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INTRODUCTION

This document replaces The Ontario Curriculum, Grades 11 and 12: The Arts, 2000. Beginning
in September 2010, all arts courses for Grades 11 and 12 will be based on the expectations
outlined in this document.

SECONDARY SCHOOLS FOR THE TWENTY-FIRST CENTURY

The goal of Ontario secondary schools is to support high-quality learning while giving
individual students the opportunity to choose programs that suit their skills and interests.
The updated Ontario curriculum, in combination with a broader range of learning options
outside traditional classroom instruction, will enable students to better customize their
high school education and improve their prospects for success in school and in life.

THE IMPORTANCE OF THE ARTS CURRICULUM

Experiences in the arts — dance, drama, media arts, music, and the visual arts — play a
valuable role in the education of all students. Through participation in the arts, students
can develop their creativity, learn about their own identity, and develop self-awareness,
self-confidence, and a sense of well-being. Since artistic activities involve intense engage-
ment, students experience a sense of wonder and joy when learning through the arts,
which can motivate them to participate more fully in cultural life and in other educational
opportunities.

The arts nourish the imagination and develop a sense of beauty, while providing unique
ways for students to gain insights into the world around them. All of the arts communi-
cate through complex symbols — verbal, visual, and aural — and help students understand
aspects of life in a variety of ways. Students gain insights into the human condition
through ongoing exposure to works of art — for example, they can imagine what it would
be like to be in the same situation as a character in a play, an opera, or a painting, and try
to understand that character’s point of view. They identify common values, both aesthetic
and human, in various works of art and, in doing so, increase their understanding of
others and learn that the arts can have a civilizing influence on society. In producing
their own works, students communicate their insights while developing artistic skills
and aesthetic judgement.

Through studying works of art from various cultures, students deepen their appreciation
of diverse perspectives and develop the ability to approach others with openness and
flexibility. Seeing the works of art produced by their classmates also helps them learn
about, accept, and respect the identity of others and the differences among people. The
openness that is fostered by study of the arts helps students to explore and appreciate the
culture of diverse peoples in Canada, including First Nations and francophones. Students
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learn that people use the arts to record, celebrate, and pass on to future generations
their personal and collective stories and the values and traditions that make us unique
as Canadians.

Education in the arts involves students intellectually, emotionally, socially, and physically.
Learning through the arts therefore fosters integration of students’ cognitive, emotional,
sensory, and motor capacities, and enables students with a wide variety of learning styles
to increase their learning potential. For example, hands-on activities can challenge students
to move from the concrete to the abstract, and the students learn that, while the arts can
be enjoyable and fulfilling, they are also intellectually rigorous disciplines. Students also
learn that artistic expression is a creative means of clarifying and restructuring personal
experience.

In studying the arts, students learn about interconnections and commonalities among the
arts disciplines, including common elements, principles, and other components. Dance
and drama share techniques in preparation and presentation, and require interpretive and
movement skills. Music, like dance, communicates through rhythm, phrase structure, and
dynamic variation; also, both have classical, traditional, and contemporary compositional
features. The visual arts, dance, and drama all share aspects of visual design, interpretation,
and presentation, making connections among movement, space, texture, and environment.
Media arts can incorporate and be interwoven through the other four disciplines to enhance,
reinterpret, and explore new modes of artistic expression.

Links can also be made between the arts and other disciplines. For example, symmetry

in musical structure can be related to mathematical principles. Mathematics skills can

be applied to drafting a stage set to scale, or to budgeting an arts performance. Students
taking a history course can attempt to bring an event in the past to life by reinterpreting it
in their work in drama. Because all the arts reflect historical, social, and cultural contexts,
students taking history, geography, and social sciences can gain insights into other cultures
and periods through studying the arts of those cultures and times. Arts students can also
apply their knowledge of historical and cultural contexts to enhance their understanding
and appreciation of works of art. Dance students can make use of scientific principles of
physical motion in their choreography.

The courses described in this document prepare students for a wide range of challenging
careers in the arts, as well as careers in which they can draw upon knowledge and skills
acquired through the arts. Students who aspire to be writers, actors, musicians, dancers,
painters, or animators, for example, are not the only ones who can benefit from study

of the arts. Arts education prepares students for the fast-paced changes and the creative
economy of the twenty-first century. Learning through the arts develops many skills,
abilities, and attitudes that are critical in the workplace — for example, communication
and problem-solving skills; the ability to be creative, imaginative, innovative, and original;
the ability to be adaptable and to work with others; and positive attitudes and behaviours.
For example, participation in arts courses helps students develop their ability to listen and
observe, and thus to develop their communication and collaborative skills. It encourages
students to take risks, to solve problems in original ways, and to draw on their resourceful-
ness. In arts courses, students develop their ability to reason and to think critically as well
as creatively. They learn to approach issues and present ideas in new ways, to teach and
persuade, to entertain, and to make designs with attention to aesthetic considerations.
They also gain experience in using various forms of technology. In short, the knowledge



and skills developed in the study of the arts can be applied in many other endeavours
and in a variety of careers.

IDEAS UNDERLYING THE ARTS CURRICULUM

The arts curriculum is based on four central ideas — developing creativity, communicating,
understanding culture, and making connections. Major aspects of these ideas are outlined
in the chart below.

Ideas Underlying the Arts Curriculum

Developing + developing aesthetic awareness

Creativity + using the creative process

+using problem-solving skills

+ taking an innovative approach to a challenge

Communicating + manipulating elements and forms to convey or express thoughts, feelings, messages,
or ideas through the arts

+using the critical analysis process

+ constructing and analysing art works, with a focus on analysing and communicating
the meaning of the work

+ using new media and technology to produce art works and to convey thoughts, feelings,
and ideas about art

Understanding + understanding cultural traditions and innovations

Culture «constructing personal and cultural identity (developing a sense of self and a sense of
the relationship between the self and others locally, nationally, and globally)

+ making a commitment to equity and social justice and dealing with environmental issues

Making + making connections between the cognitive and affective domains (expressing thoughts

Connections and feelings when creating and responding to art works)

« creating and interpreting art works on their own and with others, and performing
independently and in groups

+making connections between the arts and other disciplines (e.g., transferring knowledge,
skills, and understanding to other disciplines)

ROLES AND RESPONSIBILITIES IN THE ARTS PROGRAM
Students

Students have many responsibilities with regard to their learning. Students who make
the effort required to succeed in school and who are able to apply themselves will soon
discover that there is a direct relationship between this effort and their achievement, and
will therefore be more motivated to work. There will be some students, however, who will
find it more difficult to take responsibility for their learning because of special challenges
they face. The attention, patience, and encouragement of teachers can be extremely
important to the success of these students.

Taking responsibility for their own progress and learning is an important part of arts
education for all students, regardless of their circumstances. Students in arts courses
need to realize that honing their craft is important and that real engagement with the arts
requires hard work and continual self-assessment. Through practice, and through review
and revision of their work, students deepen their understanding of their chosen arts
discipline. Students can also extend their learning in the arts by participating in school
and community arts activities.

NOILONAOYLNI

[0, ]



THE ONTARIO CURRICULUM, GRADES 11 AND 12 | The Arts

o)}

Parents

Parents! have an important role to play in supporting student learning. Studies show
that students perform better in school if their parents are involved in their education.

By becoming familiar with the curriculum, parents can better appreciate what is being
taught in the courses their daughters and sons are taking and what they are expected to
learn. This awareness will enhance parents’ ability to discuss their children’s work with
them, to communicate with teachers, and to ask relevant questions about their children’s
progress. Knowledge of the expectations in the various courses will also help parents to
interpret teachers’” comments on student progress and to work with teachers to improve
their children’s learning.

Effective ways in which parents can support their children’s learning include attending
parent-teacher interviews, participating in parent workshops, and becoming involved in
school council activities (including becoming a school council member). Parents who
encourage and monitor home practice or project completion further support their children
in their arts studies. By attending concerts and presentations and other performances by
school ensembles and clubs, parents can demonstrate a commitment to their child’s success.

Parents can also attend local arts and cultural events (such as art exhibits and concerts)
with their children, whether or not their children are participating themselves. These
events often take place in community centres, places of worship, and public parks or
schools, as well as in more formal venues, such as public galleries, museums, libraries,
and concert halls. Parents can make an arts activity into a family activity, further demon-
strating an awareness of and support for their child’s artistic and personal interests.

Teachers

Teachers and students have complementary responsibilities. Teachers develop appropriate
instructional strategies to help students achieve the curriculum expectations, as well

as appropriate methods for assessing and evaluating student learning. Teachers bring
enthusiasm and varied teaching and assessment approaches to the classroom, addressing
different student needs and ensuring sound learning opportunities for every student.

Using a variety of instructional, assessment, and evaluation strategies, teachers provide
numerous opportunities for students to develop and refine their critical and creative
skills, problem-solving skills, and communication skills, while engaged in arts activities,
projects, and exploration. The activities offered should give students opportunities to
relate their knowledge of and skills in the arts to the social, environmental, and economic
conditions and concerns of the world in which they live. Such opportunities will motivate
students to participate in their communities as responsible and engaged citizens and to
become lifelong learners.

Teachers can help students understand that the creative process often requires a consider-
able expenditure of time and energy and a good deal of perseverance. Teachers can also
encourage students to explore alternative solutions and to take the risks necessary to
become successful problem solvers and creators of art work. The arts can play a key role
in shaping students” views about life and learning. Since the arts exist in a broader social
and historical context, teachers can show students that all of the arts are affected by the
values and choices of individuals, and in turn have a significant impact on society.

1. The word parent(s) is used in this document to refer to parent(s) and guardian(s).



Arts teachers provide students with frequent opportunities to practise and apply new
learning and, through regular and varied assessment, give them the specific feedback they
need in order to further develop and refine their skills. By assigning tasks that promote
the development of higher-order thinking skills, teachers enable students to become
thoughtful and effective communicators. In addition, teachers encourage students to think
aloud about their own artistic choices, and support them in developing the language and
techniques they need to assess their own learning. Opportunities to relate knowledge
of and skills in the arts to broader contexts will motivate students to learn in meaningful
ways and to become lifelong learners.

Principals

The principal works in partnership with teachers and parents to ensure that each student
has access to the best possible educational experience. To support student learning,
principals ensure that the Ontario curriculum is being properly implemented in all
classrooms using a variety of instructional approaches. They also ensure that appropriate
resources are made available for teachers and students. To enhance teaching and learning
in all subjects, including the arts, principals promote learning teams and work with teach-
ers to facilitate their participation in professional development activities. Principals are
also responsible for ensuring that every student who has an Individual Education Plan
(IEP) is receiving the modifications and/or accommodations described in his or her

plan —in other words, for ensuring that the IEP is properly developed, implemented,
and monitored.

Community Partnerships

Community partners can be an important resource for schools and students. They can

be models of how the knowledge and skills acquired through the study of the curriculum
relate to life beyond school. As mentors, they can enrich not only the educational experience
of students but also the life of the community.

Schools and school boards can play a role by coordinating efforts with community partners.
They can, for example, set up visits to art galleries, theatres, museums, and concert venues
(where available), which provide rich environments for field trips and for exploration of
the local community and its resources. Alternatively, local artists, musicians, actors, or
dancers may be invited into the school. An increasing number of partnership programs —
such as the Ontario Arts Council’s Artists in Education program — can assist teachers in
more fully integrating arts and cultural programming into the classroom. In locales where
there are few artists, technology can be used to provide a wealth of opportunities for
students to hear and see performances and art works and to contact artists.

ATTITUDES IN THE ARTS

The attitudes of everyone involved with students have a significant effect on how students
approach the arts. Parents can demonstrate a positive attitude towards the arts at home
and in the community, and teachers should project a positive attitude towards the arts in
their instruction. Teachers should encourage students to use their imagination and their
problem-solving and critical-thinking skills in planning, producing, and assessing works
of art. They should also help students understand that even the most accomplished artists
continue to put a great deal of time and effort into their work.

