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the Full-Day Early Learning–Kindergarten program to demonstrate achievement of the overall 

expectations. Rephrasing the sentence positions children as the direct object of the sentence and 

expect gives the meaning of require, demand, or requisite. Hence, in an indirect way, by using 

the passive voice, the Ministry of Education is requiring children to meet these expectations. 

The kindergarten expectations contour the portrait of the normal kindergarten child in 

Ontario by outlining children’s behaviour as desired by the Ontario Ministry of Education; 

children have to demonstrate by saying, doing, or representing that they have the skills and 

knowledge dictated by the authors of the curriculum; the expectations are adult-projected ideals 

to be measured against real children who are different from all perspectives; the expectations are 

essentially behaviourist as they illustrate a behaviour to be demonstrated by the children during 

and after the program, and they illustrate antiquated educational concepts, which belong to the 

industrial revolution and conceptually hook the curriculum to educational social engineering by 

engaging the epitome of behaviourism, Tyler’s rationale (Feldmann, 2005, p. 48), in creating the 

program. The present FDK (OME, 2016) curriculum meets the criteria by indicating the desired 

content to be learnt, how, and the evaluation of children’s behaviour (what they say, do, or 

represent) according to overall expectations. The overall expectations were expressed through 

the modal will, while the specific expectations were expressed by using simple present; will in 

this case conveys speaker’s or authors’ volition (Collins, 2005), which was enforced by the word 

expectations as requirements. The present tense of the specific expectations denotes a time tabled 

reading of the verbs. This is suggested through the dependent clause “as students progress 

through the program,” which marks the time interval of the program through the use of present 

tense (Cowper, 1998, p. 12). The verbs from the specific expectations express a desired habitual 

behaviour to be instilled during the program. The emphasis on the product, rather than the 

process of students’ learning, shifts the focus from the adult’s expectation to the child from the 

reality of the classroom to an imaginary classroom where children are to be shaped to the same 

final product. It resembles a manufacturing process where students are moulded according to the 

expectations, and teachers are accountable for the quantity and quality of the produced students, 

just like in the Tylerian curricular system: “The Tyler procedure is not a teacher’s statement of 

curriculum development; it’s a bureaucrat’s” (Pinar et al., 2004b, p. 149). The reality of a 

classroom in all its complexity (i.e., including students’ cultural diversity, second language 
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acquisition, age, socio-economic background, rhythm and type of learning, more or less visible 

disabilities, sensitivities) is ignored and suspended in space and time. 

With regards to the overall expectations that contained the root crea, there was only one 

out of 38 overall expectations that mentioned creativity as a verb. It is present in the mathematics 

section as a patterning expectation. As such, “by the end of the Full-Day Early Learning–

Kindergarten program, children will: Explore, recognize, describe, and create patterns, using a 

variety of materials in different contexts” (Ontario Ministry of Education, 2010, p. 109). In the 

specific expectations the verb to create appears as a predicate in the mathematics section where 

children were asked to create patterns as follows: 

As children progress through the Full-Day Early Learning–Kindergarten program, they: 

P4.1 identify, create, reproduce, and extend repeating patterns through investigation, 

using a variety of materials (e.g., attribute blocks, pattern blocks, a hundreds chart, toys, 

bottle tops, buttons, toothpicks) and actions (e.g., physical actions such as clapping, 

jumping, tapping). (p. 109) 

In the rest of the specific expectation sentences, the verb to create occurs as a complement, 

which indicates the purpose of the verb designating children’s activity in language, drama and 

dance, music, and visual arts: 

As children progress through the Full-Day Early Learning–Kindergarten program, they: 

Language  

1.11 demonstrate an awareness that words can rhyme, can begin or end with the same 

sound, and are composed of phonemes that can be manipulated to create new words. (p. 

79) 

Drama and Dance 

D1.2 explore a variety of tools and materials of their own choice (e.g., blocks, puppets, 

flashlights, streamers) to create drama and dance in familiar and new ways. (p. 142) 
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D3.1 use problem-solving skills and their imagination to create drama and dance (e.g., try 

out different voices for parts of a story or chant; find different ways to move to music, 

trying to connect the movement with the mood and speed of the music; create a sequence 

of movements). (p. 143) 

Music 

M1.2 explore a variety of tools and materials of their own choice (e.g., spoons, castanets, 

rhythm sticks, music software) to create music in familiar and new ways. (p. 146) 

M3.1 use problem-solving skills and their imagination to create music (e.g., experiment 

with different instruments to create a rhythm pattern to accompany a familiar song; 

contribute to making a variation on a familiar song with the class). (p.148) 

Visual Arts 

V2.1 explore a variety of tools, materials, and processes of their own choice to create 

visual art forms in familiar and new ways (e.g., use natural and recycled materials at a 

learning centre). (p. 153) 

V3.1 use problem-solving skills and their imagination to create visual art forms (e.g., 

choose materials to make a three-dimensional structure stable; choose an alternative 

way to fasten their materials if the first way is unsuccessful). (p.154) 

There was only one specific expectation in the health and physical activity that mentioned 

creativity as an adjective, which characterized movement: 

As children progress through the Full-Day Early Learning–Kindergarten program, they: 

2.1 participate actively in creative movement and other daily physical activities (e.g., 

dance, games, outdoor play, fitness breaks). (Ontario Ministry of Education, 2010, p. 

134) 

In looking at the specific expectations that contained the root crea, six out of nine specific 

expectations belonged in the arts; when specific expectations were analyzed from a proportional 
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point of view, they were revealing. Table 6 illustrates the proportion between number of specific 

expectations that contain crea in an area of learning per total number of specific expectations of 

the subject and the percentage of specific expectations that contain crea in an area of learning. 

Table 6.  

Specific expectations that contain crea 

Area of learning Number of specific 

expectations that contain crea 

in an area of learning per total 

number of specific expectations 

of the area of learning 

Percentage of specific 

expectations that contain 

crea in an area of learning 

Mathematics 1/27 3.7 % 

Language 2/30 3.3 % 

Health and Physical Activity 1/14 7.1 % 

Drama and Dance 5/6 33.3 % 

Music 6/7 28.5 % 

Visual Arts 3/7 28.5 % 

The numbers reveal a high percentage of specific expectations that contained words rooted in 

crea in the arts and low percentages in mathematics and language. Because children were asked 

to demonstrate skills and knowledge in the specific expectations, I concluded that a higher 

percentage of specific expectations that contained crea in an area of learning related to creativity 

with the disciplines and the grammatical subject children. Also, the program of activities was 

determined by the specific expectations as the teachers were teaching toward the meeting of the 

expectations. The higher the percentage of specific expectations that contained crea the higher 

the chance of programming activities where children create. The numbers reveal that according 

to the curriculum, children in the FDK create more in the arts than in language or mathematics. 
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How much art is directed for children to do by the programmatic curriculum will be presented in 

the subject category. 

