and find 
just and appropriate outlets for what
ever talents he may possess. 

This idea is also concerned with the 
training of young people for citizen
ship, because in a democracy, with the 
one-man-one-vote theory, it is not pos
sible to build for the good unless the 
electorate is literate and at least partially 
knowledgeable about the many subtle 
and complex problems that confront 
contemporary society. The major func
tion of the school or the university is to 
give the student social and cultural aw
areness, without, however, inculcating 
in him any particular code of ethics or 
any particular political philosophy. 

At another level, society provides 
education so that the heritage of learn
ing, so hard-won across so many cen
turies of human experiment, may not be 
lost. Most of the work teachers do daily 
is concerned directly with this transfer 
of a learned cultural heritage, and by 
such instruction a society and. people 
attempt to guarantee their own con
tinuity. 

In the classroom we tend to teach, 
almost solely, the disciplines based in 
empiricism — those things that can be 
measured quantitatively or chronologi
cally. We leave to other agencies the 
child's education in such fields as mor
als, ethics, religipn, aesthetics, and an 
understanding of the human spirit. 

And finally — and here I doubt very 
much that we are carrying out our real 
mission — any system of education 
must al low for the development of 
those who are unusually gifted intellec
tually. 

Too little attention is paid in our 
schools and universities to the truly dis
tinguished. In the sub-culture of the 
secondary school and the university, 
those who seek to excel are often 
looked upon with suspicion, as though 
somehow they were refusing to accede 
to the norms of standardized conduct. 

Certain forces in society se.vn to want lo undermine the aims of education, 
among them television, advertising and what masquerades as literature. 

And these are lonely people simply be
cause they have a different chemistry of 
the blood. 

The teacher and the professor usually 
direct their instruction to the mean or 
the mode and only very rarely to those 
who stand far on the right of the curve 
of distribution of intelligence. Indeed, 
more attention is given to those with 
learning disabilities than to those who 
are truly endowed intellectually. 

As an exercise, you may wish to select 
a dozen calendars at random from the 
universities of Canada and turn to the 
pages in which the offerings of the Fa
culty of Education are set out. You will 
find a host of specialized courses in 
methodologies dealing not with the ex
ceptionally bright child, but the child 
who suffers learning inadequacies of 
one kind and another. 

I have mentioned the decline of lead
ership in the 20th century. I see our 
refusal to concentrate on the truly ex
cellent as yet one more example of our 
attempts in North America to produce 
homogenized human beings. A sub
stantial number of people who leave 
universities without complet ing de
grees are not idlers, not womanizers, 
not card-playing sloth?, but rather those 
of exceptional capacities who do not 
find within the university satisfactions 

for the mind or pleasures for the soul. 
It would take a seer or a prophet to 

know what will become of man and his 
society a half-century from now. We are 
dazzled now by the rate and speed of 
change in ever/thing that we do and in 
everything that bears upon our day-by-
day lives. Not even our best writers of 
science fiction can really forecast for us 
the strange frontiers and limits of to
morrow. 

But the brutal reality is that nearly 
every reader of this magazine is as
sociated with children who wil l live 
perhaps to the mid-point of the next 
century. What should we teach those 
children in their 12 years of schooling 
and their four years of university that 
will be valid, efficacious and useful for 
that remote yet terribly near future? 

The burden on the curriculum plan
ners is horrendous, and any teacher 
conscious of his mission worries over 
what his students should know and 
agonizes about the time he has at his 
disposal to ensure that the goals can be 
met. Every September, when I leave my 
first class, the idea nags at me that I am 
already behind and no matter how great 
any sense of urgency may be, I shall 
never be able to accomplish what I 
should. 

Continued on page 173 
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I am a teacher advocate. 
For 18 years as a junior high teacher, I 

devoted my energy, time and efforts 
toward the improvement of education 
and the teaching profession. 

I worked outside the classroom rep
resenting teachers and inside the class
room on behalf of children. 

I spent long hours at the bargaining 
table for my local association; I led a 
demonstration of thousands of teachers 
against a do-nothing legislature; I par
ticipated in dozens of strike rallies and 
all-night bargaining sessions; and I have 
been on many picket lines. 

Inzhort, I am a militant. 

During this same period I was in
volved in hundreds of workshops and 
in-service programs. In the past 10 
years, I completed my doctorate, de
veloped an innovative program for indi
vidualized instruction using an articu
lated team approach , and wrote a 
course of study with text for slow lear
ners. I sponsored student council ac
tivities, chaperoned school picnics and 

. dances, and spent many hours counsel
ing youngsters. 

In other words, I am a professional 
teacher. 

I maintain that spending time at the 
bargaining table working very hard to 
secure full rights for my fellow teachers 

Tfie author is president of the National Educa
tion Association. This is an edited version of the 
editorial in theSept:-Oct. 1973 issue of Today's 
Education, the journal of the NEA. It is edited 
and reprinted with the permission of the writer 
and Today's Education. 

as employees does not mean that I am 
less professional when I enter my class
room. By serving as an advocate for 
teachers through my organization, I do 
not lose or abandon my education, my 
experience, my ability, and my desire to 
communicate wi th ch i l d ren , or my 
commitment to those youngsters. 

In fact, the reverse is true, for by ap
plying my experience, knowledge, and 
support to my Association's determina
tion to improve education and the pro
fession, I fulfill a truly professional 
commitment. 

/ am an activist. 

Whi le it is recognized that many 
teachers throughout the nation are 
similarly dedicated, some would at
tempt to separate professionalism and 
militancy, contending that teachers' or
ganizations cannot be both an advocate 
organization and a professional society. 

Those who make Xych a contention, I 
fear, have been intimidated too long by 
administrators and school boards that 
have branded teacher mil i tancy as 
und ign i f ied . H o w many activist 
teachers have heard that trite expres
sion, 'I believe your attitude is unpro
fessional,' from someone in the heirai •, 
chy when a colleague courageously 
voiced his convict ions! To manage
ment/being professional is doing what 
you're told and not questioning higher 
authority. 

Today, the teachers' concept of their 
role in society has changed, fortunately, 
and they have determined that their or
ganizations change with them. Accord
ingly, those organizations are becom

ing as strong ar-.d powerful as they are 
large because they are responding to 
the needs and demands of the changed 
professionals they represent. 

The professional classroom teacher is 
no longer the quiescent, compliant 
teacher of 30 or even 20 years ago. He is 
no longer automatically a professional 
because he is a teacher; he is a profes
sional because he commands the re
spect of his peers, his students, and his 
community. 

He has earned that respect because 
he is better prepared; he has more ex
pert knowledge about the subject he 
teaches than does the school board 
member who seeks to rule h im; he is 
determined to be involved in the policy 
decisions which affect his welfare as 
well as his teaching conditions; and, 
most importantly, he wants a career as a 
teacher, for he knows that to work in 
the classroom with children is to be at 
the heart of the educational process. 

But reaching this stage has required 
militancy, for it has meant forcing two 
dramatic changes — moving people 
from a plane of apathy to a stage of 
activism and upsetting the power struc
ture which has thwarted the teacher 
movement. 

In a recent study, Ronald G . Corwin 
of Oh io State University found that the 
initiative-taking teachers — the truly 
professional teachers — were the most 
militant leaders. He concluded that one 
reason for this is the fact that specializa
tion has given teachers more power: As 
teachers become more specia l ized, 
administrators and laymen become less 
competent to supervise them. 
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A n examination of the growth of 
teacher organization strength bears out 
Corwin's findings. As teachers have be
come more activist-oriented, their or
ganizations have become more power
ful and influential. . 

Now, the muscle of teacher organiza
tions must be used to become politi
cal ly effect ive in every e lect ion 
throughout the country, to improve our 
professional status, and to establish and 
enforce standards in all areas which af
fect the quality of teaching and educa
t ion. 

At the same time as we become ac
tivists, our profession, like all others, 
must not reject the responsibility for the 
quality of what the individual prac
titioner does. Yet if teachers are to be 
held accountable, they must have the 
right to set standards and then have the 
authority to hold school boards respon
sible for adhering to them. A close ex
amination of whether employers or 
employees are more likely to violate 
school laws reveals that teachers gener
ally are the ones who uphold regula
t i ons , a n d , i ndeed , most laws are 
enacted to protect teachers and the 
public from unscrupulous actions by 

"school boards. 
it takes teacher activism to enact pro

fessional practices and standards legis
lation because school boards, school 
administrators, and state departments 
generally oppose such laws, preferring 
instead to have the freedom to manipu
late certification regulations for their 
own purposes. 

History shows that most of the im
provements in the teaching profession 
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have come about because teachers 
fought for them. That teachers have not 
done better up to now has been the 
result of an ineffective power base. 

However, as teacher activism grows, 
teacher power is strengthened. While 
teachers continual ly seek improved 
financial and economic status — and 
will succeed in achieving these goals — 
they will not sit quietly by and accept 
intolerable teaching conditions or re
main mute when school boards fail to 
provide adequate, up-to-date teaching 
materials and facilities. 

Teachers must be adamant about im
proving education for all children. They 
must convince the public that it is very 
right and very professional for teachers 
and teacher organizations to stand up 
for what is best for education and the 
children they teach. In fact, it is my con
viction that to do otherwise is unprofes
sional. 

I am no less committed to good edu
cation because I have been on a picket 
line, nor am I less dedicated to good 
teaching because I have been labeled a. 
militant or an activist. 

I contend that activists are less willing 
to moonlight in order to feed their 
families, thus reducing their ability to 
teach adequately the next day; less wil
ling to leave teaching as a career for 
better paying administrative positions 
or some other noneducat ional en
deavor; and less wil l ing to accept in
adequate facilities and poor working 
conditions. 

Conversely, activists are more dedi
cated, more committed, more deter
mined, through their organizations, to 
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bring about changes in the power struc
ture of the educational hierarchy that 
they know must be achieved. 

Professionalism is not synonymous 
with apathy, acquiescence, and passiv
ity. The professionalism we espouse is 
one of deep personal and professional 
commitment which will determine the 
educational destiny of children. 

Thus it is my belief that teacher ac
tivism is more than compatible with 
professionalism — it is synonymous! 

John F. Kennedy once said that our 
greatest adversary is our own unwil
lingness to do what must be done and, 
on another occasion, said that 'things 
don't just happen, they are made to 
happen and they are made to happen by 
all of us.' 

One of the most important aspects of 
our professional activist responsibility 
is to provide the leadership to make 
things happen, to become involved, to 
get things done, to speak for all mem
bers. This means willingness to take 
stands, to make changes, to be different -
and creative, to provide answers to 
problems, to speak out — to be ac
tivists. 

Our ultimate power and our respon
sibi l i ty w i l l be determined by our 
choices. There can be no deviation from 
our singleness of purpose, no lack of 
commitment to truth. The task is great, 
but the alternatives are unthinkable.cwJ 
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Some hard-hitting comments on how we have misunder
stood Indian children, the debunking of several myths 
about Indians and their use of language, and an appeal 
to listen to what Indians have been trying to tell us 
for over a century. 

MARJORIE MITCHELL 

In connection with my work for the 
British Columbia Indian CulSural Project 
at Camosun College, I have been read
ing widely about Indian education, and 
I have observed some interesting things 
about how non-Indian educators write 
about Indian school children. 

I have noticed that writers tend to 
refer to Indian education as 'a problem' 
or 'a tragedy' and that they write about 
Indian children in the same way, as 
problems, drop-outs, failures, slow-
learners, or, more politely, a: 'children 
with learning difficulties.' 