NOILONAOYLNI
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Teachers can also encourage a positive attitude towards the arts by helping students learn
about careers in various areas of the arts industry. By studying art in a variety of forms,
learning about artists within and outside the community, and participating in a variety

of artistic activities, students will become better informed about the possibilities for active
participation in the arts later in life.

Students’ attitudes towards the arts can have a significant effect on their achievement
of the curriculum expectations. Teaching methods and learning activities that encourage
students to recognize the value and relevance of what they are learning will go a long
way towards motivating students to work and to learn effectively.



THE PROGRAM IN
THE ARTS

OVERVIEW OF THE PROGRAM

The arts program in Grades 11 and 12 consists of four courses in each of dance, drama,
media arts, music, and visual arts, as well as a course entitled Exploring and Creating
in the Arts.

The courses in this document are intended to help students build on the knowledge and
skills they have developed in arts courses in Grades 9 and 10. Arts courses for the first
two years of secondary school are designed to appeal to students’ interests and imagina-
tion, and provide a basis for more intensive and specialized study. In all arts subjects in

Grades 11 and 12, emphasis is placed on acquiring more advanced skills and applying
them in more complex ways. An important aim of the Grade 11 and 12 courses is to help
students understand the world in which they live and to help them make choices that
will both enrich their lives and prepare them for a variety of careers. To this end, course
content is designed to encourage students to understand the connections between what
they are doing at the Grade 11 and 12 levels and what is required in a broad range of
university and college programs and the world of work.

In the arts program in Grades 11 and 12, three types of courses are offered —
university/college preparation, workplace preparation, and open. Students choose between
course types on the basis of their interests, achievement, and postsecondary goals, as well
as the pathways they are pursuing. The course types are defined as follows:

Universityl/college preparation courses are designed to equip students with the knowl-
edge and skills they need to meet the entrance requirements for specific programs
offered at universities and colleges.

Workplace preparation courses are designed to equip students with the knowledge and
skills they need to meet the expectations of employers, if they plan to enter the workplace
directly after graduation, or the requirements for admission to many apprenticeship or
other training programs.

Open courses are designed to broaden students” knowledge and skills in subjects that
reflect their interests and to prepare them for active and rewarding participation in
society. They are not designed with the specific requirements of universities, colleges,
or the workplace in mind.
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Courses in the Arts, Grades 11 and 12*

Course Name Course Type Course Code** Prerequisite
Dance
11 Dance University/College | ATC3M Grade 9 or 10 Dance, Open
11 Dance Open ATC30 None
12 Dance University/College | ATC4M S:wa;\c/lsrlilyl?gglclee:’ge
12 Dance Workplace ATC4AE Grade 11 Dance, Open
Drama
1 Drama University/College | ADA3M Grade 9 or 10 Drama, Open
11 Drama Open ADA30 None
12 Drama University/College | ADA4M S:;Seer;ily%?)rl]lq:{;e
12 Drama Workplace ADA4E Grade 11 Drama, Open
Exploring and Creating in the Arts
Media Arts
11 Media Arts University/College | ASM3M Grade 10 Media Arts, Open
11 Media Arts Open ASM30 None
12 Media Arts University/College | ASM4M S;?S;;ly’ggj;:gts'
12 Media Arts Workplace ASM4E Grade 11 Media Arts, Open
Music
1 Music University/College | AMU3M Grade 9 or 10 Music, Open
11 Music Open AMU30 None
12 Music University/College | AMU4M S:;\(jeer;ilys/‘;;IiIde
12 Music Workplace AMUA4E Grade 11 Music, Open
Visual Arts
1 Visual Arts University/College | AVI3M g?:ne 9 or 10 Visual Arts,
11 Visual Arts Open AVI3O None
12 Visual Arts University/College | AVIAM S;a]is:r:ily\ﬁ:ﬁ;g:&
12 Visual Arts Workplace AVI4E Grade 11 Visual Arts, Open

* Each Grade 11 and 12 course has a credit value of 1.

** Course codes consist of five characters. The first three characters identify the subject; the fourth character identifies
the grade (i.e., 3 and 4 refer to Grade 11 and Grade 12, respectively); and the fifth character identifies the type of
course (i.e., M refers to “university/college preparation”, E refers to “workplace preparation”, and O refers to “open”).

t This course may be taken at either the Grade 11 or the Grade 12 level. Only one credit may be earned in this course.




Prerequisite Charts for the Arts, Grades 9-12

These charts map out all the courses in the discipline and show the links between courses and the possible
prerequisites for them. They do not attempt to depict all possible movements from course to course.
Dance » Dance Dance
ATC3M ATC4AM
Dance Dance |_y.| Grade 11, University/College Grade 12, University/College
ATC10 ATC20
Grade 9, Open Grade 10, Open
Dance Dance
ATC30 ATC4E
Grade 11, Open Grade 12, Workplace
Drama S Drama Drama
ADA3M ADA4M
Drama Drama L_y.| Grade 11, University/College Grade 12, University/College
ADA10 ADA20
Grade 9, Open Grade 10, Open
Drama Drama
ADA30 ADA4E
Grade 11, Open Grade 12, Workplace
Integrated Arts / Exploring and Creating in the Arts
Integrated Arts Exploring and Creating
Any Grade 9 or 10 in the Arts
ALC10/ALC20 s course ! AEA30/AEA4O
Grade 9.or 10, Open Grade 11 or 12, Open
Media Arts Media Arts Media Arts Media Arts
ASM20 | ASM3M ASM4M
Grade 10, Open Grade 11, University/College Grade 12, University/College
Media Arts Media Arts
ASM30 ASM4E
Grade 11, Open Grade 12, Workplace
Music » Music Music
AMU3M AMU4AM
Music Music |_y.| Grade 11, University/College Grade 12, University/College
AMU10 AMU20
Grade 9, Open Grade 10, Open
Music Music
AMU30 AMU4E
Grade 11, Open Grade 12, Workplace
Visual Arts > Visual Arts Visual Arts
AVI3M AVIAM
Visual Arts Visual Arts L_y.| Grade 11, University/College Grade 12, University/College
AVITO AVI20
Grade 9, Open Grade 10, Open
Visual Arts Visual Arts
AVI30 AVI4E
Grade 11, Open Grade 12, Workplace
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Half-Credit Courses

The courses outlined in the Grade 9 and 10 and Grade 11 and 12 arts curriculum documents
are designed as full-credit courses. However, with the exception of Grade 12 university/college
preparation courses, they may also be delivered as half-credit courses.

Half-credit courses, which require a minimum of fifty-five hours of scheduled instruc-
tional time, adhere to the following conditions:

o The two half-credit courses created from a full course must together contain all of
the expectations of the full course. The expectations for each half-credit course must
be drawn from all strands of the full course and must be divided in a manner that
best enables students to achieve the required knowledge and skills in the allotted
time.

o A course that is a prerequisite for another course in the secondary curriculum
may be offered as two half-credit courses, but students must successfully complete
both parts of the course to fulfil the prerequisite. (Students are not required to
complete both parts unless the course is a prerequisite for another course they
may wish to take.)

o The title of each half-credit course must include the designation Part 1 or Part 2.
A half credit (0.5) will be recorded in the credit-value column of both the report
card and the Ontario Student Transcript.

Boards will ensure that all half-credit courses comply with the conditions described
above, and will report all half-credit courses to the ministry annually in the School
October Report.

Focus Courses

The curriculum expectations for the courses in dance, drama, music, and visual arts
given in this document are designed to allow schools to develop courses that focus on
particular aspects or areas of the subject. The following is a list of some of the possible
areas for focus in dance, drama, music, and visual arts:

o dance: ballet, modern dance, African dance, jazz dance, dance composition
o drama: production, Canadian theatre, music theatre, acting/improvisation
o music: vocal jazz, instrumental music, guitar, electronic music

o visual arts: printmaking, sculpture, painting, ceramics, film/video

Regardless of the particular area on which a course is focused, students must be given
the opportunity to achieve all the expectations for the course that are set out in this
document.

A student may take more than one course for credit in the same subject and the same
grade in dance, drama, music, or visual arts, provided that the focus of the courses is
different. For example, a student could take two courses in visual arts in Grade 12, earning
one credit for each; the focus of one of the courses might be on photography and the other
on environmental design.



There are no provisions for the development of courses that focus on particular areas
in media arts. The course descriptions in media arts provide a comprehensive outline
of the knowledge and skills that are covered in those courses.

The course codes given in the chart on page 10 identify the courses for each subject that
are outlined in this document. Courses that focus on a particular area of a subject should
be assigned the appropriate code. A list of focus courses for the arts can be found on

the curriculum page for the arts, under the section “Resource Documents Specific to

this Subject”, on the ministry’s website, at www.edu.gov.on.ca. For example, the code
identifying a Grade 11 open course called Dance — Hip Hop and Urban is ATR30; the
code identifying a Grade 12 university/college preparation course called Music —
Repertoire is AMR4M.

All the courses that a school offers will be listed in the school course calendar, along
with the course codes. For courses that focus on a particular area, an additional sentence
identifying that area should be included in the course descriptions in school calendars.

CURRICULUM EXPECTATIONS

The expectations identified for each course describe the knowledge and skills that students
are expected to develop and demonstrate in their class work, on tests, and in various
other activities on which their achievement is assessed and evaluated.

Two sets of expectations — overall expectations and specific expectations — are listed for
each strand, or broad area of the curriculum. (The strands are numbered A, B, and C.)
Taken together, the overall and specific expectations represent the mandated curriculum.

The overall expectations describe in general terms the knowledge and skills that students
are expected to demonstrate by the end of each course.

The specific expectations describe the expected knowledge and skills in greater detail.
The specific expectations are grouped under numbered headings, each of which indi-
cates the strand and the overall expectation to which the group of specific expectations

corresponds (e.g., “B2” indicates that the group relates to overall expectation 2 in strand B).

This organization is not meant to imply that the expectations in any one group are achieved
independently of the expectations in the other groups. The subheadings are used merely
to help teachers focus on particular aspects of knowledge and skills as they plan learning
activities for their students.

Most specific expectations are accompanied by examples and “teacher prompts”, as
requested by educators. The examples, given in parentheses, are meant to clarify the
requirement specified in the expectation, illustrating the kind of knowledge or skill, the
specific area of learning, the depth of learning, and/or the level of complexity that the
expectation entails. The teacher prompts are meant to illustrate the kinds of questions
teachers might pose in relation to the requirement specified in the expectation. Both the
examples and the teacher prompts are intended as suggestions for teachers rather than
as an exhaustive or a mandatory list. Teachers can choose to use the examples and
prompts that are appropriate for their classrooms, or they may develop their own
approaches that reflect a similar level of complexity. Whatever the specific ways in
which the requirements outlined in the expectations are implemented in the classroom,
they must, wherever possible, be inclusive and reflect the diversity of the student
population and the population of the province.
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A numbered subheading introduces
each overall expectation. The same
heading is used to identify the group

The overall expectations describe in general
terms the knowledge and skills students are
expected to demonstrate by the end of each

of specific expectations that relates course. Three or four overall expectations are

to the particular overall expectation
Each course in the arts is organized (e.g., “Al. The Creative Process”
into three strands, numbered A, B, relates to overall expectation A1 for
and C. strand A).

provided for each strand in every course. The
numbering of overall expectations indicates the
strand to which they belong (e.g., Al through
A3 are the overall expectations for strand A).

A. CREATING AND PRESENTING

OVERALL EXPECTATIONS

By the end of this coufse, students will:

A1. The Creative Process: apply the crdative process to create medialart wotks, indiyidually and/or
collaboratively;
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The specific expectations
describe the expected
knowledge and skills in
greater detail. The expec-
tation number identifies
the strand to which the
expectation belongs and
the overall expectation to
which it relates (e.g., Al.1,
A1.2, A1.3, and so on,
relate to the first overall
expectation in strand A).
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A2. The Principles of Media Arts: desil
media arts and using various elemg

A3. Using Technologies, Tools, and Te

gn and produce media art works, applying tl
nts from contributing arts (dance, drama, m

hniques: apply traditional and emerging ted

e principles of
sic, visual arts);

hnologies, tools,

and techniques to produce and pregent media art works for a variety of audiences and purposes.