Furthermore, in the arts, specific expectations asked children to explore and use problem-

solving skills, imagination, and tools to create music, visual art, and dance and drama; the 

children were asked to explore and implicitly to try out ideas and to let their thinking emerge 

because of the belief that they can. The teachers were also encouraged to teach indirectly by 

modifying the environment; this was evident in the visual arts section where, in the Professional 

Learning Conversations section, it is presented as an imaginary, possible scenario where teachers 

and educators reflected over their practice and modified the environment by introducing a 

provocation, which materialized in providing art materials with common attributes: 

After some professional reading, members of the EL–K team decide that their current arts 

and crafts practices (e.g., the use of pre-cut shapes and requiring all children to create the 

same product) limit the children’s artistic development. They discuss how they can 

address this problem. They decide to put some materials with common attributes (e.g., 

shiny items) at the visual arts centre and observe and listen as children form their own 

ideas of what to create. (Ontario Ministry of Education, 2010, p. 151) 

Hence, in arts the children were portrayed as capable of exploring, and as able to construct their 

own ideas, knowledge, and skills. The direct objects of the verb create used syntactically as a 

predicate or as a complement in the specific expectations were: new words, patterns, dance, 

drama, music, and visual art forms. The variety of the artefacts that could be created suggests 

that creativity is multimodal: Children can express themselves through many modes in any area 

of learning. 

The fact that all children were considered capable of creating, by curriculum makers, 

suggests a democratic creativity in the sense that creativity is not reserved for adults and 

geniuses. This is congruent with the artistic process, and it belongs to the I-paradigm of 

creativity, but also traces of the creativity as an artistic endeavour persisted in authors’ creativity 

perspective.   
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 4.5.7 Making connections: Ways children might demonstrate their learning.  

The third examined body of text was found in the Making Connections: Ways in Which 

Children Might Demonstrate Their Learning column of the FDK document and consisted of 

examples of children’s possible behaviour that demonstrated the achievement of expectations: 

“The material in the second column provides examples of narrative modes of assessment that 

capture children’s learning within the contexts of relationships and environments” (Ontario 

Ministry of Education, 2010, p. 25). The following sentences were selected for analysis, because 

each sentence had as a subject children and contained the verb create as an active voice predicate 

or complement followed by a direct object. The reasoning resides in the fact that there is a clear 

and direct connection between the children and creativity as they are creators and they create 

something. The quotes are classified according to the discipline they belong to. 

Table 7.  

Making connections between children and creativity 

Discipline Quotation 

Emotional 

Development 

 

“A group of children create a one-to-one chart to ensure that everyone in the 

group gets a place at the snack table.” (Ontario Ministry of Education, 2010, 

p. 66) 

“Two children work at the block centre to create a bake shop. One of the 

children, whose uncle owns a bakery, explains what materials are needed.” (p. 

67) 

Language 

 

“After listening to a book about farming, a child creates a farm at the block 

centre. ‘My silo doesn’t have any grain in it yet.’” (p. 77) 

“A child creates a painting of a snowball melting in her pocket in imitation of 

an episode in a story she has read.” (p. 84) 

After shared reading of some alphabet books, EL–K team members help 

children create an alphabet book, using the children’s names and pictures of 

objects in the classroom to represent the letters. (p. 85) 

Children write letters at the post office centre, make signs at the block centre; 

record their findings at the water centre, make a list of classmates’ names at 

the dramatic play centre, make greeting cards at the visual arts centre, and 
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create stories in writing or pictures at the writing centre or painting centre. (p. 

89) 

“A child in the dramatic play centre decides to create an appointment book for 

the doctor’s office. The child also writes appointment cards for the ‘patients.’” 

(p. 90) 

Mathematics 

 

A group of children create an ordinal numbers game. Using sticky notes, they 

place a different number, from 1 to 10, on the back of each child in the group 

and then form a line. One child then organizes the children, placing them in 

order based on the numbers on their backs. (p. 101) 

“Using found materials of various geometric shapes, some children work 

together to create a vehicle.” (p.107) 

After conducting a survey on pet ownership among their classmates, a group 

of children create a graph with separate columns showing the number of 

children who have cats, dogs, birds, hamsters, and fish. (p. 111) 

Science and 

Technology 

 

“After creating a device for making rice, a child creates a set of labels to show 

how the device works – where the rice and water go, how to start and stop the 

cooker, and how to take the rice out.” (p. 127) 

Health and 

Physical 

Education 

 

“Children create a sequence of digital photographs showing the steps for 

washing hands to place by the sink or washing bin.” (p. 132) 

“At the puppet centre, children express emotions through the dialogue they 

create for their puppet characters.” (p. 133) 

“A small group of children create a game where they have to try to get 

beanbags inside a hoop.” (p. 135) 

“Two children with a giant deck of cards create the rules for a new game.” (p. 

135) 

Drama and 

Dance 

 

“After creating their own actions to accompany a familiar chant, a group of 

children record them pictorially so they can teach them to other children.” (p. 

142) 

“A small group of children use the felt board pieces and the felt board to retell 

familiar stories. Some children create their own endings.” (p .144) 

Music 

 

“Two children work together at the computer using simple music software to 

create and record a song.” (p. 146) 

“A small group of children create a musical version of a favourite pattern 

book for the whole class to present at the school assembly.” (p. 148) 
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“A group of children create a chant to tell the rest of the class that it is time to 

tidy up.” (p. 150) 

Visual Arts “Some children create illustrations for the class art book using a variety of 

media.” (p. 152) 

“The EL–K team had placed books at the block centre with illustrations of 

buildings from around the world. After looking through the book, a small 

group of children use found materials to re-create one of the buildings.” (p. 

154) 

“After listening to a piece of music, children at the visual arts centre create 

artworks to show how the music made them feel (e.g., sad, happy, scared).” 

(p.154) 

After viewing a painting with wavy lines, a child tells a member of the EL–K 

team that the lines make her think of water. She creates her own art work 

using the same element: “This is me swimming. The wavy lines mean that the 

water is moving.” (p. 155) 

The sentences with children as the subject and the verb create, whether as a predicate or as 

complement followed by a direct object, were selected and categorized, because there is a clear 

and direct connection between the children and creativity as they are creators and they create 

something:  

1. Number of occurrences of create in the Making Connections document section of the 

curriculum and the number of pages of the section in each area of learning; the numbers 

were rendered as fractions in order to see how many times creativity (as create) appeared 

in the number of pages dedicated to a subject; this fraction was used to determine the rate 

of occurrence of create per one page by using the rule of three (e.g., 2/8=x/1; x=0.25);  

2. Rate of occurrence of create per page; the calculated rates of occurrence were ranked; the 

higher the rate, the higher the probability of relating creativity with desired behaviour and 

area of learning; 

3. Direct object of children create from the document section of the curriculum in order to 

determine the meaning of create. 

The categories and their corresponding results are summarised in Table 8, as presented below. 
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Table 8.  