O n the other hand, I cannot recall an 
article entitled, 'The Pleasures of Teach
ing Indian Chi ldren, ' or 'How Indian 
Children Succeed,' or even 'The Prom
ise of Indian Education.' 

Of course, I haven't taught too many 
native children, but I have had consid
erable informal contact with them, out
side of the schools, and that contact has 
been delightful. I have found them, 
generally, gregarious, inquisitive and 
very o p e n , f rom pre-schoo le rs to 
teenagers. I have taught native adults, 
and that has been one of the most re
warding and stimulating experiences of 
my life. Undoubtedly, I have learned 
from these adult native students far 
more than I have taught them. Yet, they 
are supposed to be the unteachables, 
the casualties of our education system, 
the drop-outs. 

Once they have identified the prob
lem, educators usually propose a theory 
to explain why the problem exists. The 
theories get pretty involved and com
plex, but usually go something like this: 
the Indian student is a problem because 
of his poor home environment; he is a 
failure because he has no culture; the 
Indian child is between two worlds; he 
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is cul tural ly depr i ved , cul tural ly 
deficient, or socially disorganized. 

One of the newer theories is that the 
Indian child is unable to learn because 
he is non-verbal; he cannot communi
cate. The ch i l d has a language 
deficiency, in part because he has no 
culture, in part because his parents 
can't talk either. The Indian child goes 
to school, and each year his ability to 
communica te gets worse unt i l , by 
Grade 8 or 9, he is so deficient in lan
guage skills that he gives up and drops 
out. 

Thus, we have the image, created by 
educators, of the Indian child who is a 
problem, the silent Indian child who 
cannot communicate, whose parents 
cannot communicate, whose culture is 
dead. 

After educators have identified the 
problem and explained it, they go on to 
propose solutions. I don't intend to dis
cuss the solutions, for none of them has 
ever worked. But all of the solutions 
have one thing in common: they re
quire that the Indian child must change. 

He is the problem, and he must be 
remade in a new image. His behavior 
patterns must be altered so that he will 
no longer be a problem to his teachers, 
to the education system, to the tax
payer, to Canadian society. Whatever 
the solution, it involves creating a new 
and less troublesome Indian. 

I intend to concentrate on the impli
cations of this theory that The Indian 
child is non-verbal and suffers from that 
terrible disease labeled by two Univer
sity of Victoria educators as 'Cumulative 
Language Deficit." 

In other words, the Indian child isn't 
learning because something is wrong 
with him. What is wrong is that he is 
poor in verbal skills, he cannot com
municate effectively, he is linguistically 
deficient. Educators know that the 
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Indian child is lacking in linguistic 
competence because he doesri't talk. 
• And most teachers and educators 
seem to be convinced that children are 
not learning if they are not talking. Even 
when the child does talk, his English is 
so deficient that no one can understand 
him. 

First, I would like to suggest that this 
theory is pure, unadulterated non
sense. Second, I think that theories like 
this one about cumulative language 
deficiency in Indian children are based 
on three false assumptions, three myths 
that non-Indians have come to believe 
about Indian people. 

The first myth is that Indian people 
didn't have a proper language before 
the European arrived. They communi
cated, supposedly, only with a series of 
an imal - l ike grunts or wi th b lood 
curdling war cries. You can read about 
this myth in our textbooks, in novels, 
and even in newspapers and 
magazines. 

Still common are stories about how a 
renegade Indian terrorizes a missionary 
or a group of Mounties, utters only a 
snarl, or says 'Ugh, ' or something else 
not quite human. 

I was at a meeting a few years ago and 
was introduced to a group of elemen
tary school teachers. Someone men
tioned I had written a dictionary of the 
Songhees Indian language, and one of 
the teachers looked at me, somewhat 
defiantly, and said, 'That's impossible! 
Indians didn't have any language until 
Columbus discovered them.' 

When I had assured her that native 
people on this continent did indeed 
have over 500 fully developed lanr 
guages, with complex grammars and 
r ich, colorful vocabularies, and that 
these languages evolved thousands of 
years before Columbus blundered into 
North America, she replied, 'We l l , I 
don't believe it. Back home where I 
teach, the Indians never say anything. 
They can't even speak English prop
erly!' 

Language Deficit Is Cumulative 
The second false assumption is that 

when Indian people use English, it is 
sub-standard, poor English. Teachers 
complain that the native,Indian child 
uses faulty grammar, that his pronunci
ation is terrible, that he has an inferior, 
l imi ted vocabulary. Educators then 
latch on to these complaints and argue, 
'This is proof that there is something 
wrong with Indian people. They are lin
guistically deficient.' 

The; native chi ld comes to be re
garded as a failure because he lacks 
competency in English. Furthermore, 
his English gets worse with every year 

he spends in schoo l ; his language 
deficit is cumulative, or progressive. 

W i th new proof , teachers and 
educators can now blame the child for 
being a failure every time he opens his 
mouth. And, every time he does open 
his mouth, the teacher either shows 
disapproval or corrects h i i T i openly. He 
is pronouncing that word wrongly; his 
grammar is poor; he is unable to ex
press himself because of this contagi
ous spread of verbal inadequacy. 

Chi ldren Speak Indian English 
I am aware, of course, that there are 

many teachers who are truly concerned 
about the Indian child's progress, or 
lack of it, and that some of these 
teachers have done a great deal to en
courage native students. But these 
teachers have been trained by faculties 
of education that perpetuate myths 
about Indian people. 

The teachers are taught by educators, 
and they learn to approach 'the prob
lem of the Indian chi ld' with a set of 
expectations built upon inadequate or 
downright mistaken ideas about Indian 
people, Indian cultures and Indian lan
guages. 

The educators who teach teachers 
argue that because his English is inade
quate, the Indian child cannot read; he 
cannot communicate effectively in oral 
or written form; he cannot learn any
thing that the teacher considers impor
tant to lezrn. He doesn't speak the 
teacher's language, or the Queen's En
glish, or any language, for that matter. 

Just listen to the child and you will 
hear all his faults, all his failures. Listen 
for proof of his inadequacies so that you 
can point them out to him, tell him what 
is wrong with him, correct him, uplift 
him, improve him, raise him to your 
level. Encourage the child to speak, in
sist that he speak, and when he does, 
tell him his English is inferior. That is 
how to teach the Indian child. 

There is something puzzling here. If 
that same native chi ld were French, or 
Hungarian, or even Scottish or British, 
in background, rather than Indian, his 
so-called mistakes in speech would be 
regarded as part of his delightful French 
or Hungarian accent, or his Scottish 
brogue. When his pronunciation or 
grammar differed from standard En
glish, the teacher would say, 'Isn't that 
interesting, isn't that charming? He is 
bil ingual.' 

We worry a great deal about biling
ualism in this country. Canadians have 
spent mi l l ions of dol lars studying 
French-English bilingualism, but they 
don't even consider the possibility of 
b i l ingual ism for native peop les . 
Everyone else may be bilingual; Indian 

people are linguistically deficient. 
I am suggesting that the native Indian 

child and his uncommunicative parents 
are indeed bilingual, even multilingual: 
that the English they use is not substan
dard or deficient but is, rather, a sepa
rate, honest-to-goodness dialect of En
glish. It isn'tpoor English — it isdifferent 
English — it is Indian English. 

I am suggesting, further, that if this 
Indian dialect of English were to be 
studied by some of the linguists and 
anthropolog is ts perpetual ly found 
hanging around Indian reserves, it 
would turn out to have its own pronun
ciation, its own grammar, its own mean
ing system, its own internal logic. In
dian English might then be seen as an 
equal to any other dialect of English, as a 
dialect that developed out of the blend 
of the native language background and 
the imposi t ion of Engl ish, a b lend 
brought about by a century or more of 
contact and conflict between two cul
tures in which one dominated, exp
loited and isolated the other. 

Indian English might come to be re
garded as evidence, not of the destruc
tion or disintegration, but of thevigorof 
modern Indian cul tures that have 
adapted to the intrusive colonial cul
ture. If English as it is spoken by Indian 
people were to be considered as a 
full-fledged dialect, it ought also to be 
considered as an acceptable alternative 
to the Queen's English, to the teacher's 
English, or to any other dialect of En
glish. 

If non-Indian teachers were compel
led to learn the sound system, grammar 
and vocabulary of Indian English before 
they ventured into a classroom with In
dian children, they might begin to un
derstand and accept it, instead of dis
missing it as wrong every time the In
dian child opens his mouth. 

Then, when the Indian child used this 
Indian English, the teacher could listen 
—really listen — to what the student was 
saying, and encourage him to go on say
ing it, or writing it. The teacher's dialect 
of English could be presented as, sim
ply, an alternative dialect that the Indian 
chi ld might want to use in certain situa
tions. 

Indians Are Not Silent People 
The third false idea is that although 

Indian people may have had languages 
before the European arrived, they were 
traditionally a non-verbal, silent peo
ple, and today, they are still non-verbal, 
still silent. 

One educator, for instance, says that 
people who have had considerable con
tact with Indian homes have found that 
Indian people do not verbalize. 2 The 
picture he paints is one of the Indian 
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languages; they may be even multilingual, with English only om ol their languages 

family existing in stony silence, from the 
birth of the youngest member to the 
death of the oldest. 

One wonders who these people are 
who have had so much contact with all 
these silent Indian families. Did these 
people arrive at the door, unannounced 
and uninvited, and say, 'We're here to 
measure your verbal skills, so start talk
ing!'? There is nothing more likely to 
dampen conversat ion that to have 
someone say, 'Verbal ize! ' or 'Talk!' 

Like all myths, this one does have an 
element of truth in it. Indian people 
have mentioned to me that in the old 
days, before the white man came, there 
were two languages — the language of 
words and the language of silence. In
dian people knew about verbal and 
non-verbal communication long before 
the university educators wrote about it. 

There was a time for talking — for 
having fun with language, for plays on 
words and for puns, riddles and jokes, 
for storytelling, and for sharing experi
ences and ideas in that kind of easy, 
everyday conversat ion that exists 
everywhere among family and good 
friends. 

Words were used, too, for political 
and ceremon ia l occas ions — for 
decision-making, for planning group 
activities, and for potlatching. 

Here on the Northwest Coast, the use 
of language was raised to a fine art. In 
nearly every village, there were out
standing, well-known orators who were 
hired by the chiefs to make speeches, to 
invite the chiefs of other tribes to pot-
latches, to welcome the guests, and to 

narrate the distribution of gifts. These 
speakers could recount the histories of 
individual families for generations into 
the past, thereby demonstrating the 
rights of a chief and his descendants to 
inherit and display ceremonial names, 
crests, masks, songs, dances, and other 
prerogatives. 

The times for silence were also part of 
Indian culture. Indian people knew 
how to communicate without words, 
when words were unnecessary or even 
dangerous. Non-verbal communication 
was, simply, another kind of language 
that people who hunt and fish learn to 
use very effectively. Silence, too, was 
part of Indian religion —theyoungman 
or woman who sought a mystical ex
perience sought it alone and in silence. 

According to the old people, then, 
there was this balance, in aboriginal 
times: a kind of linguistic harmony that 
blended communication with the origi
nal peoples' view of the social world, 
the natural wor ld, and the supernatural 
world — Man and Nature, Speech and 
Silence. 