SPECIFIC EXPECTATIONS

A1. The Creative Process

By the end of this course, students will:

A1.1 use a variety of strategies (e.g., brainstorming,
concept webs, mind maps, group discussions,
research using sources such as case studies) to
investigate creative challenges and generate
innovative ideas, individually and/or collabo-
ratively, for addressing them (e.g., the challenge
of creating a video art work on cyberbullying)

Teacher prompt: “Do any of your personal
experiences or those of your group members
relate to the topic of the challenge? Where
would you find more information on the topic?
How can these experiences and this informa-
tion help you generate ideas?”

A1.2 develop plans, individually and/or collabo-
ratively, that address a variety of creative
challenges (e.g., reflect on and filter their ideas
to select a feasible one as the basis for their plan;
use storyboards, th il sketches, production
notes, scripts, choreggraphic notes, and/or blocking
notes to help develoy their plans), and assess and
revise their plans oh the basis of feedback and
reflection

Teacher prompts: “What criteria might you use
when filtering idea?” “What challenges does

your plan present?(Would revising an aspect of
the plan help you gvercome those challenges?”

A1.3 produce and refjne media art works, using
research, exploratign, input, and reflection
(e.g., research audio, I codes and alternative
media; explore new fnedia tools, practise a range

The examples help to clarify the
requirement specified in the expectation

of techniques, and reflect on which tools and tech-
niques would be appropriate for their art work;
reflect on feedback from their teacher, peers, and
others, and modify their preliminary work as
appropriate on the basis of this feedback)

Teacher prompts: “What other media artists
have used this technique? How can exploring
techniques used by other media artists help
you expand the range of techniques you use
in your work?” “How do you decide when to
integrate the input of others into your work?
In what ways did feedback affect your final
product?”

A1.4 exhibit or perform media art works, individ-
ually and/or collaboratively, using methods that
are highly appropriate for the work (e.g., present
a performance art work with sound effects or music
that enhances their message; post their digital
work on the Internet; play the class a DVD of
their animation; present their work in an actual
or virtual gallery)

Teacher prompt: “Is your mode of presentation
appropriate for your art work? Is there any
aspect of your work that is not well served by
the method Df presentation? How might you
modify your presentation plans to address this
problem?”

A1.5 use an appropriate tracking tool (e.g., a
sketchbook, @ journal, storyboards, a checklist,
production ntes, a“making-of” video) to produce
a detailed record of their application of the cre-
ative process, and use this record to determine,
through reflection, how effectively they applied
this process

Teacher prompts illustrate the kinds
of questions teachers might pose in

and to suggest its intended depth and | relation to the requirement specified in

level of complexity. The examples are
illustrations only, not requirements.
They appear in parentheses and are
set in italics.

the expectation. They are illustrations
only, not requirements. Teacher prompts
follow the specific expectation and
examples.




STRANDS IN THE ARTS CURRICULUM

The expectations in all Grade 11 and 12 courses in the arts are organized in three distinct
but related strands, which are as follows:

A. Creating and Presenting or Creating and Performing or Creating, Presenting, and
Performing (depending on the arts subject)

B. Reflecting, Responding, and Analysing

C. Foundations

The emphasis in each strand is described in the overview to each arts subject — dance,
drama, media arts, music, and visual arts — and in the overview to the Integrating Arts
course entitled Exploring and Creating in the Arts.

THE CREATIVE PROCESS

Students are expected to learn and use the creative process to help them acquire and
apply knowledge and skills in the arts. Use of the creative process is to be integrated
with use of the critical analysis process (described on pages 17-22) in all facets of the
arts curriculum as students work to achieve the expectations in the three strands.

Creativity involves the invention and the assimilation of new thinking and its integration
with existing knowledge. Creativity is an essential aspect of innovation. Sometimes the
creative process is more about asking the right questions than it is about finding the
right answer. It is paradoxical in that it involves both spontaneity and deliberate,
focused effort. Creativity does not occur in a vacuum. Art making is a process requiring
both creativity and skill, and it can be cultivated by establishing conditions that encourage
and promote its development. Teachers need to be aware that the atmosphere they create
for learning affects the nature of the learning itself. A setting that is conducive to creativity
is one in which students are not afraid to suggest alternative ideas and take risks.

The creative process comprises several stages:
o challenging and inspiring
o imagining and generating
e planning and focusing
o exploring and experimenting
o producing preliminary work
« revising and refining
o presenting and performing

o reflecting and evaluating

The creative process in the arts is intended to be followed in a flexible, fluid, and cyclical
manner. As students and teachers become increasingly familiar with the creative process,
they are able to move deliberately and consciously between the stages and to vary the
order of stages as appropriate. For example, students may benefit from exploring and
experimenting before planning and focusing; or in some instances, the process may
begin with reflecting. Feedback and reflection take place throughout the process.
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Students will sometimes follow the complete cycle of the creative process, beginning
with a challenge or inspiration in a particular context and ending with producing a final
product and reflecting on their approach to the process. At other times, the process may
be followed through only to the exploration and experimentation stage. Research clearly
shows that the exploration and experimentation stage is critical in the development of
creative thinking skills. Students should be encouraged to experiment with a wide range
of materials, tools, techniques, and conventions, and should be given numerous oppor-
tunities to explore and manipulate the elements within each art form.

Ongoing feedback and structured opportunities for students to engage in reflection and
metacognition — for example, reflecting on strengths, areas for improvement, and alter-
native possibilities, and setting goals and identifying strategies for achieving their goals —
are woven into each stage of the creative process. In this way, assessment by both teacher
and student is used to enhance students’ creativity and support their development and
achievement in the arts. The communication and reflection that occur during and after



the process of problem solving help students not only to articulate and refine their think-
ing but also to see the problem they are solving from different perspectives. Descriptive
feedback to the students on their work can occur throughout the stages of the creative
process and may include assessment by peers and the teacher as well as self-assessment
of drafts and other first attempts at creation or production. Sketches and drafts or pre-
liminary recordings and videos of works in progress may be housed in each student’s
working portfolio. Students may periodically select items or exhibits from their working
or process portfolios to place in a presentation portfolio. Both types of portfolios are to
be included in the assessment process.

In the chart that follows, some possible activities are listed for each of the stages of the
creative process.

THE CREATIVE PROCESS

Stage of the Process Possible Activities of the Student

Challenging and inspiring — responding to a creative challenge from the teacher or another student
— using creative ideas inspired by a stimulus

Imagining and generating — generating possible solutions to the creative challenge by using brainstorming,
thumbnail sketches, choreographic sketches, musical sketches, mind mapping

Planning and focusing — creating a plan for an art work by choosing ideas, determining and articulating
a focus, and choosing an appropriate art form

Exploring and experimenting — exploring a range of elements and techniques and making artistic choices
for a work

Producing preliminary work — producing a preliminary version of the work

— sharing the preliminary work with peers and teacher, and seeking their

opinions and responses

Revising and refining — refining the initial work on the basis of their own reflection and others’
feedback

Presenting and performing — completing the art work and presenting it to or performing it for an audience

(e.g., their peers, a teacher, the public)

Reflecting and evaluating — reflecting on the degree of success of the work with reference to specific
aspects that went well or that could be improved
— using the results of this reflection as a basis for starting another arts project

THE CRITICAL ANALYSIS PROCESS

Critical analysis is a central process in all academic work. The critical analysis process
involves critical thinking, and thinking critically implies questioning, evaluating, making
rational judgements, finding logical connections, and categorizing.

Critical thinking also requires openness to other points of view and to various means
of expression and creation. Everyone views the world through different lenses, and our
views of the world and our life experiences inform our understanding of works of art.
Students need to be taught that works of art are not created in a vacuum; they reflect
the personal, social, and historical context of the artists. This is true for works created
by professional artists and by students in the classroom.
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Using the critical analysis process will enable students to:

 respond knowledgeably and sensitively to their own and others” works in dance,
drama, media arts, music, and visual arts;

o make connections between their own experiences and works in the arts, between
different art forms, and between art works and the lives of people and communities
around the world;

o perceive and interpret how the elements of each art form contribute to meaning
in works in dance, drama, media arts, music, and visual arts;

o develop, share, and justify an informed personal point of view about works in the
arts;

o demonstrate awareness of and appreciation for the importance of dance, drama,
media arts, music, and visual arts in society;

o demonstrate appreciation appropriately as audience members in formal and
informal settings (e.g., peer performances in the classroom; excursions to arts
institutions, galleries, concert halls, theatres).

Students need to be guided through the stages of the critical analysis process. As they
learn the stages in the process, they will become increasingly independent in their ability
to develop and express an informed response to a work of dance, drama, media art,
music, or visual art. They will also become more sophisticated in their ability to critically
analyse the works they are studying or responding to. Students learn to approach works
in the arts thoughtfully by withholding judgement until they have enough information
to respond in an informed manner.

Teachers can set the stage for critical response and analysis by creating a reassuring
learning environment in which students feel free to experiment with new or alternative
approaches and ideas. This is a good opportunity to remind students that different people
may respond to the same work in different ways. Each person brings a particular cultural
perspective and a unique personal history to experiences in the arts. Responding to the
arts is, in part, a discovery process. While students may lack specific background infor-
mation about the artists, the history of the arts, or contemporary artistic practices, their
own life experience, intuition, ideas, and critical and creative thinking abilities are
important and relevant aspects of their interaction with works of all types in the arts.

The critical analysis process includes the following aspects:

¢ initial reaction

analysis and interpretation

consideration of cultural context

o expression of aesthetic judgement

ongoing reflection

The process is intended to be used in a flexible manner, taking into account students” prior
experiences and the context in which the various art forms and works are experienced.

It is important to remember that students will be engaged in reflection and interpretation
throughout the process.



The Critical Analysis Process

Initial
Reaction

“

Expression
of Aesthetic
Judgement

Ongoing
Reflection

Analysis and
Interpretation

~

Consideration
of Cultural
Context

Initial Reaction

Students are encouraged to express their first reaction to a work. This first impression is
the starting point for further investigation and discovery. First impressions may provide
a useful benchmark for later evaluations of students’ ability to critique a work. Teachers
can elicit students’ first impressions by asking questions such as those found below. If
students cannot easily explain why they are making a judgement, these questions can
help them move beyond overly simple value judgments. Students need to be reminded
that there are no wrong answers if the responses are sincere.

Sample guiding questions might include:
» What is your first impression of this work?
o What does this work bring to mind?
o What does this movement suggest to you?
o What emotions does this work evoke?
o What puzzles you? What questions do you have?

o What connections can you make between this work and your own experience or
other art forms?
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Analysis and Interpretation

As part of analysis, students try to figure out what the artist has done to achieve certain
effects. Students can discuss the artist’s use of the elements, principles, materials, and/or
concepts specific to the art form. Students might want to refer back to their first impres-
sions (e.g., analyse how the use of various elements in the work contribute to a first
impression of liveliness). Teachers should encourage students to describe and explain
how the individual elements have been used and how they relate to each other. Students
can also analyse the overall characteristics and compositional features of the work (e.g.,
how the artist uses and manipulates various elements, principles, sounds, movements,
words, images, or ideas).

As students move towards personal interpretation (e.g., “This dance is about feeling
lonely.”), they connect their own perspectives, associations, and experiences with the
characteristics found in the work. As in the “initial reaction” stage of the formal criticism
approach, there are no wrong answers. However, students should be able to provide
evidence for their interpretations. This stage requires the use of higher-order thinking
skills; students should go beyond free association to combine associations based on
evidence found in the work.

Activities such as discussing interpretations in a small group, writing an artist’s statement,
reflective journal writing, working independently on a written analysis, or preparing
notes for an oral presentation may all be part of this stage.