The relationship between crea, area of learning, and its occurrences 

Area of learning Number of occurrences of 

create and Number of 

pages 

Rate of 

occurrence of 

create: 1 page 

Direct object of  

children create  

 

Social 

Development 

0 occurrences /7 pages 0 non 

Emotional 

Development 

2 instances/8 pages 0.25 one-to-one chart, bake 

shop 

Language 

 

5 instances/20 pages 0.25 a farm, a painting, 

alphabet book, stories 

in writing or pictures, 

an appointment book 

Mathematics 

 

3 instances/15 pages 0.2 an ordinal numbers 

game, a vehicle, a graph 

Science and 

Technology 

 

2 instances/13.5 pages 0.14 a set of labels to show 

how the device works, 

set of labels 

Health and 

Physical 

Education:  

4 instances/9.5 pages 

 

0.42 create a sequence of 

digital photographs, the 

dialogue, a game where 

they have to try to get 

beanbags inside a hoop, 

the rules for a new 

game 

Drama and Dance 2 instance/4.5 pages 0.44 own endings (of 

stories), actions 

Music  

 

3 instances/5.5 pages 0.54 A song, a musical 

version of a favourite 

pattern book, a chant 

Visual Arts 4 instances/6 pages 0.66 Illustrations, artwork, 

artwork, buildings 
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In looking at the incidence of create in the context of children’s activity, the lowest rate of 

occurrence was identified in social development followed by science and technology as well as 

mathematics and language, while the highest is found in visual arts, music, drama, and health 

and physical education, with the rate of occurrence doubled in visual arts. These findings 

indicate again the predilection of using create in association with children and the arts. With 

regards to the direct object of create, the document included a variety of nouns indicating 

activities and artefacts, from games to songs, to buildings artworks, graphs, and stories. Within 

the document the manifestation of creativity as multimodal is clear due to the overwhelming 

variety. The fact that children are seen as capable of producing these activities and artefacts 

suggests strongly that multimodal expression is acknowledged as important for children’s 

creativity.   

By associating create as a verb with children and by the doubling number of occurrences 

of create in arts, the document communicates that children should create more in the arts and that 

children should communicate multimodally. These facts are also pointing toward the underlying 

I-paradigm of creativity with an emphasis on the artistic creativity and implicitly individuality. 

The focus is on what should be taught focused the analysis on the disciplines or subjects 

to be taught. The general overview of what should be taught in kindergarten, and implicitly, what 

should be taught in the case of creativity is clearly outlined in the purpose of the FDK program: 

The Full-Day Early Learning–Kindergarten program is designed to help children build on 

their prior knowledge and experiences, form concepts, acquire foundational skills, and 

form positive attitudes to learning as they begin to develop their goals for lifelong 

learning. It is also designed as the foundation for a continuum of learning from the early 

years to Grade 8. (Ontario Ministry of Education, 2010, p. 22) 

When examining the quote, I observed that the program was said to be “designed to help 

children” and the passive voice agent of the verb leaves the action without a visible author, thus 

avoiding the responsibility of the action of the predicator. The sense of designed is functionalist 

as its purpose is to help; the construction of help with an object (children) and infinitive (build, 

form, acquire) is a dictionary case of the meaning of the verb to help: to make it easier or 

possible for someone to do something by offering them one’s services or resources. In this case, 
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the help comes in forms of teaching knowledge, skills, and attitudes. Moreover, help usually 

presupposes that a person is in need of help, as he or she is not able to perform something 

independently. Helping occurs when someone has a deficiency of some sort. In this frame of 

interpretation, help indicates a deficiency of foundational skills, goals, and concepts in every 

child, in different areas. Furthermore, each one of the 124 specific expectations highlighted a 

deficit of the child. The dangers of thinking about children through the lens of the deficit model 

are well summarized by Gorski (2011): 

Briefly, deficit ideology is a worldview that explains and justifies outcome inequalities 

— standardized test scores or levels of educational attainment, for example—by pointing 

to supposed deficiencies within disenfranchised individuals and 

communities...Simultaneously, and of equal importance, deficit ideology discounts 

sociopolitical context, such as the systemic conditions (racism, economic injustice, and so 

on) that grant  some people greater social, political, and economic access, such as that to 

high-quality schooling, than others…The function of deficit ideology, as I will describe 

in greater detail later, is to justify existing social conditions by identifying the problem of 

inequality as located within, rather than as pressing upon, disenfranchised communities 

so that efforts to redress inequalities focus on “fixing” disenfranchised people rather than 

the conditions which disenfranchise them. (Gorski, 2011, p.155) 

The what should be taught to the children for creativity points toward the subjects and the overall 

and specific expectations, which defined the path of learning for each area of learning. I 

examined what was supposed to be taught through overall and specific expectations, which 

subjects were given more attention through the number of the specific expectations, and where 

creativity was positioned in this hierarchy of importance. The premise of this analysis is that the 

numbers of specific expectations drive the quantity of activities in the classroom. For example, 

while language had 30 specific expectations, visual arts had only seven. As the program had to 

cover all the expectations outlined in the curriculum, I inferred that the program directed more 

time and activities to the subject with more specific expectations in the above case, mathematics 

and language. 
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4.5.8 Analysis of overall expectations, specific expectations, and creativity.  

This analysis of creativity in the overall expectations and specific expectations was done by 

examining the number of overall and specific expectations dedicated to each subject, as the 

program was supposed to meet the specific expectations and the occurrence of creativity within 

the expectations. The expectations are declarative sentences, which outline quantitatively or 

qualitatively what is to be taught and learnt in kindergarten in each subject or discipline. Because 

the expectations are sentences complete in themselves (complete thoughts) the presence of a 

word rooted in crea in the expectations showed at least a conceptual relation with the 

expectation. The numbers of overall and specific expectations also transformed in percentages 

relative to their total number to reveal the hierarchy embedded in the numbers. Two comparisons 

of overall and specific expectations numbers per discipline vis-à-vis the frequency of the word 

rooted in crea were undertaken and organized in Table 9. The numbers have been transformed in 

percentages relative to the total to reveal the proportion of expectations connected with creativity 

and their application in the kindergarten program. 

Table 9.  