And I suspect that this balance exists 
today. Indian people talk in certain situ
ations and are silent in others. Indian 
children can talk your ear off if they 
think you are interested in them. Old 
people, too, enjoy talking about the 
past. They enjoy it, and they do it well 
and easily, both in their native tongue 
and in Indian English. In addition, there 
are still many prominent Indian speak
ers for funerals, potlatches, and so 
forth, who can use, with equal power, 
their own Indian language, Indian En

glish, or the Queen's English. Indian 
leaders are emerg ing who use the 
medium of television, as well as public 
appearances, to speak skillfully and 
eloquently on the issues facing Indian 
people today. 

In summary, Indian people do talk — 
about things that are meaningful to 
them, in situations that require words. 
In other situations, however, the native 
person may be silent. His silence may 
be a sign that he is listening, it may 
reflect thoughtfulness, or it may be a 
way of saying 'no, ' of defying those who 
try to dominate him. The Indian child 
may learn to use silence as a weapon, as 
a way of protecting himself from the 
teacher. She tries to reach him, verbally 
or non-verbally, and he retreats inside 
himself where she cannot touch him. 

But he certainly reaches her — his 
non-verbal, silent message comes ac
ross to her very clearly. His silence is 
unmistakable, and to protect herself 
from his unspoken repudiation, she 
asks, 'What is the matter with that 
child?' rather than 'What is the matter 
with me?' She uses the child's silence as 
evidence of his failure, not hers. 

Why Speak Loudly? J 
Even if the native child does manage 

to speak, the teacher won't be satisfied, 
because the student won't be speaking 
loudly enough. The teacher is con
vinced, as many teachers and educators 
seem to be, that if the child isn't talking 
at the top of his lungs, he isn't learning, 
and he isn't communicating. 

The Indian school chi ld has been 
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tested, examined, interviewed and 
evaluated over and over again, to find 
out why he cannot learn. There are 
probably hundreds of theories written 
up by educators trying to explain what, 
precisely, is the matter with the indian 
chi ld and with his Indian parents. 

We have theories that labeled him as 
spiritually deficient in the 1800s, men
tally deficient by the 1920s, physically 
deficient in the 1930s, nutri t ionally 
deficient in the 1940s, culturally and so
cially deficient in Jhe 1950s, and linguis
tically deficient in the 1960s. Moreover, 
these deficiencies, according to the 
educators, the specialists, are cumula
tive — he is getting progressively more 
deficient all the time. 

What amazes me is that the Indian 
child still exists at all. If we believe all 
these theories about him, he ought to 
have faded away into nothing by now. 
But instead, he grows up to be deficient 
in just one more way — economically 
deficient. Yet, as I look at and listen to 
Indian adults, the 'deficient' Indian chil
dren of yesterday, I wonder where the 
real deficiency lies —with the Indian or 
with the non-Indian. W h o really is 
uneducated? W h o really has failed? 
Who really is communicating? 

Indian Culture Has Survived 
A l l this talk about cumulat ive 

deficiency is wishful thinking on the 
part of the non-Indian educators. Non-
Indian teachers, in spite of all the 
theories, have been unable to teach the 
Indian chi ld what educators say he 
should learn. So they explain their ina
bility, their failures, as being due to his 
def ic iencies, his inadequacies. The 
educators label him as deficient, in the 
hopes,' unconscious though they may 
be, that he wi l l disappear, that his 
deficits will eventually bankrupt him, 
and that he will cease to exist as a cul
tural, social, linguistic entity — as an 
Indian individual. 

Yet , notwi thstanding all those 
deficiencies, the Indian people have 
survived — physically, culturally, and 
linguistically. They have been much 
stronger than the white man thought 
they would.be. They have survived his 
diseases, endured his discrimination, 
persisted under his laws. 

They are now building a new, modern 
Indian culture on the strength of their 
old heritage, they are re-examining 
their traditional beliefs and ideas, reviv
ing their o ld languages, and using their 
own dialect of English very effectively. 
They have rejected assimilation, integ
ration, and education, to stay alive as 
Indian people. 

If and when Indians do take over con
trol of their own educational destinies, 
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however that, may be accomplished, 
they can begin to demand that non-
native teachers and pr incipals and 
educators really listen to them. They 
can insist that teachers learn to under
stand .at least their dialect of English, 
perhaps even their native language. 
They can insist that the teacher's dialect 
of English be taught as a second lan
guage, as an alternative rather than a 
standard. 

But, more than that, they can begin 
the real job ahead of them; it is not 
non-Indians who should be teaching 
Indians, but the other way around. It 
isn't native children who have learning 
difficulties, who lack communication 
skills. Native children have learned well 
the real lessons in the education sys
tem. They have learned how to survive, 
by saying ' n o , ' wi thout utter ing a 
sound. 

The real task of education lies in 
educating the non-Indian. The real 
reason that non-Indians keep insisting 
that Indians are the failures, that they 
are the problem, that they are unedu
cated and deficient, is that most non-
Indians are afraid to stop telling Indians 
what is the matter with them. They are 
afraid to stop talking, for if they did, 
they might discover that Indian people 
have something important to teach 
them. They might hear what the silent 
Indian child is trying to say. 

If tlie direction of education is to be 
reversed, therefore, we non-Indians 
must physically, actually, stop talking. 
We must really listen, so that at last we 
can hear what it is Indians have been 
trying to tell us for over a century. 

That message is the truth; the truth 
about us as teachers, as educators, as 
government officials, as Canadian peo
ple. , 

They don't even need to speak. Their 
very existence expresses that truth 
more vividly than any words. cw-* 
References available on request. 
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Failure should have no establ ished 
place in a democratic formal education 
system. 

For failure, by arbitra-ily comparing 
the performance of a student with 
either those of his/her fellows or a pre
determined objective standard in de
ducing who did not 'make it,' doesn't 
do just ice to varying ind iv idual 
capacities to learn. 

In 14 years of teaching, I have yet to 
come across even one student who 
wants to fail a course, al though, of 
course, many eventually do fail. 

But they shouldn't (at least in so many 
words). My years so far as a teacher have 
been spent trying to remove the word 
and the notion from students' lips and 
minds. 

Most psychologists and educators 
agree on one point: children differ in 

ability, intelligence and other personal 
characteristics, and so learn at different 
rates and in different ways. 

Yet to apply that idea to conventional 
mass education is to cause its collapse. 

For example, my subject is mathema
tics. Math, no less than French or Por
tuguese, is a foreign language to stu
dents — one they must be taught pa
tiently and that they will learn over vary
ing periods of time. 

As a math teacher, I want to create an 
enjoyable climate for learning, one in 
which the student has no fear of failure. 
But there is a dearth of practical models 
of such a concept. 

To discover ways of teaching math so 
the individual differences could be ac
counted for, then, required a great deal 
of experimentation. 

That has been my goal during the last 
seven years, first in Sydney, Australia, 
and since 1967 in the Vancouver school 
system. 

I liked the comment made one day by 
Howard McAll ister, principal of Eric 
Hamber Secondary Schoo l , where I 
have taught since 1970. He said, 'I don't 
care what method is used in class as 
long as students learn without any has
sles.' 

That concept is, I believe, education
ally sound and progressive, although I 
want to go one step beyond it and make 
learning an actively enjoyable experi
ence. 

The first realization that emanated 
from all this theory was: How can I 
stand in front of a class and broach a 
whole new subject when any numberof 
students, probably a majority, may not 
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Sometimes students come as a group with a common problem lor clarification. 

yet fully understand the previous 
one(s)? 

The answer, of course, apart from tak
ing the neanderthal altitude that they'll 
just have to catch up somehow, is that I 
can't. 

Ergo, lecturing should have no place 
in the modern classroom. 

In fact, the only lecture I now give in a 
course is during the first class in a 
semester, and it is designed simply to 
acquaint the students with the new sys
tem they will be learning in. 

Many hours of effort are required of 
the teacher prior to that lecture, how
ever, to make the system work. 

The teacher must thoroughly 
familiarize himself or herself with the 
Department of Education's require
ments for the course, then study the 
required texts to see if they are the best 
ones for the course. If not, substitutes 
must be found for those sections in 
which the official texts are inadequate. 

After this examination, with changes, 
the entire syllabus for each course is 
broken down into 'units,' which are 
deemed to be self-contained levels of 
learning within the overall course. 

All this is done so that during the first 
lecture, students are given a course out
line and breakdown of units, and each 
one starts at Unit No. 1. 

But there the conformity ends, for 
each student can progress at his or her 
own rate. 

Whenever students feel they have 
mastered a unit, they come forward to 
take a test on their knowledge of it. If 
the re alt is satisfactory, they move on 
the next unit and the next until all units 
have been successfully completed, 

When all units are finished and pas
sed, students are granted credit for the 
course and pass on to the first unit of 
the next grade and continue as before. 
The key, of course , is that the 
chronological bounds of a semester are 
totally irrelevant to the time in which a 
student can satisfactorily master the 
course content. 

The system, as should be apparent, is 
not calculated to give the teacher an 
easy time of it. He or she must always be 
prepared to answer any and a!! ques
tions at any secondary school level of 
the subject at hand, because eventually 
students in a single class will be working 
at two or more course levels. 

Grading for report cards is really no 
problem under my system. Any stu
dents who have not finished a course by 
the end of its corresponding semester 
are given an 'Incomplete' mark on their 
reports, rather than a 'Fail, ' along with 
remarks by the teacher concerning how 
they can finish the course and gain cre
dit for it. 

The students then begin the next 
semester where they left off the previ
ous one, and work away again at their 
own personal speeds. 

In other words, they get as many 
cracks at it as are needed for success. 

The role of the teacher in all this is to 
assist and guide the students toward 
course comp le t i on . The role is 
definitely not to spoonfeed the stu
dents, for that is not necessary. Student 
readiness to learn is '.he key. When stu
dents indicate they don't want to fail, 
they establish a goal. It is then simply a 
matter of doing the work that must be 
completed to reach their goal. 

One key aspect of my experiment is 
to allow students the right to study, 
under superv is ion, in areas of the 
school other than the scheduled class
room. Eligible spots include seminar 
rooms, the library and, on sunny days, 
the courtyard outside. 

The only restriction is that they must 
report back to class at the end of every 
period. Not surprisingly, the conven
tional classroom is the least popular 
place for studying. 

Wherever they choose to study, stu
dents are allowed to chat with each 
other as they work, discuss the subject 
at hand quite freely, assist one another 
with course work or even delay, at their 

Working together on their math, these girts share a moment of conversation. 
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pleasure, their math to another more 
convenient time. 

That, of course, is not as radical as it 
may sound. For those same students 
have already indicated their desire to 
succeed, and they know the amount of 
work they must master !o go ahead. 

All my system does, then, is to give 
students credit for being able to appor
tion their own time in light of how they 
feel and wnat seems most relevant at 
the time. 

To sum up, the onus for success rests 
with the students and nobody else. I do 
not believe in using force or coercion of 
any kind during the learning process. 
Once students are made aware of their 
goal, the task of the teacher is simply to 
point the way and be available for con
sultation along the way. 

Naturally, under this system, failure 
has been abolished. 

Student reaction has been over
whelmingly favorable. At the nnd of 
each semester, a questionnaire is circu
lated to all students, who are asked to 
evaluate the experimental learning situ
ation they have been exposed to. The 
answers have been heartening. 

For instance, only 5% of the 650 re
spondents didn't like the new system, 
prefer r ing instead the tradi t ional 
method, while 25% prefer the tradi
tional system with modifications. The 
remainder—70% —were in favor of the 
system that abolished failure. 

A similar percentage agreed that the 
independent method of teaching, with 
no pressure, encouraged work as good 
as or better than that resulting from 
traditional methods. 