Sample guiding questions might include:

o What elements, principles, and/or conventions of the art form are used in this
work?

o How are the elements and/or principles organized, combined, or arranged in
this work by the artist (composer, choreographer, playwright, media artist, visual
artist)?

o What do you think is the theme or subject of the work? (i.e., What is the artist
trying to communicate, and why? or, in reflecting on their own work: What did
you intend to communicate, and why?)

o Why do you think the composer, choreographer, playwright, media artist, or
visual artist created this work?

o What message or meaning do you think the work conveys?
o What do you feel is the artist’s view of the world?

o How does this view match or contrast with your own view of the world?

The types of questions asked will vary with the type of art works being discussed.



Consideration of Cultural Context

As part of the critical analysis process, students develop an understanding of works in
the arts in their cultural context. In addition to analysing and interpreting the art works
themselves, students also need to understand how aspects of an artist’s life can have a
bearing on his or her works and on the interpretation of those works.

Sample guiding questions might include:
o What social, political, and historical events may have influenced the artist in this work?

o What cultural movements, events, or traditions or other works in the arts may
have influenced the artist?

o What events in the artist’s life may have affected the creation of the work?

In order to extend their understanding of works of art in their context, students may also
conduct their own inquiry-based research, or teachers can support them in investigations
into the following:

o the similarities and differences between specific works in the past and present

» the way in which a work in the arts represents the perspective of individuals within
a specific cultural group

o examples of other works created in the same period
o the expectations and artistic preferences of audiences at the time the work was created
o the initial reception of the work by critics

o the responsibility of an audience, including basic points of audience etiquette and the
individual’s responsibility to acknowledge any personal biases that may influence
his or her response to a work (e.g., cultural biases or past experiences with the arts)

Teachers could also suggest that a student — who is in role as a reporter — interview another
student — who is in role as a visual artist, composer, playwright, or choreographer —
about cultural, social, economic, and political conditions at the time the artist lived.

Expression of Aesthetic Judgement

Students compare their perception of the art work after reflection and analysis to their
initial reaction and make connections to other works of art they have seen or heard.
They consider the effectiveness of aspects of the work. They also reflect on whether they
have learned anything that they can apply to their own work.

Sample guiding questions might include:

o How effectively does the artist select and combine elements to achieve an intended
effect in this work? (i.e., What works?)

» What doesn’t work, and why?

» Has your point of view shifted from your initial reaction? If so, how has it
changed? Why?

« In what ways does the artist evoke joy, sadness, or other emotions in this work?
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Ongoing Reflection
Reflection occurs throughout the critical analysis process, whether students are examining
their own works or the works of others.

Sample guiding questions to help students in reflecting on a work of their own might
include:

o In what ways do you feel your work is successful?
o In what ways would you change the work to improve it?
o How did your work affect the audience? Was it the way you intended?

o How would you alter this work for a different audience, or to send a different
message?



ASSESSMENT AND
EVALUATION OF
STUDENT ACHIEVEMENT

BASIC CONSIDERATIONS

Growing Success: Assessment, Evaluation, and Reporting in Ontario Schools, First Edition,
Covering Grades 1 to 12, 2010 sets out the Ministry of Education’s assessment, evaluation,
and reporting policy. The policy aims to maintain high standards, improve student
learning, and benefit students, parents, and teachers in elementary and secondary schools
across the province. Successful implementation of this policy depends on the professional

judgement of educators at all levels as well as on educators’ ability to work together and
to build trust and confidence among parents and students.

A brief summary of some major aspects of the assessment, evaluation, and reporting
policy that relate to secondary schools is given below. Teachers should refer to the
Growing Success document for more information.

Fundamental Principles
The primary purpose of assessment and evaluation is to improve student learning.

The following seven fundamental principles lay the foundation for rich and challenging
practice. When these principles are fully understood and observed by all teachers, they
will guide the collection of meaningful information that will help inform instructional
decisions, promote student engagement, and improve student learning.

To ensure that assessment, evaluation, and reporting are valid and reliable, and that
they lead to the improvement of learning for all students, teachers use practices and
procedures that:

o are fair, transparent, and equitable for all students;

o support all students, including those with special education needs, those who
are learning the language of instruction (English or French), and those who are
First Nation, Métis, or Inuit;

o are carefully planned to relate to the curriculum expectations and learning goals
and, as much as possible, to the interests, learning styles and preferences, needs,
and experiences of all students;
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e are communicated clearly to students and parents at the beginning of the school
year or course and at other appropriate points throughout the school year or
course;

e are ongoing, varied in nature, and administered over a period of time to provide
multiple opportunities for students to demonstrate the full range of their learning;

» provide ongoing descriptive feedback that is clear, specific, meaningful, and timely
to support improved learning and achievement;

o develop students’ self-assessment skills to enable them to assess their own learning,
set specific goals, and plan next steps for their learning.

Learning Skills and Work Habits

The development of learning skills and work habits is an integral part of a student’s
learning. To the extent possible, however, the evaluation of learning skills and work
habits, apart from any that may be included as part of a curriculum expectation in a
course, should not be considered in the determination of a student’s grades. Assessing,
evaluating, and reporting on the achievement of curriculum expectations and on the
demonstration of learning skills and work habits separately allows teachers to provide
information to the parents and student that is specific to each of the two areas of
achievement.

The six learning skills and work habits are responsibility, organization, independent
work, collaboration, initiative, and self-regulation.

Performance Standards

The Ontario curriculum for Grades 9 to 12 comprises content standards and performance
standards. Assessment and evaluation will be based on both the content standards and
the performance standards.

The content standards are the curriculum expectations identified for every discipline —
the overall and specific expectations for each course.

The performance standards are outlined in the achievement chart (see pages 26-27). The
achievement chart is a standard province-wide guide and is to be used by all teachers as
a framework within which to assess and evaluate student achievement of the expectations
in the particular subject or discipline. It enables teachers to make consistent judgements
about the quality of student learning based on clear performance standards and on a
body of evidence collected over time. It also provides teachers with a foundation for
developing clear and specific feedback for students and parents.

The purposes of the achievement chart are to:

o provide a common framework that encompasses all curriculum expectations for
all courses across grades;

o guide the development of high-quality assessment tasks and tools (including
rubrics);

o help teachers to plan instruction for learning;

» provide a basis for consistent and meaningful feedback to students in relation to
provincial content and performance standards;

o establish categories and criteria with which to assess and evaluate students’ learning.



Assessment for Learning and as Learning

Assessment is the process of gathering information that accurately reflects how well a
student is achieving the curriculum expectations in a course. The primary purpose of
assessment is to improve student learning. Assessment for the purpose of improving
student learning is seen as both “assessment for learning” and “assessment as learning”.
As part of assessment for learning, teachers provide students with descriptive feedback
and coaching for improvement. Teachers engage in assessment as learning by helping

all students develop their capacity to be independent, autonomous learners who are able
to set individual goals, monitor their own progress, determine next steps, and reflect on
their thinking and learning.

Evaluation

Evaluation refers to the process of judging the quality of student learning on the basis

of established performance standards and assigning a value to represent that quality.
Evaluation accurately summarizes and communicates to parents, other teachers, employers,
institutions of further education, and students themselves what students know and can
do with respect to the overall curriculum expectations. Evaluation is based on assessment
of learning that provides evidence of student achievement at strategic times throughout
the course, often at the end of a period of learning.

All curriculum expectations must be accounted for in instruction and assessment, but
evaluation focuses on students’ achievement of the overall expectations. A student’s achieve-
ment of the overall expectations is evaluated on the basis of his or her achievement of
related specific expectations. The overall expectations are broad in nature, and the specific
expectations define the particular content or scope of the knowledge and skills referred
to in the overall expectations. Teachers will use their professional judgement to deter-
mine which specific expectations should be used to evaluate achievement of the overall
expectations, and which ones will be accounted for in instruction and assessment but not
necessarily evaluated.

Reporting Student Achievement

The Provincial Report Card, Grades 9-12, shows a student’s achievement at specific points
in the school year or semester. The first report in both semestered and non-semestered
schools reflects student achievement of the overall curriculum expectations, as well as
development of the learning skills and work habits, during the first reporting period.

Although there are two formal reporting periods for a semestered course and three formal
reporting periods for a non-semestered course, communication with parents and students
about student achievement should be continuous throughout the course, by means
such as parent-teacher or parent-student-teacher conferences, portfolios of student
work, student-led conferences, interviews, phone calls, checklists, and informal reports.
Communication about student achievement should be designed to provide detailed
information that will encourage students to set goals for learning, help teachers to
establish plans for teaching, and assist parents in supporting learning at home.
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THE ACHIEVEMENT CHART FOR THE ARTS: GRADES 9-12

The achievement chart identifies four categories of knowledge and skills in the arts and

four levels of achievement. An explanation of the components of the chart is provided

on pages 28-30.

Categories

Level 1

Level 2

Level 3

Level 4

Knowledge and Understanding - Subject-specific content acquired in each grade (knowledge), and the
comprehension of its meaning and significance (understanding)

The student:

Knowledge of content (e.g., facts, demonstrates demonstrates demonstrates demonstrates
genres, terms, definitions, techniques, | limited knowl- some knowledge | considerable thorough knowl-
elements, principles, forms, structures, | edge of content of content knowledge of edge of content
conventions) content

Understanding of content (e.g., demonstrates demonstrates demonstrates demonstrates
concepts, ideas, styles, procedures, limited under- some understand- | considerable thorough under-
processes, themes, relationships standing of ing of content understanding standing of
among elements, informed opinions) | content of content content

Thinking - The use of critical and

creative thinking skills and/or processes

The student:

Use of planning skills (e.g., formu-
lating questions, generating ideas,
gathering information, focusing
research, outlining, organizing an
arts presentation or project, brain-
storming/bodystorming, blocking,
sketching, using visual organizers,
listing goals in a rehearsal log,
inventing notation)

uses planning
skills with limited
effectiveness

uses planning
skills with some
effectiveness

uses planning skills
with considerable
effectiveness

uses planning
skills with a
high degree of
effectiveness

Use of processing skills (e.g.,
analysing, evaluating, inferring,
interpreting, editing, revising, refining,
forming conclusions, detecting bias,
synthesizing)

uses processing
skills with limited
effectiveness

uses processing
skills with some
effectiveness

uses processing
skills with
considerable
effectiveness

uses processing
skills with a
high degree of
effectiveness

Use of critical/creative thinking
processes (e.g., creative and analytical
processes, design process, exploration
of the elements, problem solving,
reflection, elaboration, oral discourse,
evaluation, critical literacy, metacog-
nition, invention, critiquing, reviewing)

uses critical/
creative thinking
processes with
limited
effectiveness

uses critical/
creative thinking
processes with
some effectiveness

uses critical/
creative thinking
processes with
considerable
effectiveness

uses critical/
creative thinking
processes with

a high degree
of effectiveness




Categories

Level 1

Level 2

Communication - The conveying of meaning through various forms

Level 3

Level 4

The student:

Expression and organization of ideas
and understandings in art forms
(dance, drama, media arts, music,
and visual arts) (e.g., expression of
ideas and feelings using visuals, move-
ments, the voice, gestures, phrasing,
techniques), and in oral and written
forms (e.g., clear expression and logical
organization in critical responses to art
works and informed opinion pieces)

expresses and
organizes ideas
and understand-
ings with limited
effectiveness

expresses and
organizes ideas
and understand-
ings with some
effectiveness

expresses and
organizes ideas
and understand-
ings with
considerable
effectiveness

expresses and
organizes ideas
and understand-
ings with a high
degree of effec-
tiveness

Communication for different audi-
ences (e.g., peers, adults, younger chil-
dren) and purposes through the arts
(e.g., drama presentations, visual arts
exhibitions, media installations, dance
and music performances) and in oral
and written forms (e.g., debates,
analyses)

communicates
for different
audiences

and purposes
with limited
effectiveness

communicates
for different
audiences

and purposes
with some
effectiveness

communicates
for different
audiences and
purposes with
considerable
effectiveness

communicates
for different
audiences and
purposes with
a high degree
of effectiveness