Numbers and percentages of overall and specific expectations containing crea 

Area of 

learning 

Total 

number of 

overall 

expecta-

tions 

Percentage 

of overall 

expectations 

per 

discipline 

Number of 

overall 

expectations 

that contain 

crea 

Number of 

specific 

expectations 

in each 

subject 

Percentage 

of specific 

expectations 

per 

discipline 

Number of 

Specific 

expecta-

tions that 

contain 

crea 

Percentage 

of specific 

expecta-

tions per 

discipline 

that contain 

crea 

Social 

Develop-

ment 

3 7.894 % 0   7 5.64 % 0 0 

Emotional 

Develop-

ment 

3 7.894 % 0 11 8.87% 0 0 

Language  5  13.157% 0 30  24.19 % 2 1.6 

Mathematics 5 13.157 % 1 27 21.77 % 1 0.8 

Science and 

Technology  

4 10.526 % 0 15 12.09 % 0 0 
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Health and 

Physical 

Activity 

4 

 

10.526 % 0 14 

 

11.29 % 1 0.8 

Drama and 

Dance 

4 10.526 % 0    6 4.83 % 5 4 

Music 5 13.157 % 0    7 5.64 % 6 4.8 

Visual Arts 5 13.157 % 0    7 5.64 % 3      2.4 

Total: 38 App.100 % 1 (3%) 124 100% 18 14.5 % 

This table was used to organize the data regarding the overall and specific expectations in 

each area of knowledge and their percentage vis-à-vis the total number of expectations. It also 

displays the numbers and the percentages of overall and specific expectations that contained 

words rooted in crea, because this shows a conceptual connection with creativity. The area of 

learning and subject are used interchangeably, as both designate a body of knowledge or 

discipline. At first glance the following observations were made with regards to overall 

expectations. There were 38 overall expectations to be assessed by the teacher for each and every 

child. 

I noted that, although the early childhood educator was present in the classroom and 

could help with the assessment, according to the Education Act of Ontario (1990, c 10, s 264), it 

was the teacher’s official responsibility to assess children and report their progress. Teacher’s 

duties include: designing the program, teaching it, and monitoring the individual unfolding of the 

38 overall expectations per child, which branch out into 124 specific expectations, for 

approximately 26 students per class, provide evidence for their assessment, and communicating 

with parents. 

The overall expectations for each subject seem balanced in terms of numbers and 

percentages within the range of 7.9% in social and emotional development to 13.1% in language, 

mathematics, and arts, and with 10.5% in health and physical activity, drama, and science. 

However, when the overall expectations branch out in specific expectations, the small 

differences change into dramatic ones. The most relevant fact with regards to creativity is the 

almost total absence of words rooted in crea in the overall expectations. Only one out of 38 

overall expectations, or 3%, mentioned creativity; this happened in mathematics where children 
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were expected to create patterns. Hence, I can assert that there was only one direct connection 

between teaching, learning, assessment, reporting, and creativity in the text. 

 

Figure 7. Overall expectations and crea. 

In terms of specific expectations, I found the following: There were 124 specific 

expectations driving the curriculum, which had to be addressed in activities, monitored, assessed 

based on evidence for every child. The highest number of specific expectations were in language 

(30) and mathematics (27), while the lowest was in drama and dance (6), visual arts (7), music 

(7), and social development (7). The middle of the range was occupied by science, health and 

physical activity, and emotional development. There was a gap in terms of number of special 

expectations between the lowest number and the highest number as the language-specific 

expectation number was five times higher than drama and dance. When these numbers are 

transformed into percentages, where 100%=124 expectations, the difference is more visible:  

language had 24. 19%, mathematics 21.77%, while drama and dance had 4.83 %, and visual arts 

and music had 5.64 %. These differences were not visible in the overall expectations numbers, 

masking that the curriculum makers had granted much more time and attention to language and 

mathematics than to the arts. These proportions must have practical effects in the applied 

curriculum. The asymmetry of the number of specific expectations across areas directs teachers 

to first address the most important and numerous expectations, in this case language and 

mathematics.  

3%

97%

Percentage of Overall Expectations 
That Contain "Crea" Relative to the 

Total Number of Overall Expectations

Overall expectations that contain “crea

Overall expectations that do not contain “crea
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Consequently, the programmatic curriculum mandated that most of the time spent in 

school should be spent on language and mathematics activities, all under the blanket of the 

“play-based curriculum.” The following pie chart (Figure 9) illustrates the proportions of subject 

specific expectations relative to the total number of specific expectations (100%=124 specific 

expectations) and reveals a hierarchy of subject importance with language and mathematics on 

top with 24 and respectively 22% and the arts at the bottom with 5-6%, almost four times 

smaller. Because the specific expectations are driving the social practice of the curriculum, the 

programmatic curriculum tells teachers to do more language and mathematics based games and 

play than art-based activities. Approximately 14.5% (Figure 10) of the specific expectations 

contain words rooted in crea, partitioned as follows: 2.4% visual arts; 4.8% music; 4% drama 

and dance; 0.8% health and physical activity; 0.8% mathematics; 1.6% language.  

 

Figure 8. Areas of learning and specific expectations. 

Next, I established the number of specific expectations contained words rooted in crea 

(Figure 10), because there is a conceptual connection at the level of sentences of specific 

expectation. 

Social 

Development
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Number of Specific Expectations
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Figure 9. Percentage of areas of learning specific expectations containing crea. 

With regards to the relation between creativity and specific expectations, the specific 

expectations that had a connection with creativity were preponderantly in the arts; creativity was 

barely mentioned in mathematics and language with less than 2% of the specific expectations 

containing the word rooted in crea. These proportions signal a clear connection between the arts 

and creativity from the point of view of the curriculum maker and points toward the arts as 

creativity theory; this emphasis on language and mathematics directed the content of the program 

away from the arts. These numbers and percentages of specific expectations were meant by the 

Ministry to mandate the short- and long-term planning of the activities in the classroom; in terms 

of program planning, if the allocated times to each activity to meet expectations were 

approximately equal, and there was at least one activity for each specific expectation, then at 

least 24% of the classroom activities should be dedicated to language activities, such as reading 

and writing and 21% to mathematics and so on. To take this line of thinking further, the teacher 

must plan daily activities that address specific expectations from all the areas of knowledge (i.e., 

planning cycle, a guide to effective instruction in reading, kindergarten to grade 3); taking into 

consideration that there are 300 minutes of instructional time per day as determined by the 

Ontario Regulation 298 (1990), Section 3: Daily Sessions. The question: “How much time in a 

day do the children spend learning the skills and knowledge specific to each discipline?” is in 

order, and the programmatic curriculum sets up direct connection between the number of specific 

expectations, the program activities designed to meet them, and the time spend on each area of 

knowledge. The reasoning is as follows: If 24% of the specific expectations belong in the 

14%

86%

Percentage of Areas of Learning Specific 
Expectations Containig "Crea"

Specific Expectations that contain "crea"

Specific Expectations that do not contain "crea"
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language area, it can be inferred that at least 24% of the activities planned by the teacher are 

language learning related activities and that is reflected in the time line of the children’s daily 

activities. Thus, if we transform the percentages of specific expectations, which are considered 

activities that take time, into minutes, where 100%=300 minutes, the following allocated time 

results in language: 72 minutes; mathematics: 65.1 minutes; science: 36.2 minutes l; health and 

physical activity: 33.6 minutes; drama and dance: 14.49 minutes; music: 16.92 minutes, and 

visual arts: 16.92 minutes. With creativity present mostly in the arts, it can be easily seen that 

even the sum of the time lengths of three arts subjects (48.3 minutes) cannot compete with the 

time allocated to other areas of learning such as language or mathematics. Based on these 

calculations, there was a very small amount of time allocated to creativity in the Ontario Full-

Day Kindergarten program. 