Experiments Satisfy Goals 
In its publication, Involvement - the 

Key to Better Schools, the BCTF estab
lished a set of guidelines that it would 
like to see in effect by 1999. They in
clude the premises 
• that education should be humanized 
and personalized ; 
• that many students are lost educa
tionally in the first few years of school
ing, through excessive use of mass and 
group techniques, which should be dis
couraged; 
o that programs should be specifically 
designed for individuals, recognizing 
the unique way in which each person 
learns; 
• that all children, from their earliest 
years, should be encouraged and as
sisted in developing techniques for 
learning on their own and be given op
portunities to evaluate their own prog
ress; and 
• that active involvement of students 
under guidance, in self-selected areas 
of study, will result in voluntary sus

tained effort and development of real 
scholarship. 

My experiments, I bel ieve, go at 
least part way in satisfying these goals, 
especially the last three, which are 
being practised actively in my classes. 

During an open-line show on CKNW 
in Apri l , a teacher phoned in and asked, 
'Why shouldn't students fail in school? 
After all, they are going to face failure in 
real life anyway. Shouldn't they experi
ence this at school?' 

I was glad to be able to answer, 'Fail
ure is very distasteful and unp'easant, 
and that is something iuaming should 
not be if we want students to pursue it. 
So let's give students constant encour
agement and try to leave them with a 
sense of satisfaction and accomplish
ment. 

'We have everything to gain by en
couraging our students rather than dis
couraging and disappointing them with 
a mark of Fail ! ' 0 = ^ 

QUEST IONNAIRE (For Math 8, 9, 10, 11) 

DIRECTIONS 
This semester you were introduced lo a new method of instruction on the following basis: 
1. you were given a chance to leiirfi math and progress at your own rate independently. 
2. within the limit of our school rules and regulations you were at liberty to choose a place 

other than the regular classroom for your study; namely, Library and S-room. 
3. while the framework of the course was outlined for you, you were the only one who 

initiated the new topic, explored, diagnosed, then if you had any difficulty consulted the 
teacher for further clarification. 

4. evaluated your own progress by taking regular tests, and knew exactly your standing, 
5. the system was on a no-failure basis, but if the work remained unfinished, and test not 

taken, you had a chance to make it up and receive credit. 
6. while attendance was compulsary, if you arrived late to class you were permitted to con

tinue with your work immediately after arrival. 
In order to assess the degree to which these objectives arc being met, your answer to the 
questions below would be appreciated. (You may unswer yes or no and make comment 
where applicable.) 
1. Did you like the practice of progressing and learning at your own rate? 

Yes (96%) No (4%) 
2. Did you like to work on your own in a place other than the regular classroom namely 

Library, or S-room? Yes (99%) No (1%) 
3. While there was no pressure involved in your learning process, do you. feel: (choose A or 

B only) and circle. 
A. This encouraged you to do your work better or (72%) 
3, This made you rather lazy, and you needed more push to get to work (18%) 

4. Do you think you received assistance from your teacher when you were prepared to ask 
him about any specific questions? Yes (96%) No (4%) didn't need help 

5. Would you like to see the independent study method continued? Yes (92%) No (8%) 
6. How did this new method effect your learning and your progress in comparison with the 

usual method of instruction? Circle one of tlis following: 
A. Learned and progressed better (65%) 
B. Learned and progressed as much (23%) 
C. Did not learn and progressed as much (12%) 

7. Did you like the evaluation procedure for the course where you were given a chance to 
take test whenever you were ready for il? Yes (100%) No (-'-) 

8. Following arc descriptions of different methods of instruction. Read them carefully and 
then circle the method you prefer. 

METHOD A (5%) 
- teacher checks and discussed previous day's work 
- teacher presents the new lesson 
- teacher assigns excercises to be ready for next day 
- tests taken by all pupils on a day announced by teacher 
- all pupils stay in class to work under supervision of teacher 
- regular attendance, and being on time is essential 

METHOD B (10%) 
-as in A above but pupils given opportunity to re-write failed tests 

METHOD C (15%) 
- as in A and B above but pupils who wish to work independently may do so either in class 
or in a designated place other than the classroom 
METHOD D (70%) 
- teacher provides pupils with course outline and schedule of units for completion of course 
- all pupils given opportunity to work and advance independently cither individually ov in 
group and having a choice of study in a place other than the regular classroom 
- progress at your own rate without limit 
- assistance given by teacher when requested 
- take test on each unit when you are ready for it 
- tests may be re-written if improvement desired 
- no-failure, but if work remained unfinished, the course will be considered as an incomplete 
until such time the requirement is fulfilled 
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A former public school teacher writes about 

I shall remember forever the first day I 
taught in a B.C. public school — and I 
expect a few of my students will too. 

I had told my Grade 11 English class to 
open their textbook, Man's Search for 
Values, to page 72 and to follow along as 
I read.- If there were groans of 'Oh boy! 
Another lunkhead! ' I ignored them. 

The kids flipped in a desultory man
ner to page 72 as I began: 

Bi-couple seeking loving relationship 
with a young woman. Send photo and 
phone. GS421. 

Without a pause, without a smile I 
raced on to the next line. In my ears I 
could hear the sea surging; my hands 
felt clammy and were sticking to the 
page: Young gay, age 24 wants to 
meet like any age or race. GS 438. 

I didn't dare look up. But I could 
plainly hear the crackle of paper as the 
pages on either side of 72 were quickly 
checked. Where the hell did he read 
lhati 

I read one more ad from the Georgia 
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DANIEL F . 'WOOD 

In an article that pulls no punches, a 
teacher in Vancouver's New School 
says teachers in the public school 
system are hamstrung by adminis
trators and curricuf'm guides, and 
are afraid not only of both of these, 
but of the students as well. 

Straight hidden in the pages of the text
book. One on wife-swapping, I think. 

That did it! Shouts of, 'Hey! That's not 
in my book! ' and 'Did you say page 72?' 
and yes, a voice, David's voice, said, 
'He's reading the Georgia Straight!' 

I closed the book and smiled at the 31 
faces before me, many still draped with 
expressions of confus ion. Wi th the 
laughter that follows momentary anxi
ety, others told me that we might go far 
down the road toward making school an 
honest and open forum for the discus
sion and investigation of ideas. 

Only I hadn't counted on the suspi
cion and hypocrisy of my superiors. (I 
use that term very loosely.) For the next 
day I must have set something of a re
cord by being called by the principal, 
the vice-principal and the superinten
dent of schools and repeatedly asked to 
explain my actions. 

I explained what seemed painfully 
obvious. Since Grade 11 English deals 
with values, I was introducing one of 

the most important areas of values: sex 
— a topic, I elaborated, almost totally 
shunned by teachers. Shunned, I might 
have added, like a person with bubonic 
plague and festering sores. 

For teachers generally are a cautious 
lot, preferring to deal with generalities, 
with half-truths, with objectivity, and 
safe topics like molecules and Jane Au
sten romances rather than confront 
their classes with issues and feelings 
that are of concern. 

As a teacher I've frequently been dis
couraged by the cond i t i ons under 
which most of us work, conditions that 
are not conducive to integrity or open
ness or experiment. 

A two- fo ld fear su r rounds most 
tea.-hers, seemingly trapping them in a 
web of subtle contradict ions. These 
contradictions are primarily the result 
of one factor — most teachers have little 
freedom to do what they feel is best in 
their own classrooms. 

Just as I was prevented from discus-
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sing sex in my classroom, there are 
thousands of other teachers who walk a 
tightrope suspended over unknown 
heights and susceptible to the clandes
tine tug of a principal, an irate parent, 
an angry student, or a lethargic co-
teacher. 

Until teachers settle these contradic
tions they will live with two fears. 

The first fear arises because most 
teachers serve two authorities, their 
principal and their kids. 

My experience in secondary schoo^ 
has been that most principals don't care 
much what a teacher does as long as i( 
doesn't cause problems. Problems tend 
to arise when a teacher makes drastic 
changes in the classroom routine. 

I've gotten in trouble, for example, 
for bringing old couches into the room, 
for issuing passes for kids to leave 
school to do outside research, for sug
gesting that kids do a parental survey, 
for arranging a time for kids to talk per
sonally about their problems, for allow
ing kids to decide what they should 
study and what grades they should re
ceive for their efforts. 

Once I was told by an administrator 
that my posters were hung crooked! 

To my mind none of these were dras
tic changes. But to my administrators 
they were. 

So most teachers — to keep their jobs 
— try not to alienate their bosses. Like 
animals in the wi ld, teachers frequently 
'freeze,' choosing silence and stillness 
rather than innovation. It's a natural 
reaction. 

But most teachers have an equal fear, 
one a bit more complex, but neverthe
less very compell ing. Most teachers, 
especially at the beginning of the year, 
fear their students. What if ... What 
if ... the teacher 's nightmare 
goes ... What if the kids won't do ft. 'It' 
is anything. Reading the first chapter, 
sitting in the assigned seats, counting 
the number of cobwebs on the ceiling. 

There are hurd ieds of teachers to
night in B.C. who w -iream that tomor
row at 9:15 an entire class will say, ' N o ! ' 

So teachers have to make their classes 
relatively happy in hopes of defusing 
the 35-student time-bomb ticking in the 
same room with them. And teachers will 
do whatever's necessary to keep both 
their boss and the kids off their backs. I 
know a teacher who offered a C+ for 
everyone on the condition that no one 
misbehave. Others act tough or 
threaten low grades or give detentions. 

In short, most teachers cannot act 
with openness or integrity because 
their situation is intrinsically ambival
ent; the kids and the principals simply 
don't have the same reasons for being 

in the school. For most teachers this 
situation is — at best — uncomfortable. 
They don't like the Janus-quality of serv
ing two gods. It's schizophrenic, it's 
lonely. 

Yet, it's an inevitable result of forcing 
kids lo attend school for six hours each 
day and then forcing teachers to share 
this confinement with them. 

The second fear confronting teachers 
concerns curriculum, that fancy Latin 
word that all-too-often is translated into 
'books. ' 

To satisfy their bosses, teachers use 
curriculum guides that set general out
lines to what teachers should cover dur
ing the year. Unfortunately, although 
these booklets have been regularly re
v ised , they conta in a t remendous 
number of assumptions about what 
children should learn, and having given 
what kids should learn, imply now they 
should learn. 

For example, the day I got in trouble 
for discussing sex I was asked if the text
book had any references to sex in it. I 
said, 'I don't know. But sex is important 
to these kids. Most important. And —to 
me — it's just the place to start on a 
discussion of their values.' 

'But, why not do as the curriculum 
guide suggests? We 've bought 
thousands of dollars worth of new 
books. Why not use them? I'm sure 
your department head has stencils from 
last year 

I was not the first, nor will I be the last, 
teacher to be asked to sell out to that 
neo-Roman deity, curr iculum. Many 
principals, uncertain about exactly what 
a teacher should be teaching; many 

parents, certain that their chi ldren 
should get what the parents got in 
school; many teachers, cowed and then 
conforming, believe in Ihe sanctity of 
the curriculum guide just as feudal 
kings believed in the righteousness of 
their God. 

Incredible as it seems, few have 
thought to ask, really ask — the stu
dents. 

You see, the second dilemma facing 
teachers can be summarized by this 
question: Am I a teacher of kids or am I 
a teacher of the curriculum? 

If a teacher decides that the answer to 
the above question is a teacher of the 
curriculum, his job is well laid out for 
him. The books are there; so are the 
mimeographed lessons. And frequently 
the tests. He has the unqualified sup
port of his principal, his co-teachers, 
most of the parents. He needs only to 
convince his students that the subject 
matter is important. 