Use of conventions in dance, drama,
media arts, music, and visual arts (e.g,,
allegory, narrative or symbolic represen-
tation, style, articulation, drama conven-
tions, choreographic forms, movement
vocabulary) and arts vocabulary and
terminology in oral and written forms

uses conventions,
vocabulary, and
terminology of
the arts with lim-
ited effectiveness

uses conventions,
vocabulary, and
terminology of
the arts with some
effectiveness

uses conventions,
vocabulary, and
terminology of
the arts with
considerable
effectiveness

uses conventions,
vocabulary, and
terminology of
the arts with a
high degree of
effectiveness

Application - The use of knowledge

and skills to make connections within and between various contexts

The student:

Application of knowledge and skills
(e.g., performance skills, composition,
choreography, elements, principles,
processes, technologies, techniques,
strategies, conventions) in familiar
contexts (e.g., guided improvisation,
performance of a familiar work, use of
familiar forms)

applies knowledge
and skills in
familiar contexts
with limited
effectiveness

applies knowledge
and skills in
familiar contexts
with some
effectiveness

applies knowledge
and skills in
familiar contexts
with considerable
effectiveness

applies knowledge
and skills in
familiar contexts
with a high degree
of effectiveness

Transfer of knowledge and skills
(e.g., concepts, strategies, processes,
techniques) to new contexts (e.g., a
work requiring stylistic variation, an
original composition, student-led
choreography, an interdisciplinary
or multidisciplinary project)

transfers knowl-
edge and skills
to new contexts
with limited
effectiveness

transfers knowl-
edge and skills
to new contexts
with some
effectiveness

transfers knowl-
edge and skills

to new contexts
with considerable
effectiveness

transfers knowl-
edge and skills

to new contexts
with a high degree
of effectiveness

Making connections within and
between various contexts (e.g.,
between the arts; between the arts and
personal experiences and the world
outside the school; between cultural
and historical, global, social, and/or
environmental contexts; between the
arts and other subjects)

makes connections
within and
between various
contexts with lim-
ited effectiveness

makes connections
within and
between various
contexts with
some effectiveness

makes connections
within and
between various
contexts with
considerable
effectiveness

makes connections
within and
between various
contexts with a
high degree of
effectiveness

1NIWIAIIHOY LNIANLS 40 NOILYNTVYAT ANV LNIWNSSISSY

N
N



THE ONTARIO CURRICULUM, GRADES 11 AND 12 | The Arts

N
(o]

INFORMATION ON THE ACHIEVEMENT CHART

Categories of Knowledge and Skills

The categories represent four broad areas of knowledge and skills within which the sub-
ject expectations for any given course can be organized. The four categories should be
considered as interrelated, reflecting the wholeness and interconnectedness of learning.
The categories help teachers to focus not only on students” acquisition of knowledge but
also on their development of the skills of thinking, communication, and application.

The categories of knowledge and skills are as follows:

Knowledge and Understanding. Subject-specific content acquired in each course
(knowledge), and the comprehension of its meaning and significance (understanding).

Thinking. The use of critical and creative thinking skills and/or processes.
Communication. The conveying of meaning and expression through various art forms.

Application. The use of knowledge and skills to make connections within and between
various contexts.

In all of their courses, students should be given numerous and varied opportunities to
demonstrate the full extent of their achievement of the curriculum expectations across all
four categories of knowledge and skills.

Teachers will ensure that student learning is assessed and evaluated in a balanced man-
ner with respect to the four categories, and that achievement of particular expectations is
considered within the appropriate categories. The emphasis on “balance” reflects the fact
that all categories of the achievement chart are important and need to be a part of the
process of instruction, learning, assessment, and evaluation. However, it also indicates
that for different courses, the relative importance of each of the categories may vary.

The importance accorded to each of the four categories in assessment and evaluation
should reflect emphasis accorded to them in the curriculum expectations for the course,
and in instructional practice.

To further guide teachers in their assessment and evaluation of student learning, the
achievement chart provides “criteria” and “descriptors”, which are described below.

Within each category in the achievement chart, criteria are provided, which are subsets
of the knowledge and skills that define each category. The criteria identify the aspects of
student performance that are assessed and/or evaluated, and serve as a guide to what
teachers look for. In the arts curriculum, the criteria for each category are as follows:

Knowledge and Understanding
o knowledge of content (e.g., facts, genres, terms, definitions, techniques, elements,
principles, forms, structures, conventions)

» understanding of content (e.g., concepts, ideas, styles, procedures, processes,
themes, relationships among elements, informed opinions)



Thinking
o use of planning skills (e.g., formulating questions, generating ideas, gathering
information, focusing research, outlining, organizing an arts presentation or project,
brainstorming /bodystorming, blocking, sketching, using visual organizers, listing
goals in a rehearsal log, inventing notation)

« use of processing skills (e.g., analysing, evaluating, inferring, interpreting, editing,
revising, refining, forming conclusions, detecting bias, synthesizing)

o use of critical/creative thinking processes (e.g., creative and analytical processes,
design process, exploration of the elements, problem solving, reflection, elaboration,
oral discourse, evaluation, critical literacy, metacognition, invention, critiquing,
reviewing)

Communication
o expression and organization of ideas and understandings in art forms (dance,
drama, media arts, music, and visual arts) (e.g., expression of ideas and feelings
using visuals, movements, the voice, gestures, phrasing, techniques), and in oral
and written forms (e.g., clear expression and logical organization in critical
responses to art works and informed opinion pieces)

o communication for different audiences (e.g., peers, adults, younger children)
and purposes through the arts (e.g., drama presentations, visual arts exhibitions,
media installations, dance and music performances) and in oral and written forms
(e.g., debates, analyses)

« use of conventions in dance, drama, medjia arts, music, and visual arts (e.g., allegory,
narrative or symbolic representation, style, articulation, drama conventions,
choreographic forms, movement vocabulary) and arts vocabulary and terminology
in oral and written forms

Application
» application of knowledge and skills (e.g., performance skills, composition,
choreography, elements, principles, processes, technologies, techniques, strategies,
conventions) in familiar contexts (e.g., guided improvisation, performance of a
familiar work, use of familiar forms)

o transfer of knowledge and skills (e.g., concepts, strategies, processes, techniques)
to new contexts (e.g., a work requiring stylistic variation, an original composition,
student-led choreography, an interdisciplinary or multidisciplinary project)

o making connections within and between various contexts (e.g., between the arts;
between the arts and personal experiences and the world outside the school; between
cultural and historical, global, social, and/or environmental contexts; between the
arts and other subjects)

“Descriptors” indicate the characteristics of the student’s performance, with respect to a
particular criterion, on which assessment or evaluation is focused. In the Knowledge and
Understanding category, the criteria are “knowledge of content” and “understanding of
content”; assessment of knowledge might focus on accuracy, for example, and assessment of
understanding might focus on the depth of an explanation. Effectiveness is the descriptor
used for each criterion in the Thinking, Communication, and Application categories. What
constitutes effectiveness in any given performance task will vary with the particular
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criterion being considered. Assessment of effectiveness may therefore focus on a quality
such as appropriateness, clarity, accuracy, precision, logic, relevance, significance, fluency,
flexibility, depth, or breadth, as appropriate for the particular criterion. For example, in
the Thinking category, assessment of effectiveness might focus on the degree of relevance
or depth apparent in an analysis; in the Communication category, on clarity of expression
or logical organization of information and ideas; or in the Application category, on
appropriateness or breadth in the making of connections.

Levels of Achievement
The achievement chart also identifies four levels of achievement, defined as follows:

Level 1 represents achievement that falls much below the provincial standard. The student
demonstrates the specified knowledge and skills with limited effectiveness. Students
must work at significantly improving in specific areas, as necessary, if they are to be
successful in a course in the next grade.

Level 2 represents achievement that approaches the standard. The student demonstrates
the specified knowledge and skills with some effectiveness. Students performing at this
level need to work on identified learning gaps to ensure future success.

Level 3 represents the provincial standard for achievement. The student demonstrates
the specified knowledge and skills with considerable effectiveness. Parents of students
achieving at level 3 can be confident that their children will be prepared for work in
subsequent courses.

Level 4 identifies achievement that surpasses the provincial standard. The student
demonstrates the specified knowledge and skills with a high degree of effectiveness.
However, achievement at level 4 does not mean that the student has achieved expectations
beyond those specified for the course.

Specific “qualifiers” are used with the descriptors in the achievement chart to describe
student performance at each of the four levels of achievement — the qualifier limited is
used for level 1; some for level 2; considerable for level 3; and a high degree of or thorough
for level 4. Hence, achievement at level 3 in the Thinking category for the criterion
“use of planning skills” would be described in the achievement chart as “[The student]
uses planning skills with considerable effectiveness”.



SOME CONSIDERATIONS
FOR PROGRAM
PLANNING IN THE ARTS

When planning a program in the arts, teachers must take into account considerations in
a number of important areas, including those discussed below.

INSTRUCTIONAL APPROACHES

The arts curriculum is based on the premise that all students can be successful in arts
learning. One of the keys to student success in mastering arts skills and knowledge is

high-quality instruction. Since no single instructional approach can meet all of the needs
of each learner, teachers will select classroom activities that are based on an assessment
of students’ individual needs, proven learning theory, and best practices.

Students learn best when they are engaged in a variety of ways of learning. Arts courses
lend themselves to a wide range of approaches in that they require students to explore,
to create their own works, and to interpret the works of others either individually or in a
group. Teachers must provide a wide range of activities and assignments that encourage
mastery of the basic fundamental concepts and development of inquiry and research skills.
They also will provide ongoing feedback to students and frequent opportunities for students
to rehearse, practise, and apply skills and strategies, and to make their own choices. To make
the arts program interesting and relevant, teachers must also help students to relate the
knowledge and skills gained to issues and situations connected to their own world.

It is essential that teachers emphasize that the arts have a profound effect not only on
our society but on students” everyday lives and their community. In all arts courses,
consideration should be given to including regular visits to and from guest artists with
diverse backgrounds and experiences, as well as field studies that help students to connect
with the arts world. Students develop a better understanding of various aspects of the
study of the arts when they can see and experience actual examples of the arts they are
studying. Such experiences also give them a better appreciation of the unique features
of the arts communities that affect their daily lives.

The arts courses outlined in this document have been designed for use throughout the
province, and the course expectations can be adapted to reflect the local arts and cultural
environment. The courses allow for constant changes in technology and take into consid-
eration the evolving artistic global community, enabling teachers to develop lessons that
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are creative, dynamic, and challenging for students. The courses also provide for explicit
teaching of knowledge and skills. In effective arts programs, teachers will introduce a
rich variety of activities that integrate expectations from different strands.

PLANNING ARTS PROGRAMS FOR STUDENTS WITH SPECIAL EDUCATION NEEDS

Classroom teachers are the key educators of students who have special education needs.
They have a responsibility to help all students learn, and they work collaboratively with
special education resource teachers, where appropriate, to achieve this goal. Special
Education Transformation: The Report of the Co-Chairs with the Recommendations of the
Working Table on Special Education, 2006 endorses a set of beliefs that should guide program
planning for students with special education needs in all disciplines.

Those beliefs are as follows:
o All students can succeed.

o Universal design? and differentiated instruction® are effective and interconnected
means of meeting the learning or productivity needs of any group of students.

e Successful instructional practices are founded on evidence-based research, tempered
by experience.

o Classroom teachers are key educators for a student’s literacy and numeracy
development.

o Each student has his or her own unique patterns of learning.

o Classroom teachers need the support of the larger community to create a learning
environment that supports students with special education needs.

o Fairness is not sameness.

In any given classroom, students may demonstrate a wide range of strengths and needs.
Teachers plan programs that recognize this diversity and give students performance
tasks that respect their particular abilities so that all students can derive the greatest
possible benefit from the teaching and learning process. The use of flexible groupings for
instruction and the provision of ongoing assessment are important elements of programs
that accommodate a diversity of learning needs.

In planning arts courses for students with special education needs, teachers should
begin by examining the current achievement level of the individual student, the
strengths and learning needs of the student, and the knowledge and skills that all students
are expected to demonstrate at the end of the course, in order to determine which of the
following options is appropriate for the student:

» no accommodations* or modified expectations; or
o accommodations only; or
» modified expectations, with the possibility of accommodations; or

« alternative expectations, which are not derived from the curriculum expectations
for a course and which constitute alternative programs and/or courses.