In order to confirm these relationships, I compared these numbers with the time allocated 

to each area of knowledge as exemplified in the time table for the Full-Day Kindergarten 

provided by the Ministry of Education (2003) in A Guide to Effective Instruction in Reading: 

Kindergarten to Grade 3 and recommended by the authors of the curriculum on page 18 of the 

FDK document. The schedule presented in Figure 11 represents an ideal timetable for Full-Day 

Kindergarten in Ontario. In order to compare and contrast the subject-specific time percentages 

per day given by my calculations done in the specific expectation sections, I calculated the time 

allocated to each area of knowledge in the example timetable. I determined this by adding the 

number of minutes granted to each subject. With regards to the periods of time that were shared 

among different disciplines, as is the case with the morning activity time, the afternoon circle 

time, and the afternoon activity time, I considered that long-term, the time spent on each 

discipline would average out due to the rotation of children in the centres, and the long-term 

planning of projects. The areas of learning are indicated by the proposed type of activity. For 

example the time spent at the water table was assigned to science as the discipline; the same 

happened for the block centre as mathematics, because it dealt with specific operations and 

concepts such as: categorization, quantity, geometric shapes, and solids. Following the above 

rationale, the 55 minute morning activity time was divided into nine according to the number of 

centres in the classroom: book corner and writing centre (language), mathematics centre and 

block centre (mathematics), dramatic centre (drama), sand and water centre (science), visual arts 

centre (visual arts), and listening centre (music) in order to find out how much average time is 
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dedicated to each centre; it averaged out to 6.1 minutes. Then, the centres were grouped 

according to areas of knowledge and the time allocated to each area of knowledge added if 

needed. The results were: language (12.22 minutes), mathematics (12.22 minutes), science and 

technology (12.22 minutes), music (6.11 minutes), visual arts (6.11 minutes), and drama (6.11 

minutes). In the afternoon circle time (15 minutes), the time was divided among the two 

disciplines, science (7.5 minutes) and mathematics (7.5 minutes). The variables of the schedule 

were the computer, which was assigned to science and technology, the library, assigned to 

language, and the learning buddies, which was assigned to personal and emotional development 

due to their nature and main purpose (computer is technology, library is primarily about 

language, and buddies is about establishing social relationships among peers of different ages). 

They appear as options either in the morning block of reading and writing or the afternoon 

activity time. Therefore, two possible schedule scenarios were analyzed from the point of view 

of the time allocated to each subject, and the results were averaged. In the morning activity, the 

45 minutes were split between reading (9 minutes), writing (9 minutes), library (9 minutes), 

learning buddies (9 minutes), and computer (9 minutes). In the afternoon activity, although the 

example schedule said that this block of time could be assigned to library, learning buddies, or 

computer, these were accounted for in the morning activity time. Therefore the 45 minutes were 

split between mathematics (22.5 minutes) and science and technology (22.5 minutes/ 22’ 30”).  



142 
 

 



143 
 

 

Figure 10. Annotated sample timetable (OME, 2003, Appendix 13.34) 

The schedule for the FDK (300 minutes of instructional time) had two options with computer, 

library, and learning buddies in the morning activity time or in the afternoon activity time. The 

possible schedules are outlined in Table 10 and 11. 

Table 10.  

Possible schedule one 

Time Activity 

8:45-9:10 Entry routines, sign in, and independent reading: Language (25 min.)  

9:10-9:35 Circle time: Language (25 min.) 

9:35-10:30 Activity time (55 min.): Book Corner and writing, language (11 min.); 

Blocks and mathematics, mathematics (11 min.); Science, water, and 

sand tables, science and technology (16.5 min.); Music (5.5 min.); 

Visual arts (5.5 min.); Drama (5.5 min.) 

10:30-10:45 Snack and recess 

10:45-11:30 Reading and writing time including computer, learning buddies, and 

library: (45 min. as follows: Language (27 min.); reading (9 min.); 

writing (9 min.); library (9 min.) 

Computer: Science and technology (9 min.); Learning buddies: 

Personal and emotional development (4.5 min.)  
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11:30- 11:45 Student sharing of response activities, clean up, and preparation for 

lunch (15 min.) 

Personal and emotional development (7.5 min.)  

11:45-12:45 Lunch and recess 

12:45-1:00 Circle time (15 min.) 

Mathematics (7.5 min.)  

Science and technology (7.5 min.)  

1:00-1:30 Mathematics (30 min.) 

1:30-2:15 Activity time or large group activity (45 min.) (library, computer, 

learning buddies were taken into account in the morning activity time) 

Science (22.5 min.) 

Mathematics (22.5 min.) 

2:15-2:30 Snack and recess 

2:30-2:45 Prepare to go home (15 min) 

2:45-3:30 Gym or outdoor activities 

Physical activity (45 min.) 
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Table 11.  

Possible schedule two  

Time Activity 

8:45-9:10 Entry routines, sign-in, and independent reading: Language (25 min.)  

9:10-9:35 Circle time: Language (25 min.) 

9:35-10:30 Activity Time: (55 min.) 

Language (11 min.); Mathematics (11 min.); Science (16.5 min.); 

Music (5.5 min.); Visual arts (5.5 min.); Drama (5.5 min.)  

10:30-10:45 Snack and recess 

10:45-11:30 Reading and writing time (library, computer, learning buddies are 

taken into account in the afternoon activity time): Language (45 min.) 

11:30- 11:45 Student sharing of response activities, clean up, and preparation for 

lunch: Personal and emotional development (15 min.) 

11:45-12:45 Lunch and recess 

12:45-1:00 Circle time (15 min.) 

Mathematics (7.5 min.); Science (7.5 min.)  

1:00-1:30 Mathematics (30 min.) 

1:30-2:15 Activity time or large group activity (45 min.) 

Science (9 min.); Mathematics (9 min.); Library, language (9 min.); 

computer: Science and technology (9 min.); Learning buddies: 

Personal and emotional development (4.5min.) 

2:15-2:30 Snack and recess 

2:30-2:45 Prepare to go home (15 min.) 

2:45-3:30 Gym or outdoor activities: Physical activity (45 min.) 



146 
 

The data presented in both example timetables were restructured according to the area of 

learning and the time spent on it daily. The restructuring of day activities for both possible 

schedules, and their duration according to their areas of learning, were tabulated and added in 

order to determine the total time per day dedicated to each area of learning (e.g., mathematics). 

Then they were averaged out for each discipline and schedule, and the resulting times and 

percentages per disciplines were averaged. Table 12 presents the restructuring of the allocated 

time for each area of learning, the total time for each area of learning, and the time averages for 

each area of learning. 

Table 12.  

Allocated times, totals, and averages for each area of learning 

Area of learning and 

its time average and 

percentage 

Schedule 1: Morning reading and 

writing time with computer, 

learning buddies, and library  

Schedule 2: Afternoon activity time 

with computer, learning buddies, 

and library 

Language 

Average: 102.1 min. 

33.83%  

Entry routines, sign in, and 

independent reading: 25 min.  