But, if a teacher decides that the ans
wer to the above question is a teacher of 
kids, he has spit on the educational 
Bible, the curriculum guide, he has 
blasphemed the Holy Ghost, since until 
recently education has been primarily 
the passingon of theculture'sold news. 

I know a number of teachers — usu
ally young — who have chosen to be 
teachers of kids. I admire them. For they 
cannot serve up the educational Gospel 
wi th page numbers and footnotes. 
They've said to their classes: Let's find 
out what you want to learn! School lib
raries seldom contain books on flying 
saucers, menstruation, motorcycles, 
Captain Marvel, rock music, fashions, 
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ghost stories and love stories. 
Since the entire orientation of this 

approach is from student interest, stu
dents have to learn about learn ing. They 
have to learn to ask questions. To seek 
out resources: films, people, newspap
ers, their own feel ings and ideas, 
books, the world that surrounds them, 
far beyond the walls of the school, with 
its myriad mysteries. 

It will not be until we teach students 
to ask questions rather than to answer 
them that we'l l have created an educa
tional situation worthy of student re
spect. 

Most teachers know that nothing 
matters more than that kids participate 
in the on-going program of the class. 
Most teachers know that kids wil l learn 
when they're excited, and they're ex
cited when they've selected what they 
most want to do. 

Yet the library, piled high with sets of 
textbooks and supplementary texts in 
40- or 80-book clumps, moves against 
innovation as a glacier moves against a 
mountain, with a slowness and subtlety 
that doesn't moderate a fraction the re-
lentlessness of the movement. 

How can a teacher be honest and 
open and innovative? 

Should he confess to his class after a 
few frustrating weeks that although he 
doesn't care about rigorously following 
the curr iculum, he does care about 
keeping his job? And if he does confess 
this, this most traitorous of admissions 
for a teacher, will he ever be able to ask 
the students to follow the curriculum 
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again? For then even the kids will know 
that it's a sham, a deception, a way of 
filling up those long hours during which 
students and teacher alike are impris
oned by the curriculum. 

I believe teachers must inform their 
classes about their dupl ic i ty , their 
confl ict over teaching kids or cur
riculum. And the kids should realize 
that this admission is not a confession of 
weakness, but a request for support. 
Those teachers who are tiying to inno
vate a more student-centered school 
need student support if change is to 
happen. 

If an honest and creative teacher suc
cumbs to the threats of his principal or 
the silent pressure of the curriculum, 
it's obviously the students who lose. 

To gain student admiration and sup
port, teachers will have to stand up. (In 
my wilder moments I've imagined that 
some of my colleagues had taken to 
wearing green sports coats in hopes of 
innocuously blending into the black
boards better.) Teachers have to stand 
up and make several demands. 

First, they must demand control of 
the learning conditions within the class
room. Not the principal. Not the cur
riculum guide. The teacher. When the 
decisions about the learning process 
are made in the classroom, teachers will 
gladly involve their students. 

Furthermore, teachers must accept 
that their relationship with their stu
dents is not merely academic. A good 
teacher is equally concerned with the 
emotional growth of those children he 

sees for hundreds of hours each year. 
The wonder is not that a man can teach 
about poetry or molecules or carpentry 
without loving these things, but that he 
can teach about poetry or molecules or 
carpentry without speaking of his love 
for them. 

Chi ldren want to know how their 
teachers feel. And they want to explore 
and discuss their own feelings. 

If teachers are to involve students in 
basic decisions about their education 
and to get to know their students intel
lectually and emotionaily, classes have 
to be much smaller. Much more time 
has to be given to personal contacts be
tween students and teachers. 

The antedi luv ian att i tude that 
teachers are the purveyors of the 
cu l ture 's ideas needs to be re
examined. For the next decade teachers 
will have to become socially involved, 
demand ing and in i t iat ing drastic 
changes in the role of the school in the 
society and the role of the teacher 
among a group of learners, of which he 
is most certainly one! 

Tonight there are many sensitive and 
honest teachers who wil l be asking 
themselves: 

Why must I isolate myself from the 
kids with the hypocrisy of my job? 

Why must I threaten those kids with 
rules and subject matter I don't believe 
in? 

For most teachers, however, these 
questions don't arise. 

And that is a sad reflection on our 
school system. OHJ 
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What's Really Happening.. 
Continued from page 159 

And we are conscious of the gaps and 
cracks in the curriculum. Too many uni
versity graduates, for example, leave 
our inst i tut ions wi thout the most 
rudimentary knowledge of social sci
ences — sociology, economics, politi
cal science, human geography, com
munications, psychology, and so on. 
Yet these are precisely those disciplines 
we shall need most for the future, since 
technology and the physical sciences, 
by their spectacular advances, seem to 
be creating dislocations and disruptions 
with which we are hard put to deal. 

Each of us wonders if the school and 
the university have the influence to 
carry out the mission given them. There 
are forces and agencies at work within 
society that seem, by deliberate calcula
tion, to want to undermine — indeed, 
sometimes pervert—the aims of educa
t ion. 

The list of counter-influences is long 
and might well be the subject for a sepa
rate article. I am deeply concerned, for 
example, about the new Delphic ora
cles that speak in enigmas to us all — 
television, advertising and that Niagara 
of paper that appears on bookstands 
masquerading as literature. 

Everybody wants to shoot bams at the 
mass media these days; I prefer to fire 
180-grain steel-jacketed bullets. I am 
tired, beyond all ability to express, of 
the ceaseless out-pourings that repres
ent men and women as nothing more 
than creatures of the flesh — animals 
indeed, —whose waking and dreaming 
moments must be spent in torment over 
the cleanliness of their bodies, the odor 
of their bodies, the color of their bodies 
and, of course , the un ion of their 
bodies. I am weary in spirit, bone and 
flesh of the claims made for sprays, 
washes, waxes, pomades , dopes , 
creams and other perfumed vegetable 

and animal by-products. And I am fed to 
the teeth with the puerile attempts to 
mix sadism, violence and sex with those 
same ingredients. 

There is an authority — almost a 
tyranny — about television that fasci
nates the child and holds him spell
bound and gives him strange needs and 
desires that could not be fulfilled. I'm 
conv inced that much of what the 
teacher tries to build up during the 300 
minutes of the school day is largely un
done in the 180 minutes following by 
the voices, words and images that either 
lull and soothe or bully and coerce. N 

There is satisfaction in the mastery of 
a discipline or art or craft, but attaining 
that mastery is for most of us a gentle 
agony requiring hard work, the renun
ciation of leisure time and the sacrifice 
of many of the pleasures that might 
otherwise tempt us. I have seen nothing 
in my own experience over the years to 
persuade me I am wrong, and I con
tinue to believe that in 19"*3 or 2023, the 
teacher will have to be an intellectual 
goad, persuading students that atten
tion and application are cardinal virtues 
in the process of learning. 

It may be useful, on occasion, to read 
articles like this that discuss contem
porary trends from a general point of 
view. It is something quite different and 
infinitely more difficult to meet the 
same class, day after day, in a practical 
situation, and there try to offer some
thing useful, something energizing. 

We can be assured of one thing, I 
fear: precious little of what we say will 
remain with the student. The malady of 
forgetting affects us all, and I am not 
overly concerned about the rate pf attri
t ion in what was once learned. The 
function of the teacher is to impart an 
attitude, to give an approach, to teach a 
method; in brief, the creation in the 
mind of the student of a desire to con
tinue the search independently. A per
son must live within the world of his 
own skull, and since we are more often 

alone than accompanied in this life, 
what goes on in the mind is of vital con
cern to the individual. 

Excellence in education has much to 
do with the acquisition and possible 
mastery of academic disciplines, but it is 
infinitely more important that stuients 
leave school with a set of values. Among 
those values I include a sense of quality 
and the ability to understand the differ
ence between the shoddy and the 
superior, the ephemeral and the per
manent, the indecent and the dignified. 

I include the capacity to marshal 
ideas, to order them, and to exteriorize 
them simply, directly, rationally and 
perhaps even with some measure of 
style. 

I include an understanding of the ab
stract meaning of beauty as it finds ex
pression in at , o as t one of the creative 
arts: music , l i terature, theater, or 
graphic representation. 

I include a sense of moral equilibrium 
and a basic appreciation of some of the 
great transforming ideas that come as a 
heritage from the past. 

I inc lude a sense of service and 
adherence to a miss ion that goes 
beyond self. 

I include proper concern for the 
spiritual as well as the materialistic as
pects pf life. 

And finally, I include the conviction 
that all education is self-education and 
that this is a process to which each of us 
must give his life. 

Neither you nor I will ever attain such 
goals. But l believe that, Irrespective of 
change and turmoil and transforma
tions, now or in the 21st century, those 
general principles I have sought to de
scribe will continue to be at the basis of 
all education. 

If we are successful in such undertak
ings, even to a modest degree, we shall 
attain excellence in education, at least 
in the measure that the imperfect can A 
attain or comprehend the perfect; c**J 

The British Cruise Line 

School Mid-Term 
Break Special 

MEXICO CRUISE 

From $659.00 * Includes Round Trip Airfare 
from Vancouver to Los Angeles and cruising 
aboard SPIRIT OF LONDON to Puerto Val-
larta, Manzanillo, Acapulco, arid 
Mazatlan. 

Please see your travel agent or call P & 0 at 
(604)682-3811. 

* Due to the energy crisis, l:here will be a 5% Fuel Surcharge on all P & O cruise fares. 
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Ni Sa Bula 
Continued from page 1 5 3 

row at having to leave her home, school 
and parents at such a tender age. 

I should mention that love and court
ship in the Western sense do not exist in 
Indian life before marriage. It is as
sumed that love will grow between two 
people once the contract has been 
signed. Some of the more sophisticated 
Indians are trying to break away from 
this custom of arranged marriages, but 
general ly the Indians see noth ing 
wrong with parents selecting partners 
for their sons and daughters. 

We 10 Canadians did not share too 
many group experiences because we 
were stationed in seven different loca
tions, and little continuity was estab
l ished, for the groups moved every 
week. I was probably the most fortunate 
one, since my job was to visit all the 
groups, to co-ordinate and evaluate the 
needs of the team and the effectiveness 
of our contributions. This necessitated 
trips by fishboats, island-hopping by 
small planes and trips across the main 
islands by any transportation available. 

I had the chance to get a taste of the 
still dominant communal life in the vil
lages, where people share obligations 

His grandmother takes this two-year-old to 
church on Sunday morning. Most Fijians are 
Methodist. 

We Shall Miss These Teachers 

In Service 

Kenneth )ohn Macdonald 

Retired 

Marjorie (Westman) Armstrong 
David W. Macdonald 
Francis). Orme 

and compensations under the leader
ship of hereditary chiefs. A typical Fijian 
fishing village at the mouth of the Rewa 
river north of Suva, has only one source 
of income: the sale of turtle meat and 
turtle shells both of which bring a high 
price on the Suva market. The money is 
used to buy sugar, tea, kerosene, soap, 
cotton and tools. Al l vegetables are 
locally produced and a never-ending 
supply of fish guarantees enough pro
tein for all villagers. 