2. The goal of Universal Design for Learning (UDL) is to create a learning environment that is open and accessible to
all students, regardless of age, skills, or situation. Instruction based on principles of universal design is flexible and
supportive, can be adjusted to meet different student needs, and enables all students to access the curriculum as
fully as possible.

3. Differentiated instruction is effective instruction that shapes each student’s learning experience in response to his or
her particular learning preferences, interests, and readiness to learn.

4. “Accommodations” refers to individualized teaching and assessment strategies, human supports, and/or individu-
alized equipment.



If the student requires either accommodations or modified expectations, or both, the
relevant information, as described in the following paragraphs, must be recorded in

his or her Individual Education Plan (IEP). More detailed information about planning
programs for students with special education needs, including students who require
alternative programs and/or courses,® can be found in The Individual Education Plan (IEP):
A Resource Guide, 2004 (referred to hereafter as the IEP Resource Guide, 2004). For a
detailed discussion of the ministry’s requirements for IEPs, see Individual Education Plans:
Standards for Development, Program Planning, and Implementation, 2000 (referred to here-
after as IEP Standards, 2000). (Both documents are available at www.edu.gov.on.ca.)

Students Requiring Accommodations Only

Some students are able, with certain accommodations, to participate in the regular
course curriculum and to demonstrate learning independently. Accommodations allow
access to the course without any changes to the knowledge and skills the student is
expected to demonstrate. The accommodations required to facilitate the student’s learn-
ing must be identified in his or her IEP (see IEP Standards, 2000, p. 11). A student’s IEP is
likely to reflect the same accommodations for many, or all, subjects or courses.

Providing accommodations to students with special education needs should be the

first option considered in program planning. Instruction based on principles of universal
design and differentiated instruction focuses on the provision of accommodations to
meet the diverse needs of learners.

There are three types of accommodations:

o Instructional accommodations are changes in teaching strategies, including styles
of presentation, methods of organization, or use of technology and multimedia.

o Environmental accommodations are changes that the student may require in the
classroom and/or school environment, such as preferential seating or special
lighting.

o Assessment accommodations are changes in assessment procedures that enable
the student to demonstrate his or her learning, such as allowing additional time
to complete tests or assignments or permitting oral responses to test questions
(see page 29 of the IEP Resource Guide, 2004, for more examples).

If a student requires “accommodations only” in arts courses, assessment and evaluation
of his or her achievement will be based on the appropriate course curriculum expecta-
tions and the achievement levels outlined in this document. The IEP box on the student’s
Provincial Report Card will not be checked, and no information on the provision of
accommodations will be included.

Students Requiring Modified Expectations

Some students will require modified expectations, which differ from the regular course
expectations. For most students, modified expectations will be based on the regular
course curriculum, with changes in the number and/or complexity of the expectations.
Modified expectations represent specific, realistic, observable, and measurable achieve-
ments and describe specific knowledge and/or skills that the student can demonstrate
independently, given the appropriate assessment accommodations.

5. Alternative programs are identified on the IEP form by the term “alternative (ALT)".
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It is important to monitor, and to reflect clearly in the student’s IEP, the extent to which
expectations have been modified. As noted in section 7.12 of the ministry’s policy docu-
ment Ontario Secondary Schools, Grades 9 to 12: Program and Diploma Requirements, 1999,
the principal will determine whether achievement of the modified expectations constitutes
successful completion of the course, and will decide whether the student is eligible to
receive a credit for the course. This decision must be communicated to the parents and
the student.

When a student is expected to achieve most of the curriculum expectations for the
course, the modified expectations should identify how the required knowledge and skills
differ from those identified in the course expectations. When modifications are so extensive
that achievement of the learning expectations (knowledge, skills, and performance tasks)
is not likely to result in a credit, the expectations should specify the precise requirements
or tasks on which the student’s performance will be evaluated and which will be used to
generate the course mark recorded on the Provincial Report Card.

Modified expectations indicate the knowledge and/or skills the student is expected to
demonstrate and have assessed in each reporting period (IEP Standards, 2000, pp. 10 and 11).
The student’s learning expectations must be reviewed in relation to the student’s progress
at least once every reporting period, and must be updated as necessary (IEP Standards,
2000, p. 11).

If a student requires modified expectations in arts courses, assessment and evaluation of
his or her achievement will be based on the learning expectations identified in the IEP
and on the achievement levels outlined in this document. If some of the student’s learning
expectations for a course are modified but the student is working towards a credit for
the course, it is sufficient simply to check the IEP box on the Provincial Report Card.

If, however, the student’s learning expectations are modified to such an extent that the
principal deems that a credit will not be granted for the course, the IEP box must be
checked and the appropriate statement from the Guide to the Provincial Report Card,
Grades 9-12, 1999 (p. 8) must be inserted. The teacher’s comments should include relevant
information on the student’s demonstrated learning of the modified expectations, as well
as next steps for the student’s learning in the course.

PROGRAM CONSIDERATIONS FOR ENGLISH LANGUAGE LEARNERS

Ontario schools have some of the most multilingual student populations in the world.
The first language of approximately twenty per cent of the students in Ontario’s English-
language schools is a language other than English. Ontario’s linguistic heritage includes
many First Nation and Inuit languages, the Métis language, and many African, Asian,
and European languages. It also includes some varieties of English — also referred to as
dialects — that differ significantly from the English required for success in Ontario schools.
Many English language learners were born in Canada and have been raised in families
and communities in which languages other than English, or varieties of English that differ
from the language used in the classroom, are spoken. Other English language learners
arrive in Ontario as newcomers from other countries; they may have experience of highly
sophisticated educational systems, or they may have come from regions where access

to formal schooling was limited.



When they start school in Ontario, many of these students are entering a new linguistic
and cultural environment. All teachers share in the responsibility for these students’
English-language development.

English language learners (students who are learning English as a second or additional
language in English-language schools) bring a rich diversity of background knowledge
and experience to the classroom. These students’ linguistic and cultural backgrounds not
only support their learning in their new environment but also become a cultural asset in
the classroom community. Teachers will find positive ways to incorporate this diversity
into their instructional programs and into the classroom environment.

Most English language learners in Ontario schools have an age-appropriate proficiency
in their first language. Although they need frequent opportunities to use English at
school, there are important educational and social benefits associated with continued
development of their first language while they are learning English. Teachers need to
encourage parents to continue to use their own language at home in rich and varied
ways as a foundation for language and literacy development in English. It is also impor-
tant for teachers to find opportunities to bring students’ languages into the classroom,
using parents and community members as a resource.

During their first few years in Ontario schools, English language learners may receive
support through one of two distinct programs from teachers who specialize in meeting
their language-learning needs:

English as a Second Language (ESL) programs are for students born in Canada or new-
comers whose first language is a language other than English, or is a variety of English
significantly different from that used for instruction in Ontario schools.

English Literacy Development (ELD) programs are primarily for newcomers whose first
language is a language other than English, or is a variety of English significantly different
from that used for instruction in Ontario schools, and who arrive with significant gaps in
their education. These students generally come from countries where access to education
is limited or where there are limited opportunities to develop language and literacy skills
in any language. Some First Nation, Métis, or Inuit students from remote communities in
Ontario may also have had limited opportunities for formal schooling, and they also may
benefit from ELD instruction.

In planning programs for students with linguistic backgrounds other than English,
teachers need to recognize the importance of the orientation process, understanding that
every learner needs to adjust to the new social environment and language in a unique
way and at an individual pace. For example, students who are in an early stage of
English-language acquisition may go through a “silent period” during which they closely
observe the interactions and physical surroundings of their new learning environment.
They may use body language rather than speech or they may use their first language
until they have gained enough proficiency in English to feel confident of their interpreta-
tions and responses. Students thrive in a safe, supportive, and welcoming environment
that nurtures their self-confidence while they are receiving focused literacy instruction.
When they are ready to participate, in paired, small-group, or whole-class activities,
some students will begin by using a single word or phrase to communicate a thought,
while others will speak quite fluently.
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In a supportive learning environment, most students will develop oral language proficiency
quite quickly. Teachers can sometimes be misled by the high degree of oral proficiency
demonstrated by many English language learners in their use of everyday English and
may mistakenly conclude that these students are equally proficient in their use of aca-
demic English. Most English language learners who have developed oral proficiency in
everyday English will nevertheless require instructional scaffolding to meet curriculum
expectations. Research has shown that it takes five to seven years for most English lan-
guage learners to catch up to their English-speaking peers in their ability to use English
for academic purposes.

Responsibility for students” English-language development is shared by the classroom
teacher, the ESL/ELD teacher (where available), and other school staff. Volunteers and
peers may also be helpful in supporting English language learners in the language class-
room. Teachers must adapt the instructional program in order to facilitate the success of
these students in their classrooms. Appropriate adaptations include:

» modification of some or all of the subject expectations so that they are challenging
but attainable for the learner at his or her present level of English proficiency,
given the necessary support from the teacher;

« use of a variety of instructional strategies (e.g., extensive use of visual cues, graphic
organizers, and scaffolding; previewing of textbooks; pre-teaching of key vocabu-
lary; peer tutoring; strategic use of students’ first languages);

o use of a variety of learning resources (e.g., visual material, simplified text, bilingual
dictionaries, and materials that reflect cultural diversity);

« use of assessment accommodations (e.g., granting of extra time; use of oral interviews,
demonstrations or visual representations, or tasks requiring completion of graphic
organizers or cloze sentences instead of essay questions and other assessment
tasks that depend heavily on proficiency in English).

When learning expectations in any course are modified for an English language learner
(whether the student is enrolled in an ESL or ELD course or not), this information must
be clearly indicated on the student’s report card.

Although the degree of program adaptation required will decrease over time, students
who are no longer receiving ESL or ELD support may still need some program adapta-
tions to be successful.

For further information on supporting English language learners, refer to The Ontario
Curriculum, Grades 9-12: English as a Second Language and English Literacy Development,
2007; English Language Learners — ESL and ELD Programs and Services: Policies and
Procedures for Ontario Elementary and Secondary Schools, Kindergarten to Grade 12, 2007;
and the resource guides Supporting English Language Learners with Limited Prior
Schooling: A Practical Guide for Ontario Educators, Grades 3 to 12, 2008 and Many Roots,
Many Voices: Supporting English Language Learners in Every Classroom, 2005.



ENVIRONMENTAL EDUCATION AND THE ARTS

Ontario’s education system will prepare students with the knowledge, skills, perspectives,
and practices they need to be environmentally responsible citizens. Students will
understand our fundamental connections to each other and to the world around us
through our relationship to food, water, energy, air, and land, and our interaction with
all living things. The education system will provide opportunities within the classroom
and the community for students to engage in actions that deepen this understanding.

Acting Today, Shaping Tomorrow: A Policy Framework for Environmental
Education in Ontario Schools (2009), p. 6

Acting Today, Shaping Tomorrow: A Policy Framework for Environmental Education in
Ontario Schools outlines an approach to environmental education that recognizes the
needs of all Ontario students and promotes environmental responsibility in the opera-
tions of all levels of the education system.

The three goals outlined in Acting Today, Shaping Tomorrow are organized around the
themes of teaching and learning, student engagement and community connections, and
environmental leadership. The first goal is to promote learning about environmental
issues and solutions. The second is to engage students in practising and promoting
environmental stewardship, both in the school and in the community. The third stresses
the importance of providing leadership by implementing and promoting responsible
environmental practices throughout the education system so that staff, parents, community
members, and students become dedicated to living more sustainably.

There are many opportunities to integrate environmental education into the teaching of
the arts. Nature often provides an inspirational starting point for creativity in both repre-
sentational and more abstract art forms. Indeed, a sense of connection to the immediate
environment and the natural world is frequently reflected in the arts — from Paleolithic
cave paintings of animals and traditional dances and performances that evoke aspects

of nature to landscape painting and Impressionist music. To facilitate these connections,
arts teachers are encouraged to take students out of the classroom and into the world
beyond the school to help students observe, explore, and investigate nature, and to
design activities that allow students to integrate natural materials into their creative works.
Performances and installations that take place in the natural environment can also provide
students with unique insights into environmental issues, as well as stimulate creative
opportunities.