Morning circle time: 25 min. 

Activity time: 11 min. 

Reading and writing time: 27 

min. 

Total: 89.2 minutes=29.33% from 

the total 300 min. instructional 

time 

Entry routines, sign in, and 

independent reading: 25 min.  

Morning circle time: 25 min. 

Activity time: 11 min. 

Reading and writing time: 45 min. 

Library: 9 min. 

Total: 115 minutes=38.33% from 

the total 300 min. instructional time 
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Mathematics: 

Average: 

64.25 min 

21.41%  

Activity time: 11 min. 

Circle time: 7.5 min. 

Mathematics 30 min. 

Activity time or large group 

activity: 22.5 min. (mathematics 

or science) 

Total: 71 minutes=23.66% from 

the total 300 min. instructional 

time 

Activity time: 11 min. 

Circle time: 7.5 min. 

Mathematics 30 min. 

Activity time or large group 

activity: 9 min.  

Total: 57.5 min.=19.16% from the 

total 300 min. instructional time 

 

Science and 

technology 

Average: 

48.75 min. 

16.25%  

Activity time: 16.5 min. 

Computer: 9 min. (Science and 

Technology) 

Circle time: 7.5 min. 

Activity time or large group 

activity: 22.5 min. (mathematics 

or science) 

Total: 55.5 min.= 18.5% from the 

total 300 min. instructional time 

Activity time: 16.5 min. 

Circle time: 7.5 min. 

Activity time or large group 

activity: 18 min. (computer and 

science) 

Total: 42 min.= 14% from the total 

300 min. instructional time 

Health and physical 

activity Average: 45 

min., 15% 

45 minutes at the end of the day= 

15% from the total 300 min. 

instructional time 

45 minutes at the end of the 

day=15% from the total 300 min. 

instructional time 

Dance drama: 

5.5 min. 

1.83% 

Activity time as a choice: 5.5 

minutes=1.83% from the total 

300 min. instructional time 

Activity time as a choice: 5.5 

minutes=1.83% from the total 300 

min. instructional time 

Music 

5.5 min. 

1.83% 

Activity time as a choice: 5.5 

min.=1.83% from the total 300 

min. instructional time 

Activity time as a choice: 5.5 

min.=1.83% from the total 300 min. 

instructional time 
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Visual arts 

5.5 min. 

1.83% 

Activity time as a choice: 5.5 

min.=1.83% from the total 300 

min. instructional time 

Activity time as a choice: 5.5 

min.=1.83% from the total 300 min. 

instructional time 

Social development 

12 min. 

 

4% 

Learning Buddies: 4.5 min. 

Student sharing of response 

activities: 7.5 min. 

Total: 12 min.=4%  

 

Learning Buddies: 4.5 min. 

Student sharing of response 

activities: 7.5 min. 

Total: 12 min.=4%  

 

Emotional 

development 

12 min. 

4% 

Learning Buddies: 4.5 min. 

Student sharing of response 

activities: 7.5 min. 

Total: 12 min.=4%  

Learning Buddies: 4.5 min. 

Student sharing of response 

activities: 7.5 min. 

Total: 12 min. = 4%  

The results were compared with the calculations obtained by looking at the percentages of 

expectations and possible allocated time for each area of learning as illustrated in Table 13. 

Table 13.  

Percentages of expectations and possible allocated times for each area of learning  

Area of learning Average times and 

percentages as calculated 

from A Guide to Effective 

Instruction in Reading, 

Kindergarten to Grade 3 

timetable 

Average times and 

percentages as calculated 

based on the proportions 

given by specific 

expectations 

Language 102.1 min. = 33.83 72.57min. = 24.19 % 

Mathematics 64.25 min. = 21.41% 65.31min. = 21.77% 

Science and Technology 48.75 min. = 16.25% 36.27 min. =12.09 % 

Health and Physical Activity 45 min. = 15% 33.87 min. = 11.29% 
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Dance drama: 5.5 min. = 1.83% 14.49 min. = 4.83% 

Music 5.5 min. = 1.83% 16.92 min. = 5.64 % 

Visual arts 5.5 min. = 1.83% 16.92 min. = 5.64 % 

Social development 12 min. = 4% 16.92 min. = 5.64 % 

Emotional development 12 min. = 4% 26.61 min. = 8.87% 

Through the comparison, what is proposed in terms of expectations, is more balanced between 

the time and subject relationship, rather than the classroom reality constructed based in the A 

Guide to Effective Instruction in Reading, Kindergarten to Grade 3 recommendations. Hence, 

while in the programmatic curriculum 5.64% of the specific expectations were allocated to the 

arts, in the proposed timetable only 1.83% of the activities are arts-based. These numbers present 

a time scheduling of children dedicated to reading, writing, mathematics and science, with 45 

minutes of physical activities and just a few sprinkles of the arts and personal development 

education. This hierarchy of activities and expectations reveal that personal development and the 

arts are neglected areas of learning.   

4.5.9 Milieu.  

The first analysis of the milieu of the Full-Day Kindergarten was done by looking at the 

chronology and the political context of the FDK program. As per the requirements of the critical 

discourse analysis, the document must be analyzed as a social text. To understand the document 

as a social text as a discourse, which forms and is formed by society, a brief look at the history of 

Early Childhood Education in Ontario is necessary. Its beginnings are concisely presented by the 

Elementary Teachers Federation of Ontario (ETFO) in Kindergarten Matters: The Importance of 

Kindergarten in the Development of Young Children (2001, p.3) which states that kindergarten 

programs appeared in Ontario in the 1870’s, developed during the 1900’s and World War I and 

World War II, and expanded between the 1970’s and 1990’s when almost all kindergarten aged 

children were enrolled in the program.  

Because early childhood education in Ontario is not compulsory, it has always been at the mercy 

of governments in terms of public funding. Karia (2015, pp. 3-6) presents concisely several 
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important milestones that determined its dynamics directly linked by the political context. 

According to Karia (2015, pp. 3-6), the year 1989 marks the initiative of the provincial Liberal 

party to introduce the half-day junior and senior kindergarten in Ontarian public schools and full-

day senior kindergarten programs. Between 1990 and 1995 there was a power shift from the 

Liberal Party to the New Democratic Party, which not only continued but also provided 

additional funding for the renovations of junior and senior kindergarten classrooms. Karia (2015, 

pp. 3-6) also states that the elections of 1995 put a stop to all these plans, as the winning 

Progressive Conservative Party decided to reduce the junior kindergarten grant by half. In 1996, 

the province witnessed further cuts and stops of junior kindergarten projects, which amounted to 

42.1 million CAD. Furthermore, the Education Amendment Act in 1996, introduced by the 

Education minister, specified that the school boards were no longer required to offer 

kindergarten programs; this initiative concluded in the loss of 20,000 junior kindergarten spaces 

and 1400 teachers’ jobs according to ETFO (2001). The district school boards were 

amalgamated, and this caused a regrouping of boards in such manner that by 2001, only one 

board was not offering the kindergarten program.  