What looks like a heavenly existence 
to the outsider, who is inclined to envy 
this Garden-of-Iiden life of the Fijian, is 
in reality not more than a subsistence 
living devoid of the 'benefits' of civiliza
tion, and a direct hindrance to the de
velopment of the individual who de
pends entirely on the group for exis
tence. Many of the young people are 
tryingto break away from this life of the 
'extended family' and look for oppor
tunities in the city. Unfortunately, lack 
of advanced schooling makes it difficult 
tor the youngsters to fend for them-

.' selves, so many end up as porters in the 
new tourist and service industr ies. 
Since most of these villages merely have 
a rural school offering up to Grade 8 
only, education rarely extends past this 
grade. 

Understandably the people have 
neither the confidence nor the money 
to go to the ci-y to continue their educa
tion. They even lack the broadening ex
per iences of TV-v iewing . The cur
riculum has been geared to academic 
subjects (serving the needs of the colo-
niais) and essentially ignored the needs 
of the islanders. Only one Technicum 
exists in the capital, and what is known 
as industrial arts in the schools is merely 
handicrafts. 

One of the greatest difficulties for the 
Fijians is to break into the already well-
established commercial trade, so far to
tally controlled by the Indians. Some 
Fijians hold key positions in govern-

Last Taught In 

Mission 

Last Taught In 

Richmond 
Vancouver 
District Super

intendent 

Died 

September 4 

Dk'd 

October 26 
October 16 
October 17 

ment, education and the military forces, 
but most of the professionals are 
overseas-trained Indians. 

Fiji is engaged in a process of 
decolonization and is very much aware 
of the shortcomings in the education 
system. Although England, Australia, 
New Zealand and India are offering help 
in various ways, the Canadian teachers' 
minute contribution was greatly ap
preciated by the teachers of Fiji. As a 
country that has never colonized other 
nations, Canada can be proud of 
extending a helping hand without any 
strings attached. 

Since 19&I, nearly 500 teachers from 
across Canada have served in newly de
veloping countries during their summer 
holidays and have gained far more than 
they were able to give. 

To me, Project Overseas is CTF's most 
noble effort. 
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like a directory of fellow teachers 
interested in esclutngmu or renting 
their homes in Ihe U.S. or abroad? 

Wrilc: FACULTY HOME ?.XC HANGE 
P.O. Bos "7. C'upiitrti. Calif. 95010 

SUMMER 
ACCOMMODATION 
ADVERTISEMENTS 

The best issues for advertising accom
modation available or wanted are the 
March and April issues. 
Deadlines for receipt of ad wordings are 
February 1 and March 1 respectively. 
The May-June issue is available, of 
course, but may be less useful because 
of its mailing date. The deadline for 
receipt of ad wording is April 1. 
Special discount to BCTF members is 
1/3 off regular $1.50 a line, minimum 
3 lines. 
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Those who can, do; those who can't, 
teach. —George Bernard Shaw 

I am all for schools but I don't want to 
go there again.—Winston Churchil l 

We are failing and our children are 
failing in our schools at an alarming 
rate. —<"llan Fromme 

The foregoing quotations represent a 
slight measure of dissatisfaction among 
those who have experienced school 
and the ministrations of school person
nel. Surely this indicates a need for per
sonnel to reflect more closely the 
wishes and feelings of the public — par
ents and.students and indeed the tax
payer generally. 

But how can this be accomplished? 
How can the sort of reaction rep
resented by the statements be over
come? 

I suggest that the present system of 
having school boards appoint teachers' 
is inadequate and outdated in terms of 
both today's needs and the current 
trend toward more direct forms of 
democracy. 

What is needed is some form of more 
direct control over choice of personnel 
by the clients of those personnel — the 
parents and students in the system and 
those who pay the monies for school 
services. 

In short, perhaps one should look at 
the direct election of teachers by the 
public at large. Perhaps the time has 
arrived for parents, students and tax
payers to participate more directly via 
the bal lot box in the se lec t ion of 
teachers. 

As Robert Stamp points out: 'Those 
who aVe affected by decisions must be 
invo lved in the making of those 
decisions.' 2 And as he goes on to state: 
'In the future more and more decisions 
regarding education will be made at the 
individual school level rather than at the 
school board or provincial level. ' 1 

The conclusion is obvious: for the 
groups most concerned with schools 
and their operation, a voice in the selec
tion of teachers is the sine qua non of 
democrat ic part icipation in school -
related decision-making; in the princi
ple that those affected by decisions in 
education must have some voice in ar
riving at decisions. 

As Stamp argues with such impecca
ble logic: 'If we are prepared to let "the 
people" decide on who shall guide their 
spiritual development (a reference to 

the fact that in many Protestant de
nominations the congregation plays a 
major role in selection of their minis
ters), why can't we let them help select 
the (personnel) who will guide their in
tellectual development?' 4 

But what methods are to be used to 
ensure full parent-student-taxpayer in
volvement in the selection process? 
There are at least two methods. One is, 
of course, direct elections. Under this 
method teachers would run for office in 
the same manner as MLAs, members of 
parliament and city councillors, for a 
specific term of office. This could be 
accomplished by having one-third of 
the teachers stand for election dpee 
every three to five years. 

Elections would be held at the same 
t ime as local munic ipa l e lect ions. 
Teachers desir ing to run would be 
nominated in the same fashion and ac
cording to the same regulations as for 
other elective offices and would pres
ent their platforms in their capacity as 
instructors or teacher-leaders for the 
ensuing three to five years. 

S ince the number of qual i f ied 
teachers in any particular district would 
tend to limit electoral choices, it would 

The author is principal of McKim lunior 
Secondary School in Kimberley. 

clearly be necessary to dispense with 
district residency requirements and 
allow candidates to run from adjacent 
or more distant areas of the province. 
Boards would be permitted to advertise 
open elective offices at a provincial 
level. 

(There is, after all, not much differ
ence between this and the present sys
tem where non-residents apply for 
teaching positions and are accepted or 
rejected by the boards.) 

Such non-resident candidates would 
by law be allowed time off from their 
current duties to campaign in their own 
district or the district of their choice. 

This method of providing for parent-
student-taxpayer participation in school 
organization and direction is probably 
the most democratic of ail methods of 
selection that might be devised. Teach
ing personnel would then be truly re
sponsive to the wishes of those whom 
education touches most closely, since 
the knowledge that re-election would 
face them every three to five years and 
that the electorate could defeat them at 
the polls if it were not satisfied with 
their performance, would tend to keep 
them on their mettle. 

It would also remove the sometimes 
heard complaint that incompetent in
structors appear to remain in the system 
with impunity, and lift from reluctant 
school boards the unpleasant task of 
removing them from office. The prob
lem would instead be. placed squarely 
with the electorate. 

Some might quibble that the system 
would be too cumbersome and hence 
unworkable. I doubt this. In larger 
urban areas the voters' lists could be 
based on school attendance areas; that 
is, parents, students and taxpayers who 
reside in areas served by and whose 
children go to specific schools would be 
allowed to vote for the teacher candi
dates for those particular schools. In 
smaller areas, all eligible voters would 
vote on all candidates. 

It may also be objected that the 
school candidate ballot papers would 
be too large and unwieldy. This is not 
insurmountable, however. After all, in 
Washington State every office from 
mayor and counc i lmen and school 
board members to sheriffs, state jus
tices, fire protection commissioners, 
dog catchers and others, to questions re 
road construction, dog licences and 
impounding fees, state income taxes, 
state elected officials' salaries, drinking 
ages, funds for protection of wildlife, 
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bond issues, etc., etc., appear on the 
annual local government ballots. 

If Washington State voters can master 
such a great yardage of ballot, surely 
B.C. citizens are no less intelligent or 
less capable of handling a ballot, which 
would in point of fact have far fewer 
voting issues listed on it. 

There may be, too, the occasional in
dividual who will object that election of 
teachers will deprive.school boards of 
sole appointment prerogatives they 
have long enjoyed. This is true. But 
does it not end the 'line of authority' 
conceptthat is inherently undemocratic 
and tinged with authoritarianism? 

In any event, school board members 
will continue to be elected to deal with 
the financial aspects of education and 
general executive level organization of 
the iocal educat ion scene, thereby 
creating a system of checks and bal
ances between the two main branches 
of local education — the schools and 
the system of financing the schools. 

Thus that aspect of education that 
touches the voter even more closely 
than local school administrative and 
instructional aspects, namely monies, 
will continue to be under the control of 
separately elected officials. 

And finally, some may object to the 
inclusion of students on the voters' list 
and it is possible that some restrictions 

should be included in this instance. 
Perhaps .-oting rights for students 
should be limited to those 15 years of 
age and up. 

However, one must be cautious in 
this. There was a time, for example, 
when, in Britain at any rate, only people 
with property or with a certain specified 
income per annum were permitted vot
ing rights vis-a-vis House of Commons 
members, on the grounds that the great 
mass of the people were irresponsible, 
immature and insufficiently intelligent 
to vote with discrimination and a due 
sense of responsibility. And ws know 
how false that line of reasoning turned 
out to be. 5 

There is a second method of achiev
ing more direct parent-student-
taxpayer participation in decision mak
ing in relation to selection of teachers. 
The voters could elect their own rep
resentatives to a Teacher Select ion 
Committee which would also include 
school board elected members and 
perhaps school elected members. 

The representatives so elected would 
then jointly select school staff mem
bers, it being understood that all staff 
would come up for re-election by the 
committee, one third of them every 
three to five years in keeping with the 
principle of accountability. 

This is a more indirect form of elec

tion, however, and hence not as demo
cratically satisfactory as direct elections. 
None the less , perhaps local com
munities should be given the opportun
ity of choosing which system they pre
fer until it becomes clear which is the 
more satisfactory in terms of obtaining 
the best teaching personnel for the 
schools. 

Be that as it may, we are confident the 
teachers of the province, probably one 
of the most faithful groups of suppor
ters of democracy, will welcome with 
open arms a plan that would modify the 
present authority-from-the-top-down-
obedience-from-t'ne-bottom-up struc
ture and provide a truly democratic 
base for a revitalized educational cl i
mate suitable to the seventies. 

Increased profess ional oppor 
tunities, accountability to the general 
public, improved community relations 
and insurance of suitable, publicly en
dorsed teachers — all flow from such a 
system of limited term tenure for in
structional personnel. 6 Cou ld any plan 
really ask for more? Surely not to the 
faithful proponents of genuine democ
racy, which teachers have always been. 

Indeed, anyone who objects strongly 
should probably be suspected of having 
hidden authoritarian tendencies and be 
treated accordingly. o>J 
References available on request. 

School District No. 37 - Delta 

Invites applications for teaching positions 
commencing September 1974. 

INTERVIEWING 

1. Beginning teachers (elementary) — Monday, 
Tuesday and Wednesday, March 18, 19 and 20 

2. Beginning teachers (secondary) — Thursday 
and Friday, March 21 and 22 

3. Experienced teachers (elementary and secon
dary) — March 25— for applicants outside of 
lower, mainland. Lower mainland applicants 
should arrange for interview during early March. 

Interviews will be held at the school board office 
and are by appointment only. Appointments will 
be arranged following receipt of the application. 

Submit written applications to: 
Mr. C.S. McKenzi? 
District Superintendent of Schools 
4629 — 51st Street; 
Delta, B.C. 
Telephone: 946-410i Local 37 

P R O V I N C E O F BRITISH C O L U M B I A 

has openings for 

DISTRICT S U P E R I N T E N D E N T S O F S C H O O L S 

Various Locations 

SALARY: $17,000, ri3ing lo $20,000 per annum, plus administrative allowances from 
$5,500 to $6,500 per annum (Salary subject to revision April 1,1974). To be responsible 
lor supervising the public schools and educational services ottered within a particular 
school district: to advise in matters which concern instruction in the schools: to ensure 
that provisions ot the "Public Schools Act" are carried out. Applicants must be eligible 
to obtain a Professional Certificate valid in this Province. 