The arts can also be powerful forms of expression for students to use to explore and
articulate the social and political impact of issues related to the environment. Art works
can also be used to advocate protection of and respect for the environment. As well, the
actual use of arts materials can be related to environmental education. Many safety
guidelines are followed to reduce harmful effects arising from the interaction of potentially
hazardous substances with the environment. As students learn about the safe handling
and disposal of substances used in the arts, they have opportunities to explore how
everyday human interactions with the environment can have significant consequences.
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HEALTHY RELATIONSHIPS AND THE ARTS

Every student is entitled to learn in a safe, caring environment, free from violence and
harassment. Research has shown that students learn and achieve better in such environ-
ments. A safe and supportive social environment in a school is founded on healthy
relationships — the relationships between students, between students and adults, and
between adults. Healthy relationships are based on respect, caring, empathy, trust, and
dignity, and thrive in an environment in which diversity is honoured and accepted. Healthy
relationships do not tolerate abusive, controlling, violent, harassing, or inappropriate
behaviours. To experience themselves as valued and connected members of an inclusive
social environment, students need to be involved in healthy relationships with their
peers, teachers, and other members of the school community.

Several provincial policies and initiatives, including the “Foundations for a Healthy
School” framework, the equity and inclusive education strategy, and the Safe Schools
strategy, are designed to foster caring and safe learning environments in the context of
healthy and inclusive schools. These policies and initiatives promote positive learning
and teaching environments that support the development of healthy relationships,
encourage academic achievement, and help all students reach their full potential.

In its 2008 report, Shaping a Culture of Respect in Our Schools: Promoting Safe and Healthy
Relationships, the Safe Schools Action Team confirmed “that the most effective way to
enable all students to learn about healthy and respectful relationships is through the
school curriculum” (p. 11). Teachers can promote this learning in a variety of ways. For
example, by giving students opportunities to apply critical thinking and problem-solving
strategies and to address issues through group discussions, role play, case study analysis,
and other means, they can help them develop and practise the skills they need for building
healthy relationships. Co-curricular activities such as clubs and intramural and inter-
school sports provide additional opportunities for the kind of interaction that helps
students build healthy relationships. Teachers can also have a decisive influence on
students by modelling the behaviours, values, and skills that are needed to develop

and sustain healthy relationships, and by taking advantage of “teachable moments”

to address immediate relationship issues that may arise among students.

Skills in building healthy relationships are developed as part of the arts curriculum.

For example, courses include expectations that develop skills associated with ensemble
performances in dance, drama, and music, and collaborative work in visual and media arts.
They help students to appreciate the value of each others’ contribution and to support
each other in these experiences. The Foundations strand in each arts course includes
expectations on etiquette and ethical practices related to the discipline to encourage respect,
trust, and honesty. Students have many opportunities to develop healthy relationships in
the arts classroom and during rehearsals. In addition, arts teachers can encourage students
to participate in arts councils or other arts groups where students can interact with various
other students and make friends.

EQUITY AND INCLUSIVE EDUCATION IN THE ARTS PROGRAM

The Ontario equity and inclusive education strategy focuses on respecting diversity, pro-
moting inclusive education, and identifying and eliminating discriminatory biases, sys-
temic barriers, and power dynamics that limit the ability of students to learn, grow, and
contribute to society. Antidiscrimination education continues to be an important

and integral component of the strategy.



In an environment based on the principles of inclusive education, all students, parents,
caregivers, and other members of the school community — regardless of ancestry, culture,
ethnicity, sex, physical or intellectual ability, race, religion, gender identity, sexual orienta-
tion, socio-economic status, or other similar factors — are welcomed, included, treated fairly,
and respected. Diversity is valued, and all members of the school community feel safe,
comfortable, and accepted. Every student is supported and inspired to succeed in a culture
of high expectations for learning. In an inclusive education system, all students see them-
selves reflected in the curriculum, their physical surroundings, and the broader environ-
ment, so that they can feel engaged in and empowered by their learning experiences.

The implementation of antidiscrimination principles in education influences all aspects
of school life. It promotes a school climate that encourages all students to work to high
levels of achievement, affirms the worth of all students, and helps students strengthen
their sense of identity and develop a positive self-image. It encourages staff and students
alike to value and show respect for diversity in the school and the broader society.
Antidiscrimination education promotes fairness, healthy relationships, and active,
responsible citizenship.

Teachers can give students a variety of opportunities to learn about diversity and diverse
perspectives. By drawing attention to the contributions of women, the perspectives of
various ethnocultural, religious, and racial communities, and the beliefs and practices of
First Nation, Métis, and Inuit peoples, they enable students from a wide range of back-
grounds to see themselves reflected in the curriculum. It is essential that learning activities
and materials used to support the curriculum reflect the diversity of Ontario society. In
addition, teachers should differentiate instruction and assessment strategies to take into
account the background and experiences, as well as the interests, aptitudes, and learning
needs of all students.

School-community interactions should reflect the diversity of both the local community
and the broader society. A variety of strategies can be used to communicate with and
engage parents and community members from diverse communities, and to encourage
their participation in and support of school activities, programs, and events. Family and
community members should be invited to take part in teacher interviews, the school
council, and the parent involvement committee, and to attend and support activities
such as plays, concerts, co-curricular activities and events, and various special events at
the school. Schools may consider offering assistance with childcare or making alternative
scheduling arrangements in order to help caregivers participate. Students can also help
by encouraging and accompanying their families, who may be unfamiliar with the Ontario
school system. Special outreach strategies and encouragement may be needed to draw
in the parents of First Nation, Métis, or Inuit students, and to make them feel more
comfortable in their interactions with the school.

In an inclusive arts program, learning resources and art work presented for analysis
reflect the broad range of both female and male students’ interests, backgrounds, cultures,
and experiences. Teachers routinely use materials that reflect the diversity of Canadian
and world cultures, including those of contemporary First Nation, Métis, and Inuit
peoples, and ensure that students have access to such material. At the same time, the
creation of various forms of art, inspired by styles from diverse cultures, provides
opportunities for students to explore issues relating to their identity.
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Students should be made aware of the historical, cultural, and political contexts of both
the traditional and non-traditional gender and social roles represented in the material
they are studying. Attention should be drawn to the ways in which minority groups are
represented. In visual arts, for instance, examples can be taken from traditional art forms
and crafts, which in the past were largely the purview of women, as well as from fine arts.
In music, male and female students should be encouraged to play instruments of their
choice without facing gender bias. In dance, opportunities to explore non-stereotypical
social roles in dance forms should be provided. The dramatic arts provide opportunities
for teachers and students to examine the work of Aboriginal storytellers and playwrights
and those from other minority groups.

Outside the classroom, the work of women and many minority groups is underrepresented
in public galleries, theatres, dance and music concert halls, and the world of popular
culture. As a result, women’s and minority perspectives and viewpoints in drama, film,
dance, music, and the visual arts are limited. Changes are occurring, however. For example,
many instrumental music groups hold auditions for new members behind a screen so
that the evaluators cannot tell whether they are assessing female or male instrumentalists.
Nevertheless, there are few female conductors of major orchestras in the world, and in
the dance world, the works of male choreographers predominate. Teachers should make
students aware of these equity issues and ensure that the work of a socio-culturally and
historically diverse range of both women and men is valued and explored. As well,
teachers should provide positive role models for both male and female students in the
areas they are exploring, both to engage the students and to help them consider the
possibility of careers in those areas.

The arts give both students and teachers a unique way to explore positive ways of dealing
with the social and emotional impact of various forms of discrimination, such as racism,
sexism, homophobia, and religious intolerance, as well as the effects of bullying, harass-
ment, and other expressions of violence and hatred. Teachers can help students link the
understanding they gain in this regard to messages conveyed through the school’s
antibullying and violence-prevention programs.

Participation in the arts can also benefit students who have not had educational or
economic advantages. By being actively engaged in arts activities, students become
motivated and can develop the ability to be persistent in tasks; through their successes,
they develop self-confidence. In addition, participation in the arts gives them opportunities
to develop social skills, such as skills in conflict resolution, self-control, and collaboration,
as well as social tolerance and empathy. They can also learn to take creative risks in a
safe environment.

MULTIPLE LITERACIES IN THE ARTS

Literacies in the arts are developed as students learn in, through, and about different art
forms within the arts disciplines and as they learn to use the “languages” of these disci-
plines to communicate and to interpret meaning. There are many ways of knowing and
of communicating what we know and understand, and the arts provide multiple avenues
for expression. These include the visual (e.g., still and animated images, layout, design,
hypermedia, three-dimensional forms), oral (e.g., timbre and tone of voice), gestural
(e.g., body language, kinesthetic movement), and aural (e.g., music, sound effects) —



in fact, anything that can be “read”, whether it uses print or other symbol systems to
communicate. Visual, auditory, or kinesthetic signs and symbols are used by artists,
choreographers, composers, dancers, dramatists, and musicians as part of the language
of their discipline.

Because the arts offer various ways of knowing and different forms of communication,
they provide students with relevant options for developing and representing their
understanding. Education in arts programs is relevant to learning in all disciplines because
it offers students different means of expression while strengthening linguistic literacy,
and it offers teachers various ways of differentiating instruction and engaging students
in learning. In addition, since art forms, genres, styles, and techniques are rooted in a
cultural context, students have an opportunity to develop an understanding of the
meaning of the artistic languages used in art forms from various cultures by studying
art forms in their cultural context.

The various arts disciplines are therefore a vital component of literacy education. The arts
disciplines promote literacies that contribute to students’ ability to explore, negotiate,
communicate, interpret, and make sense of the changing realities of contemporary
culture, technology, and society. Since technological advances continue to develop at
an unprecedented rate, educators should promote the learning of multiple literacies as
crucial to living successfully in an age in which communication and change have so
much importance. Education in the arts prepares students not only to adapt to change
but also to be active participants in bringing about change.

LITERACY, MATHEMATICAL LITERACY, AND INQUIRY/RESEARCH SKILLS

Literacy, mathematical literacy, and inquiry/research skills are critical to students” success
in all subjects of the curriculum and in all areas of their lives.

Many of the activities and tasks that students undertake in the arts curriculum involve
the literacy skills relating to oral, written, and visual communication. For example,
students use language to record their observations, to describe their critical analyses in
both informal and formal contexts, and to present their findings in presentations and
reports in oral, written, graphic, and multimedia forms. Understanding in the arts
requires the use and understanding of specialized terminology. In all arts courses,
students are required to use appropriate and correct terminology, and are encouraged
to use language with care and precision in order to communicate effectively.

The arts program also builds on, reinforces, and enhances mathematical literacy. For
example, clear, concise communication often involves the use of diagrams, charts, tables,
and graphs, and many components of the arts curriculum emphasize students” ability

to interpret and use symbols and graphic texts. In addition, mathematical equations can
be used in such activities as developing architectural drawings to scale — for example,
drawings showing the design and construction of a model of a Roman-style column.
Links can also be made between mathematical reasoning and musical composition.

Inquiry and research are at the heart of learning in all subject areas. In arts courses, students
are encouraged to develop their ability to ask questions and to explore a variety of possible
answers to those questions. As they advance through the grades, they acquire the skills
to locate relevant information from a variety of sources, such as books, periodicals,
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dictionaries, encyclopedias, interviews, videos, and the Internet. The questioning they
practised in the early grades becomes more sophisticated as they learn that all sources of
information have a particular point of view and that the recipient of the information has
a responsibility to evaluate it, determine its validity and relevance, and use it in appro-
priate ways. The ability to locate, question, and validate information allows a student to
become an independent, lifelong learner.