According to Karia (2015, pp. 3-6), in 1998, representing another milestone under the 

Progressive Conservatives, the implementation of the first Ontarian ECE policy was carried out: 

a curriculum with specific expectations for children, and this was revised in 2006 and replaced in 

2010 with the FDK Program by the Liberal Party government, which has been running the 

province since 2003. In 2007 the Ontario Liberal Party announced the introduction of the FDK 

for four and five-year-olds in their electoral agenda; in 2007 Ontario Premier Dalton McGuinty 

appointed Dr. Charles E. Pascal as his special advisor on early learning and asked him to 

recommend the best way to implement full-day learning for four and five-year-olds. The 

commissioned report With our Best Future in Mind was released in 2009 and among Dr. Pascal’s 

recommendations were: full-day early learning programs for four and five year-olds in schools to 

have a mixed staffing model of teachers and ECEs and be paid by parents in school extended 

programs (before and after school); support for families with children aged zero-four including 

paid by parents or subsidized childcare in Family or Best Start Centres; lastly, a recommended 

enhanced parental leave. After negotiations and adjustments, the FDK was created and the 

implementation was phased in as follows, according to the Ministry of Education (2012, Full-

Day Kindergarten—Key Facts): 
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• September 2010: 15% of the total kindergarten population (35,000 four and five-year 

olds)  

• September 2011: 20% of the total kindergarten population (50,000 four and five-year 

olds) 

• September 2012: 49%of of the total kindergarten population (122,000 four and five-year 

olds) 

• September 2013: 75 per cent of kindergarten students 

With regards to the form it took and how much money had been spent, everything was officially 

summarized by the Ministry of Education in the Full-Day Kindergarten—Key Facts (2012). 

Below are outlined some of points made in the document: 

1. Average class size: 26 students with a teacher and a registered early childhood educator, 

who work as a team 

2. $200 million in support from the Ministry of Education for the program in year 1, $300 

million in year 2 and $675 million in year 3 

3. Research says every $1 spent on early learning repays a seven-to-one return on 

investment 

4. The Full-Day Early Learning–Kindergarten Program document combines The 

Kindergarten Program (2006), Early Learning for Every Child Today (ELECT) and 

Every Child Every Opportunity (Charles Pascal) 

5. The program is child-centred and play-based—promoting children’s physical, cognitive, 

language, emotional, social and creative development and well-being. 

6. There is a team of two educators in the full-day kindergarten classroom—a registered 

ECE and a certified teacher, with a “duty to co-operate” on: 

a. planning for and providing education to students 

b. observing, monitoring and assessing the development of the students 

c. communicating with families 

d. maintaining a healthy physical, emotional and social learning environment 

e. performing all duties assigned to them by the principal (Ministry of Education, 

2012, p.1) 
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Other key factors of the history of this curriculum are the Ontario Early Years reports, 

which summarized political intentions and framing of thoughts regarding ECE. The following 

chronology as documented by Winick (2013) denotes the variability of government interest in 

the policies and practice of ECE: 

1944 Minister of Education issues Programme for Junior and Senior Kindergarten and 

Kindergarten Primary Classes of the Public and Separate Schools. 

1979 La Pierre submitted his report “To Herald a Child” with the Ontario Ministry of 

Education. 

1999 McCain and Mustard publish “The Early Years Study”. 

2007 “Early Learning for Every Child Today: A Framework for Ontario Early Childhood 

Settings. Best Start Expert Panel on Early Learning” informally known as (ELECT) is 

published. 

2007 McCain, Mustard, and Shanker publish “The Early Years Study 2”. 

2007 “With Our Best Future in Mind” is published. 

2007 Ontario College of Early Childhood Educators is established. 

2010 Full Day Early Learning Statute Law Amendment Act, 2010 (Bill 242) receives 

Royal Assent. 
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2011 McCain, Mustard and McCuaig publish “The Early Years Study 3”. (Winick, 2013, 

p.41) 

The above list of Ministry policy documents relative to the early years reveals significant gaps, 

which might be interpreted as low government interest in the research and policies of ECE 

before 2007. However, the yearly reports since 2007 prove a change in attitude with regards to 

young children and preschool education. This change coincides with the Organisation for 

Economic Co-operation and Development’s (Doherty, Friendly, and Beach, 2003) OECD 

Thematic Review of Early Childhood Education and Care Canadian Background Report, which 

identified the following “challenges for the future” (p. 88) in the Canadian ECE context: 

1. Building a common pan-Canadian purpose and vision for [Early Childhood Education 

and Care] ECEC.  

2. Creating a coherent system of ECEC that simultaneously supports parental labour force 

participation, healthy child development and populations in need of additional or specific 

forms of support.  

3. Building on what is known about processes that support quality in ECEC.  

4. Maintaining and fostering collaboration among the federal, provincial/territorial and local 

governments, and between these governments and Aboriginal communities. (Doherty et. 

al, 2003, p. 88) 

The report highlighted the lack of state and provincial support given to zero to five-year-old 

Canadians and parents’ enormous efforts to arrange child care during one of the most important 

growth periods for children. The lack of support was obviously reflected in the second challenge 

as it speaks about creating an ECE program that meets the criteria of a “parental labour force” 

(Doherty et. al, 2003, p.88) specific population support, and healthy development of children. 

The lack of a coherent ECE system is also seen as a priority and detrimental to the economy. 

This is signalled by phrasing the parental support as “parental labour participation” (Doherty et. 

al, 2003, p.88). These recommendations resurfaced in 2006, in the OECD’s Starting Strong II 

report, which focused on the policy and delivery issues of child care in 20 countries, including 

Canada. The issues listed above are reported again as findings of the 2003 report. However, it 

also pointed out that “a 2003 federal/provincial/territorial agreement on early learning and child 
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care (USD 350 million per year by 2007-08) has increased the level of investment in early 

childhood education and care services” (Organization for Economic Co-operation and 

Development, 2006, p. 303).  

This federal agreement initiative had a short life as Conservatives won the election and 

the agreement was replaced by other child care incentives, such as a $250 million a year 

transferred to provincial and territorial governments, and the Universal Child Care (Akbari & 

McCuaig, 2014, p.4). None of the above measures addressed the Organization for Economic Co-

operation and Development concerns. 

The year 2007 represented the beginning of a new stage for ECE at the provincial level as the 

Liberal Party proposed in their electoral platform the introduction of Full-Day Kindergarten, won 

the elections, and have been governing the province since 2007. Friendly (2008) concisely 

presented the beginnings of the full day kindergarten program at the time:  

In 2007, Ontario, Canada’s largest province, began to develop integrated “full-day early 

learning” for all four and five year olds. In the initial phase, several key challenges have 

emerged: first, merging the public kindergarten system with market-driven childcare; 

second, financing the new program; third, maintaining stability in user-pay childcare as 

four and five year olds move to the new program; fourth, determining staffing models, 

bridging differences between kindergarten and childcare staff; and fifth, managing the 

phase-in. How Ontario meets these challenges will have major implications for the future 

of ECEC programs across Canada. (Friendly, 2008, p.1) 

As promised, the creation and introduction of FDK in all Ontario schools starting in 2010 for 

four and five-year-olds represents the most dramatic change in the Ontarian ECE field. 