Obtain applications from the PUBLIC SERVICE COMMISSION, 544 Michigan Street, 
Victoria, and return io VICTORIA IMMEDIATELY. 

COMPETITION NO. 74:215 

NEW LESSON AIDS 

8812 85c 
THE INTEGRATED DAY by Norah McNair, 36 p. This ap
proach for teaching Grade 1 reflects the British Primary 
School system. In it pupils pursue self-motivated activities 
at differing levels of competency and at differing times of 
the day from their classmates. This lesson aid includes 
information on the approach, how to begin it, and specif ic 
areas of learning. A17-page appendix gives fairly detailed 
lesson plans on literary appreciation skills. 

BCTFLESSON AIDS 
105-2235 Burrard Street, Vancouver, B.C. V6J 3H9 
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new books C. D. N E L S O N | 

WELCOME TO THE C L U B . . . 
Our cry for reinforcements in the De
cember column was answered in jig-
time by several readers, for which my 
heartfelt tharrks. I am pleased to add 
these names to the roster of reviewers: 
K.W. Adsett of Oak Bay Junior Secon
dary; Louise Sagert of Vancouver Tech
n ica l ; Patricia Gud laugson of Van
couver , qn temporary leave; K n t h 
Coates of Fernie; Fhil Kitley of Victoria; 
Denis N. Donovan of Fort Ne l son ; 
Sheila M. Carrof Delta; Uri J. Cameron 
of Mount Newton Junior Secondary; 
and Ron Sullivan of Shuswap Junior 
Secondary. Also, a reminder from old 
friend George Cockburn that he was 
ready, w i l l i ng and able as always; 
Muchas gracias all. 

I SHOULD POINT O U T . . . 
that it might be a little while before we 
can hear from any of these new names. 
At this moment I am burning daylight to 
get copy in for the February, issue; by 
the time I get books out and reviews 
back it may be close to the March issue 
deadline of February 1. So if any of my 
new volunteers change their address 
before the end of this term, I hope they 
wil l drop me a card with details. 

HOLIDAY M E M O . . . 
Went to a jolly New Year's Eve do where 
I met some people who had packed 
their bags for China, and in them they 
put an albatross, some beer, a cayman, 
a dog, an egg, a flute, a goat, a hibachi, 
an Indian) a jackal, a kettle-drum, a 
leech, a muffin, a nut, an Oldsmobile, a 
pup, a quince, a rattlesnake, a sausage, 
a tub, some undies, a vest, a waterme
lon, a Xerox, a yacht, a zigzag sewing 
mach ine ; and an app le , a bear , a 
cocoanut, a Dachshund, an envelope, a 
f rog, some garbage, a hatrack, an 
icicle ... and then I passed out! 

— C.D.Ne lson 

EDUCATION — CANADA 

The Failure of Educational Reform in 
Canada. Douglas Myers, ed. McClel land 
& Stewart, Toronto, 1973. 200p. $2.95 
Every teacher ir, British Columbia should 
reed this anthology of 1S articles written by 
active participants of the present Canadian 
educational scene. Topics range from 
teacher education to community schools, 
from the traditional isolation of academi
cians to the failure of the so-called 'free' 
schools and from the progress of Canadian 
studies to an analysis of the state of educa
tion in each of the major regions. Each article 
originally appeared in the Canadian Forum. 

The collective message is stark and loud. 
Education has not produced the national 
prosperity and the individual well-being its 
proponents eloquently proclaimed and 
promised a decade ago. A public, now be
coming increasingly skeptical and disen
chanted with the potential of education to 
contribute to the solution of the mammoth 
problems of Canadian society, finds itself, 
on one hand, confronted with steadily rising 
costs, and on the other, faced with the com
peting demands from other peoples' ser
vices, such as social welfare, insurance and 
public health, for additional attention. 

None of the writers goes to the extremes 
of two other current educator-authors and 
suggests what, in reality, is the termination 
of compulsory public education. Carl Berei-
ter, in Must We Educate? (Prentice-Hall, De
cember 1973), identifies 'definite trends sug
gesting the eventual decline of public educa
tion' and recommends that schools become 
public service centers to provide, for all who 
wish it, training in the basic skills. His col
league at the Ontario Institute for Studies in 
Education, David R. Olson pleads in 'What is 
Worth Knowing and What Can be Taught' 
(Schoo1 Review, November 1973) for a radical 
redefinition of schools to focus on skill de
velopment. He would have schools surren
der the knowledge acquisition function to 
the mass media. 

Myers and his associates are still recon-
structionists. Therefore, again and again, 
they demand that education must become 
'at once more effective, more continuous 
and more available,' even as governments — 
and British Columbia teachers know all 
about this — in response to the public's 
growing frustration, 'reduce drastically ex
penditure on education.' At the same time, 
teachers are urged to abandon their clois

tered retreats, meet and involve the public 
directly, fully and honestly in developing 
educational programs. 

John F. Ellis, in 'Euphoria in British Colum
bia Education — Let's Wait and See,' beams 
his message directly to British Columbia 
teachers. 'The teachers no longer have their 
whipping boy, Mr. Bennett. Accordingly, 
they must shift from confrontation to con
struction — a difficult transition.' 

But, at first, in the preface, John Bremer 
has set the mood. Education, like life itself, is 
process, a continuum, the reader is re
minded. 'Planning is the heart of the educa
tional activity and not the precursor to it.' 
With our finite minds, can we, will we, dare 
we — dare we not — embrace such a re
volutionary concept? 

But back to John Bremer,. As teachers, he 
admonishes us, we fail because of our inabil
ity to be self-educating, our perpetual obses
sion with seeking to impose change on 
others, and our constant search for an ir; • 
stant panacea through the vehicle of sorv.; 
external, but preconceived goal — be it en
larged buildings, or impioved equipment or 
additional materials or decreased class sizes. 

John Bremer's plea echoes that of Charlie 
Ovans, first proclaimed a decade ago. 'Stop 
reacting, start acting.' 

Ten years have now passed, already too 
late according to the Bereiters and the Ol
sons, but still there may be time. For Myers 
and his colleagues obviously subscribe to 
the statement, originally pronounced by the 
editors of This Magazine Is About Schools, 
that, 'if there's anything we've learned over 
the last six years, it's that there is no alterna
tive to the public schools, and that all our 
energies must go into changing that system.' 
Will we, or will we continue to focus on 
propping up the present crumbling system? 

Join the new crusade now. Start acting, by 
reading these essays. 

One tangential reward for the teacher-
reader will be to note the reference by Wal
ter Pitman, former MPP and education critic 
for the Ontario New Democratic Party and 
currently Dean of Arts and Science at Trent 
University, to William Davis, retired as Minis
ter of Education and now th-s Premier of On
tario. Pitman closes his chapter on the chang
ing place and function of education in On
tario by naming Davis tho. future Prime Minis
ter of Canada. Where but in an otherwise 
serious book on the state of education in 
Canada, will one discover the prognosis of 
the almanac?—John S. Church 
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MUSIC EDUCATION 

Hear and Now, by John Paynter. Univer
sal Editions, 1972. $6.40 

Many will recall Paynter's Sound and Silence. 
He is the Ron Thomas of Great Britain: a man 
who can put the ideas of John Cage, Murray 
Schaffer and others into practice in the class
room. 

Hear and Now is aimed at the novice in the 
spider web of contemporary music practice 
and theory. It contains many useful exercises 
for classroom composition, and there are 
even some 'scores' for contemporary sound 
that may be performed by elementary or 
secondary students. 

Paynter goes into current methods of 
not?ting the fascinating and unorthodox 
sounds that are in the bag of the contempor
ary composer. In some respects this book 
would be a good introduction to Sound and 
Silence. 

Recommended for the uninitiated and for 
these who want new ideas for teaching con
temporary music in the classroom. 

— D. Tupman 

REFERENCE 

The Cage Canadian Dictionary, by W.S. 
Avis, P.D. Drysdale, R.J. Gregg and 
M . H . Scargill. Gage, c1973. $4.90 
paperbound 

Here is an old friend, Dictionary of Canadian 
English: the Senior Dictionary, Gage, c1967, in 
a new edition. Like its older brother, this new 
one is based on the Thorndike-Barnhart High 
School Dictionary, which has seen several 
editions since its first publication in 1941. A 
year or two ago in our 'Reference Roundup' 
we gave excellent marks for this work as a 
useful dictionary at the senior level and this 
opinion still stands. 

Changes are minimal, however, and the 
two editions are for all general purposes 
identical. It still runs from aardvark (the first 
real word) to zymurgy. It is interesting that 
two of the few new inclusions occur In the 
last pages: zaire, a unit of money in that 
country, and zap, as a slang interjection; and 
neither of them are Canadian words. The 
excellent usage notes, the diagrams, and 
especially the introductory notes, are, as be
fore, most useful. As a dictionary it is one of 
the best available for schools — but Cana
dian it is not, being still based on a long-
standard American work. True, it is lightly 
sprinkled with 'Canadianisms' of various 
sorts, but not enough to justify the title. 

My main criticism of this book is the very 
poor binding. My review copy started to fall 
apart in half an hour; this paperbound edi
tion is definitely not designed for school or 
library use. But, by all means, buy a hard
bound copyl — C.D. Nelson 

A MIXED BAG 
STUDIES 

MOSTLY SOCIAL 

Bowen Island 1872-1972, by Irene 
Howard. Bowen Island Historians, cl973. 
not priced 
The Town That Cot Lost, A Story of Anyox, 
British Columbia, by Pete Louden. Gray's 
Pub., c1973. $7.50 
1001 British Columbia Place Names, 3d. 
ed. rev., by G.P.V. and Helen Akrigg. 
Discovery Press, c1973. $6.95 
Nature West Coast, as Seen in Lighthouse 
Park, comp. and illus. by members of 
the Vancouver Natural History Society. 
Discovery Pr., c1973. $7.95 
Forest Regions of Canada, by J.S. Rowe. 
Dept. of the Environment, Canadian 
Forestry Service, publication no. 1300. 
Information Canada, 1972. $2.50 paper 
Indians in British Columbia, 'BC Studies' 
special issue no. 19. UBC Press, 1973. 
$4.00 paperbound 

Publishing is alive and well in British Colum
bia. These titles all came out in 1973, except 
for the Forest Regions, which arrived late in 
1972, and, while it is not exclusively about 
B.C. forests, it gives them generous cover
age, as one might expect. Accustomed as we 
are to having any worth-while book originate 
in Toronto, New York or London, it is indeed 
a pleasure to comment on some products 
from local sources. 

First the Howard and Louden books. These 
particularly appealed to me, as they deal with 
places I have at least a tenuous acquaintance 
with; being at opposite ends cf the once 
flourishing Union Steamship Company's 
operations. In the dim past I worked as an 
Asiiistant Purser on all their routes. Anyox, to 
me, always recalls an unscheduled stop one 
trip to Stewart, when we put in at the de
serted wharf to disembark a grizzled pros
pector in the cold moonlight. As his feet 
crunched away in the snow we could hear 
the roar of the water escaping the distant 
darn. This book recounts a sentimental jour
ney the authortook in 1971 to revisit the little 
company town where he grew up. It is a very 

human story, full of memorable characters 
and ovents honestly told. I enjoyed it im
mensely. 