CRITICAL THINKING AND CRITICAL LITERACY IN THE ARTS

Critical thinking is the process of thinking about ideas or situations in order to under-
stand them fully, identify their implications, make a judgement, and/or guide decision
making. Critical thinking includes skills such as questioning, predicting, analysing,
synthesizing, examining opinions, identifying values and issues, detecting bias, and
distinguishing between alternatives. It involves an inquiry process of exploring questions
about and solutions for issues that are not clearly defined and for which there are no
clear-cut answers. Students who are taught these skills become critical thinkers who

do not merely accept the obvious as a given.

Students use critical thinking skills in the arts when they assess, analyse, and/or evaluate
the impact of something and when they form an opinion about something and support
that opinion with a rationale. In order to think critically, students need to examine the
opinions and values of others, detect bias, look for implied meaning, and use the infor-
mation gathered to form a personal opinion or stance, or a personal plan of action with
regard to making a difference.

As they work to achieve the arts expectations, students frequently need to identify the
possible implications of choices. As they gather information from a variety of sources,
they need to be able to interpret what they are listening to, reading, or viewing; to look
for instances of bias; and to determine why that source might express that particular bias.

In developing critical thinking skills in the arts, students must ask good questions to
interpret information, detect bias, and consider the values and perspectives of a variety
of groups and individuals.

Critical literacy is the capacity for a particular type of critical thinking that involves
looking beyond the literal meaning of a text to determine what is present and what is
missing, in order to analyse and evaluate the text’s complete meaning and the author’s
intent. Critical literacy goes beyond conventional critical thinking by focusing on issues
related to fairness, equity, and social justice. Critically literate students adopt a critical
stance, asking what view of the world the text advances and whether they find this
view acceptable, who benefits from the text, and how the reader is influenced.

Critically literate students understand that meaning is not found in texts in isolation.
People make sense of a text, or determine what a text means, in a variety of ways. Students
therefore need to be aware of points of view (e.g., those of people from various cultures),
the context (e.g., the beliefs and practices of the time and place in which a text was created),
the background of the person interacting with the text (e.g., upbringing, friends, commu-
nities, education, experiences), intertextuality (e.g., information that a viewer brings to a
text from other texts experienced previously), gaps in the text (e.g., information that is



left out and that the reader or viewer must fill in), and silences in the text (e.g., voices
of a person or group not heard).

In the arts, students who are critically literate are able, for example, to actively analyse
art works and other texts and determine potential motives and underlying messages.
They are able to determine what biases might be contained in an art work and why that
might be, how the content of the art work was determined and by whom, and whose
perspectives might have been left out and why. Students would then be equipped to
produce their own interpretation of the work and their own opinion on its message or
the issue it addresses. Opportunities should be provided for students to engage in a
critical discussion of “texts”, which can include television programs, movies, web pages,
advertising, music, gestures, oral texts, visual art works, media arts installations, and
other means of expression. This discussion empowers students to understand the impact
intended by the creator of the text on members of society. Language and communication
are never neutral: they are used to inform, entertain, persuade, and manipulate.

THE ROLE OF THE SCHOOL LIBRARY IN THE ARTS PROGRAM

The school library program can help to build and transform students” knowledge to
support lifelong learning in our information- and knowledge-based society. The school
library program supports student success across the arts curriculum by encouraging
students to read widely, teaching them to examine and read many forms of text for
understanding and enjoyment, and helping them to improve their research skills and
to use information gathered through research effectively.

The school library program enables students to:
o develop a love of reading for learning and for pleasure;
o develop a critical appreciation of works of art;

e acquire an understanding of the richness and diversity of artistic and informa-
tional texts produced in Canada and around the world;

o obtain access to programs, resources, and integrated technologies that support all
curriculum areas;

o understand and value the role of public library systems as a resource for lifelong
learning.

The school library program plays a key role in the development of information literacy
and research skills. In collaboration with classroom or content-area teachers, teacher-
librarians design, teach, and provide students with authentic information and research
tasks that foster learning, including the ability to:

e access, select, gather, process, critically evaluate, create, and communicate
information;

« use the information obtained to explore and investigate issues, solve problems,
make decisions, build knowledge, create personal meaning, and enrich their lives;

o communicate their findings for different audiences, using a variety of formats and
technologies;

o use information and research with understanding, responsibility, and imagination.
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THE ROLE OF INFORMATION AND COMMUNICATIONS TECHNOLOGY IN THE
ARTS PROGRAM

Information and communications technologies (ICT) provide a range of tools that can
significantly extend and enrich teachers’ instructional strategies and support student
learning. ICT tools include multimedia resources, databases, Internet websites, digital
cameras, and word-processing programs. Tools such as these can help students to collect,
organize, and sort the data they gather and to write, edit, and present reports on their
findings. ICT can also be used to connect students to other schools, at home and abroad,
and to bring the global community into the local classroom.

The integration of a wide range of technologies into the arts curriculum represents a
natural extension of the learning expectations associated with each art form. An education
in the arts will engage students in using various technologies through which artistic
expression can be achieved. The most obvious example is media arts, which primarily
involves solving artistic problems through the application of current technologies; for
example, students will gain skills and knowledge related to still and video photography,
sound recording, and digital technologies. Study of the other arts also provides excellent
opportunities for using relevant technologies. In the dance curriculum, students can use
choreographic software for composition and stage technologies for production. In drama,
students can gain facility in the use of lighting, sound, and other production technologies.
Students of music can use analog and digital technology — including notation, sequencing,
and accompaniment software — in composing, arranging, recording, and editing music.
Visual arts activities engage students in the use of current technologies — including websites
and graphic design software — both as research tools and as creative media. Of particular
interest in all of the arts is an analysis of the impact of various technologies on contem-
porary society.

Whenever appropriate, students should be encouraged to use ICT to support and
communicate their learning. For example, students working individually or in groups
can use computer technology and/or Internet websites to gain access to museums,
galleries, and archives in Canada and around the world. They can also use portable
storage devices to store information, as well as CD-ROM and DVD technologies and
digital cameras and projectors to organize and present the results of their research and
creative endeavours to their classmates and others.

Although the Internet is a powerful learning tool, there are potential risks attached to
its use. All students must be made aware of issues of Internet privacy, safety, and
responsible use, as well as of the potential for abuse of this technology, particularly
when it is used to promote hatred.

ICT tools are also useful for teachers in their teaching practice, both for whole-class
instruction and for the design of curriculum units that contain varied approaches to
learning to meet diverse student needs. A number of educational software programs

to support the arts are licensed through the ministry and are listed on www.osapac.org
under the Software/Resource Search link.



THE ONTARIO SKILLS PASSPORT AND ESSENTIAL SKILLS

Teachers planning programs in the arts need to be aware of the purpose and benefits

of the Ontario Skills Passport (OSP). The OSP is a bilingual web-based resource that
enhances the relevance of classroom learning for students and strengthens school-work
connections. The OSP provides clear descriptions of Essential Skills such as Reading
Text, Writing, Computer Use, Measurement and Calculation, and Problem Solving and
includes an extensive database of occupation-specific workplace tasks that illustrate how
workers use these skills on the job. The Essential Skills are transferable, in that they are
used in virtually all occupations. The OSP also includes descriptions of important work
habits, such as working safely, being reliable, and providing excellent customer service.
The OSP is designed to help employers assess and record students” demonstration of
these skills and work habits during their cooperative education placements. Students
can use the OSP to assess, practise, and build their Essential Skills and work habits and
transfer them to a job or further education or training.

The skills described in the OSP are the Essential Skills that the Government of Canada
and other national and international agencies have identified and validated, through
extensive research, as the skills needed for work, learning, and life. These Essential Skills
provide the foundation for learning all other skills and enable people to evolve with
their jobs and adapt to workplace change. For further information on the OSP and the
Essential Skills, visit http://skills.edu.gov.on.ca.

CAREER EDUCATION

Expectations in the arts program include many opportunities for students to apply their
skills to work-related situations, to explore educational and career options, and to
become self-directed learners. Arts education can provide students with knowledge and
a range of communication skills that are valued in various kinds of employment both

in the arts themselves and in marketing and public relations, tourism and hospitality,
teaching, and law. Teachers can help students to identify ways in which their involvement
in the arts enhances their suitability for a wide range of occupations.

Cultural industries are among the largest sectors of the economy, and educational and
career opportunities related to the arts are consequently many and varied. In fact, the
workforce in the culture sector has increased over a recent twenty-year period at a much
faster rate than the total workforce in Canada.® Students can be encouraged to explore
careers as artists, technicians, or arts administrators. To prepare students for the varied
demands of a wide array of postsecondary educational programs and careers, arts courses
require students to develop skills and strategies in research, planning, and presentation.
Making oral presentations and working in small groups with classmates help students
express themselves confidently and work cooperatively with others.

COOPERATIVE EDUCATION AND OTHER FORMS OF EXPERIENTIAL LEARNING

Cooperative education and other forms of experiential learning, such as job shadowing,
field trips, and work experience, enable students to apply the skills they have developed
in the classroom to real-life activities in the community and in the world of business and
public service.

6. Paul Sereda, Culture Employment in a North American Context: 1981 to 2001 (Ottawa: Statistics Canada, 2007), p. 18.
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Cooperative education and work experience possibilities in the arts include a variety of
placements related to each art form. For example, visual arts students could extend their
understanding of graphic design and computer technologies by completing an internship
in a graphic arts studio or a publishing house. Music students could apply knowledge
acquired in class by working in a music library or a compact disk outlet. Media arts
students could gain insight into the practical and ethical issues associated with this
subject by assisting in a broadcasting facility or an advertising agency. Drama students
could apply skills gained at school and acquire insight into theatre practice by volunteering
as a production assistant at a professional theatre or community drama centre. Dance
students could enhance their knowledge of the elements of movement by leading creative
movement activities at a childcare centre. They could learn more about rehearsal discipline
by completing a placement at a professional dance company.

Teachers of the arts can support their students’ learning by maintaining links with
community-based arts organizations to ensure that students have access to hands-on
experiences that will reinforce the knowledge and skills gained in school.

PLANNING PROGRAM PATHWAYS AND PROGRAMS LEADING TO A SPECIALIST
HIGH SKILLS MAJOR

Arts courses are well suited for inclusion in programs leading to a Specialist High Skills
Major (SHSM) or in programs designed to provide pathways to particular apprenticeship
or workplace destinations. In an SHSM program, arts courses can be bundled with other
courses to provide the academic knowledge and skills important to particular industry
sectors and required for success in the workplace and postsecondary education, including
apprenticeship. Arts courses may also be combined with cooperative education credits to
provide the workplace experience required for SHSM programs and for various program
pathways to apprenticeship and workplace destinations. (SHSM programs would also
include sector-specific learning opportunities offered by employers, skills-training centres,
colleges, and community organizations.)

HEALTH AND SAFETY IN THE ARTS PROGRAM

As part of every course, students must be made aware that health and safety are every-

one’s responsibility — at home, at school, and in the workplace. Students must be able to
demonstrate knowledge of the equipment being used and the procedures necessary for

its safe use.

In planning learning activities to help students achieve the arts curriculum expectations,
teachers need to ensure that students have opportunities to consider health and safety
issues. In the visual arts studio, for example, use of various liquids that may contain toxic
properties must be carefully monitored, and such materials must be securely stored when
not in use. Appropriate routines need to be in place in the dance and drama studio to
help students avoid physical injury as a result of carelessness or lack of proper warm-up.
Teachers should ensure that students feel comfortable emotionally and psychologically.
For example, they should discuss emotional roles in drama with the students; encourage
sensitivity to others’ cultural values; and encourage students to be aware of the personal
space of others, emphasizing that touching required for a dance or drama activity needs
to be respectful.



Health and safety issues not usually associated with arts education may be important
when the learning involves fieldwork. Out-of-school fieldwork can provide an exciting
and authentic dimension to students’ learning experiences. Teachers must preview and
plan these activities carefully to protect students” health and safety.

ETHICS IN THE ARTS PROGRAM

The arts provide students with real-life situations that require them to develop an under-
standing of ethical issues, such as intellectual ownership and use of copyright material.
In a technological world in which it is very easy to copy and use various kinds of materials,
students must become aware of the ethical issu