Irene Howard we have met before; her 
first book, Vancouver's Svenskar, A History of 
the Swedish Community in Vancouver, was re
viewed here some time ago. She is a 
first-class historian, and this book is the re
sult of considerable research and organiza
tion of the Society's documents, interviews, 
etc. Like Anyox, Bowen Island has all but 
disappeared as a 'company town,' but unlike 
that remote spot, the Island is very much 
alive and kicking. Indeed, it is more popul
ous than ever. This book inevitably recalls 
countless excursions, picnics and 'booze 
cruises' during the days I was on the Lady 
Alexandra. Ms Howard does full justice to 
Bowen as a happy place, and her book con
tains some delightful anecdotes and some 
intriguing people. One learns a lot about the 
100-year history of Bowen Island, thanks to 
the efforts of the island's Historical Society. 
This is local history as it ought to be told; it 
should be a valuable record for schools and 
libraries: and old Union Steamship buffs like 
me. 

The Akriggs' book is now in a third edition, 
having been published in 1969 and again in 
1970. The changes here are again minimal, so 
if you have the first or second editions, 
purchase of the third is optional. Rewordings 
are the most common revision found in the 
entries; new name derivations are given for 
Keremeos, Krestova, Nimpkish, North Bend, 
Taft, Westwold and Xenia; PGE is changed to 
BCR throughout; new entries are Marguer
ite, Reifel Island and Telkwa; Renata is omit
ted. A useful reference altogether, but the 
second edition has by far the most changes 
from the original. 

Nature West Coast is a study of plants, in
sects, birds, mammals and marine life com
piled and illustrated by members of the Van
couver Natural History! Society and dealing 
with Lighthouse Park, Point Atkinson at the 
mouth of Burrard Inlet; This microcosm pro
vides a wealth of ecological zones, including 
rocky headlands, coniferous forest, valleys 
and draws, marsh lands trails and cliffs. One 
can only admire the immense r.mount of 
work that went into this book.. By far the 
major part of it concerns the botany of the 
area. A typical entry gives one or more small 
but clear drawings of the plant, the common 
and scientific names, the plant family name, 
a brief, concise description of the whole 
plant, flowers, leaves and fruit, and com
ments more of a general nature. The section 
on birds is similarly detailed; the chapters on 
marine life are much more abbreviated con
sidering the great diversity of our local ocean 

Candy C o . Ltd. 
1685 W. 5th Avenue, 

Vancouver 9, B . C 
P.O. Box 34096 
604-736-0341 

Do you have 
A fund raising project? 
Did you know 
That Hansel & Gretel Candy Co. has 4 
delicious fund-raising candies to help you 
make money? 
Did you know 
Our fund-raising candles will be shipped to 
you freight prepaid (minimum 25 dozen): 
no money required with order? 
Did you know 
There is no risk. 
We will allow full credit on unsold candy 
returned to our plant within 30 days? 

Attention: You deal directly with the factory 
These candles made In B.C. with B.C. labour. 

Fresh daily. We offer prompt service. 

Did you know 
We offer 4 proven fund-raising items: 
e Hansel & Gretel Peppermint Patties 
» Hansel & Gretel Peanut Brittle 

• Hansel & Gretel Party Mints 
• Park Lane Buttermints? 

Please mail coupon for detailed information. 

Name 

Address 

City Tel 

Name of Group 

Number in Group 
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flora and fauna. Perhaps Ihe Society in its 
enthusiast! for the project tried to include 
too much material for one book. No matter, 
this will be a useful reference for students of 
b'ology and nature lovers of the west coast. 

BC Studies is 2 prestigious (sometimes 
stuffy) journai pd'ted and published at the 
University of British Columbia Press and 
supported by UBC, Simon Fraser, the 
Canada Council and the B.C. Cultural Fund. 
Its domain is, simply, British Columbia, 
chiefly from the viewpoint of the humanities. 
The special issue of Autumn 1973 is a valu
able contribution to schools and libraries 
whether or not they subscribe regularly to 
the journal. It contains long, detailed articles 
on the Nishga case, The education gap: 
urban Indians in B.C., The Chilcotin uprising 
of 1864, a select bibliography of anthropol
ogy of B.C., and two book reviews. Each of 
these features offers interesting reading. It is 
hard to make choices, but parhaps as 
teachers we might pick W.T. Stansbury's ex
cellent account of The Education Cap as the 
highlight, with the very full bibliography 
second. Buy this. 

Forest Regions of Canada is an excellent 
sample of good works by Information 
Canada. This soft-covered handbook covers 
all the forest regions of Canada and is filled 
with pictures and maps (including a large 
one in a pocket at the back). Did you know 
there are eight recognized general regions? 
They are boreal, subalpine, montane, coast, 
Columbia, deciduous, Ct. Lakes-St. Law
rence, and Acadian. Each of these is broken 
down by a detailed geographical scheme that 
embraces all of Canada. Much of this mater
ial is unobtainable elsewhere. At the low cost 
every school should have a copy. 

— D. Nelson 

Department of 
Modern Languages 

Master of Arts 
Teaching of 

French 
The first three Summer Session 
program leading to the M.A. -
Teaching of French will sta'V in 
July 1974. Each Summer Session 
lasts seven weeks. The program 
is designed to be completed in 
three consecutive Sessions. 
Accepted candidates qualify for a 
$300 Federal grant in 1974. For 
Brochures and application forms, 
write: 

DML Teacher Program 
Depar tment of Modern 
Languages 
Simon Fraser University 
Burnaby 2, B.C. 

nesoumes center 
For your professional information needs, contact the Resources Center, < - ; 
B.C. Teachers' Federation 105-2235 Burrard Street, Vancouver V6J 3H9.' ' . 
Phone 731-8121 -
Hours: Monday-Friday 9-5; Saturday 9-1. 1 

The materials listed, plus many others, are available on loan. ^.::<<--a^ 

DINKMEYER, DON C. :A 
Raising a responsible child: practical steps 
ships. New York, Simon and Schuster,: 

DUGGINsf JAMES 'j 
1 values in.hioh school; f .nlnmhns.-Ohln. - : •. 
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comment: 

111® olv^j sn S®Hf*CH Of to® Strict 
J O H N DRESSLER 

For the past year I have seen education 
from three different angles — as a 
teacher, as a school trustee and as a 
college councillor — and i have been 
deeply troubled at times by what I have 
seen. 

I have seen sharply rising costs at the 
same time as there is a gradual but 
noticeable increase in dissatisfaction 
with education. 

I have seen growing discontent with 
educational leadership at the same time 
as the administration section of educa
tion budgets is rapidly escalating. 

I have seen petty and arrogant 
emp i re -bu i ld ing on the part of 
educators using public funds. 

I have seen rather desperate attempts 
to introduce innovation, always with 
the cost of new equipment and new and 
bigger facilities. 
: I have seen students become more 
cynical and restive as education be
comes more distant f rom their im
mediate goals. 

The school systems, in short, are be
ginning to suffer from consumer resis
tance and are reacting by entrenchment 
and defensive thinking. 

But. the educat ion system has a 
number of features that will make it par
ticularly susceptible to a consumer re
volt. First, it is public education and just 
about everyone is affected. Some will 
complain; others wil l demand satisfac
tion. 

There is a high cost to public school 

The author is on the staff of Port Moody Senior 
Secondary School. 

education — close to $1,000 a year for 
operat ing expenses for each ch i ld . 
Some of the public have always asked, 
but are now asking more vociferously, 
'Are we getting our money's worth?' 

The inabi l i ty or re luctance of 
educators to state clear objectives also 
makes education vulnerable to criti
cism. 'What are you trying to achieve?'is 
a question some teachers find difficult 
to answer. Unless clear directions are 
found and stated, the man who pays the 
piper will call the tune. 

Because it is a bureaucratic institu
t ion, the school system has limited abil
ity to respond to consumer needs. 
Everyone is familiar with the routine of 
encountering a multitude of hierarchi
cal levels in the attempt to reach the top 
in registering a complaint. In education, 
unlike other 'production systems,' the 
equivalent of a faulty appliance cannot 
be returned to the retailer; the equival
ent of a poorly repaired automobile 
cannot be returned to the mechanic. 

The San Francisco woman who sued 
for a million dollars because her high 
school graduate son couldn't read or 
write was probably frustrated to find 
that there was rib other way to get satis
faction for what she had paid. 

We need to de-institutionalize educa
tion. We need to strive for smaller social 
units (the subject class in a secondary 
schoo l has invariably some of the 
characteristics of a cog in a wheel). We 
need to have smaller schools. 

At present, every movement to re
volutionize education seems to have 

the unconscious characteristic of at
tempting to make big public education 
systems smaller. The attempt to find re
levant work experience is an attempt to 
duplicate the process naturally followed 
in the small communities of an earlier 
time. Today, a student's part-time job is 
almost never part of his education ex
perience; in fact, most senior secon
dary students can't wait to get out of 
class to go to work. For them, jobs are 
the small world they can handle as op
posed to the large school. 

The community school is an attempt 
to find the small unit in a big municipal
ity or city. The school 's attempts to 
further social contacts in its student 
population, and its involvement in re
creation and counselling programs are 
reflections of attempts to find humane 
and manageable social units. 

The biggest obstacle to an educa
tional institution's success in finding 
the right size to do its job is very often its 
administrator. Administrators l ike to 
think big, plan big and administer big 
operations. The necessity of big school 
systems to offer varied and effective 
programs is a 'necessity' that must be 
seriously re-examined. A small institu
tion that isn't doing an effective job is 
unfortunate, but a big and expensive 
institutional system that is ineffective is 
very serious indeed. 

I think it is the philosophical and so
cial responsibility of every educator to 
start thinking small. To be responsive to 
a small community and to achieve the 
flexibility that the immediacy of close 
human contact demands. c**-* 
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. .. for 1973 Income Tax purposes 
the Federal Government allows 
you to make a TAX DEDUCTIBLE 
INVESTMENT (within certain 
limits) in a Registered Retirement 
Savings Plan. 

Your own TEACHERS' PLAN is one of the 
best performers in Canada. 

Before you invest, investigate. 

B.C.T.F. RETIREMENT SAVINGS PLAN 
206 • 2235 B U R R A R D ST. 206 - 3400 QOUGLAS ST. 3 - 87 WALLACE ST. 201 - 1135 S U T H E R L A N D AVE 

VANCOUVER, B.;C v6J 3H.9 VICTORIA, B.C. NANAIMO, B.C. KELOWNA B C 
. . . " 736-7741. i 385-3393 753-3402. • 763-4916. ' 



KM Canada 
PW1W Bi« Pwl pa,. 

Third Troisiema 
class classe 
PERMIT No. 2035 
VANCOUVER 

mefit by borrowing from 
your own credit union 

Consider These Advantages 

1 Our SERVICE is fast, 
confidential and convenient. 4 You borrow from YOUR OWN 

GROUP who are sympathetic 
with your problems. 

Payments on Personal 
Loans not expected during 
summer months. 5 We finance CAR PURCHASES 

for any amount. AutoPlan 
financing available. 

3 All eligible loans are INSURED 
(to an insurance maximum of 
$10,000). Thus, all debts die 
with debtor. 

6 LOW INTEREST RATE 
compares favourably with 
so-called "Bank Rates" on 
personal loans. 

B.C. TEACHERS CREDIT UNION 
VANCOUVER - 201 -1815 W. 7th Avenue 

(Mailing address - P.O. Box 34309 Van. V6J 4P4 Telephone 731-6191) 

VICTORIA - 3023Shakespeare Street 
Telephone 385-1361 