4.5.10 Milieu: Environment. 

In order to see possible relationships between environment and creativity as it manifested in the 

written document, I searched the word environment in the text and looked for words rooted in 
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crea in the sentences where it appeared. Most co-occurrences of crea words and environment 

happened in the context of sentences where, from a syntactical point of view, the subject was the 

teacher–ECE team; the verb was in active voice present tense simple, which denotes clear 

agency and the direct object is the environment, in most cases modified by an adjective. The 

logic of the sentence was about teachers creating environments always with the expectations in 

mind. For example: 

The teams can also make use of drama, music, visual arts, and media texts to help 

children develop their communication and literacy skills. In so doing, they can create an 

effective environment to support young children’s learning and development of literacy. 

(Ontario Ministry of Education, 2010, p. 19) 

The Early Learning–Kindergarten team can create an effective environment to support 

young children’s learning of mathematics by planning daily hands-on experiences that 

focus on a particular mathematical concept and by identifying and embedding significant 

mathematics learning experiences in play, daily routines, and classroom experiences. (p. 

21) 

The atmosphere the team creates is vital to the emotional development of the children. 

The environment should be one that encourages empathy, interest in trying new things, 

and the development of self-confidence. (p. 35) 

Classroom teachers need the support of the larger community to create a learning 

environment that supports students with special education needs. (p. 39) 

Team members make decisions about the use of materials and the focus of their teaching 

that are based both on the learning expectations and on their observations of the 

children’s needs, and they create an environment that supports language learning and 

literacy in many ways. (p. 69) 

These teams should also create an environment in which children are encouraged to pose 

mathematical questions, explore, and investigate. (p. 93) 
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In analysing the above quotes, I noticed that teachers and ECEs were advised, through the 

use of modals (can, should), to create environments. Out of six sentences, four were about 

effective environments to support children’s literacy and mathematics, one was about supporting 

children with special needs, while the last one was about emotional development of children. 

This created an obvious hierarchy of types of environments that should be created by teachers: 

language, mathematics, and the emotional regulation and integration of special needs. Moreover, 

the repeated use of the adjective effective as “successful in producing a desired or intended 

result” (Oxford Dictionary) points to expectations, as effective implies measurement and a 

system of reference or evaluation. 

The word environment was followed through the document to analyse the types of 

environment the authors envisioned. There were approximately 119 instances of the use of the 

word, which was used to denote three meanings as follows: children’s social relationships, 

school physical environment such as learning centres, and as nature or outdoors in the context of 

environmental education. As a noun, environment was described by an adjective or an adjunct 

noun implying possession or belonging (e.g., school environment); the repeated co-occurrence of 

the word environment and certain adjectives or adjectival phrases determines a strong association 

of meanings and becomes relevant in the analysis. The following paragraphs illustrate the most 

important collocations or co-occurrences found in the curriculum text: play-based environment, 

physical environment, social environment, and school environment, which include the learning 

environment. The strongest connection between creativity and environment in this examination 

was a conceptual one: creativity as play.  

4.5.11 Milieu: Play-based Environment.  

The most evident use of play-based environment was present in the introduction section of the 

curriculum where the goals of the FDK curriculum were presented. The collocation appeared 

twice on the page: first as a context for development of all children and second as one of the 

goals of the program: 

The purpose of the program is to establish a strong foundation for learning in the early 

years, and to do so in a safe and caring play-based environment that promotes the 
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physical, social, emotional, and cognitive development of all children. (Ontario Ministry 

of Education, 2010, p. 1) 

The goals of the Full-Day Early Learning–Kindergarten program were as follows: 

• to establish a strong foundation for the early years by providing young children with 

an integrated day of learning 

• to provide a play-based learning environment 

• to help children make a smoother transition to Grade 1 

• to improve children’s prospects for success in school and in their lives beyond school 

(Ontario Ministry of Education, 2010, p. 1) 

The term play-based environment was also mentioned as the best environment for the 

development of children’s communication and self-regulation:  

Social, emotional, and cognitive self-regulation and the ability to communicate with 

others are foundational to all forms of learning and have been shown to be best developed 

in play-based environments. (Ontario Ministry of Education, 2010, p. 7) 

The last sentence above has an expressive value as it classified self-regulation and 

communication as foundational to learning. The statement used the passive voice, present perfect 

tense and is heavily loaded with psychological jargon; the tense–voice combination is commonly 

used to express scientific results, which are supposed to seem impersonal, universal, and 

objective while it creates the illusion of a very professional image for those who understand it. 

This creates the premises of a common-sense validity, which invites acceptance without critical 

questioning, such as: “How has it been shown? By whom has it been shown? What kind of play 

environments?” and most important: “Does this apply to curriculum maker’s definition of play 

environment?”  

The last collocation of the play-based learning environment was found in the Role of 

Teachers and Educators section (Ontario Ministry of Education, 2010, p. 8), and it came as an 

adverbial phrase describing where the teaming up of the two educators is supposed to happen. In 

this case play-based learning was part of a string of adjectives, which all modify the noun 
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environment as follows: “Early childhood educators and teachers will have the benefit of a 

collaborative and complementary partnership to support children and families in a high-quality, 

intentional, play-based learning environment” (Ontario Ministry of Education, 2010, p. 8). All 

adjectives included in the phrase mark an experiential feature: While high quality connotes a 

well-furnished, well-resourced room and program, intentional directs the interpretation toward 

goals, in this case expectations. On the other hand, play-based suggests children’s authentic play. 

However, as previously mentioned, the authors suggested there was no difference between play 

and academic work—there was no indication of emergent play, of children’s initiative of or 

contribution to the activities, or for children’s spontaneity. For example, children will have to: 

DM5. sort, classify, and display a variety of concrete objects, collect data, begin to read 

and describe displays of data, and begin to explore the concept of probability in everyday 

contexts. (Ontario Ministry of Education, 2010, p. 97)  

Or: “communicate in writing, using strategies that are appropriate for beginners” (Ontario 

Ministry of Education, 2010, p. 90). 

The environment is set up by adults to create a version of play, while the document 

promoted learning expectations where the children were involuntary and unknowingly learning 

writing, reading, mathematics, and science, because “play and academic work are not distinct 

categories for young children and learning and doing are also inextricably linked for them” (p. 

13). However, following the document’s example, if there is no difference between play and 

academic work for children, why must the teachers “plan for a daily block of time for play” 

(Ontario Ministry of Education, 2010, p. 37)? This suggests another inconsistency in the logic of 

the curriculum maker with regards to the concept of play. 

4.5.12 Milieu: Physical environment.  

The collocation, physical environment, appeared mostly in the beginning of the document in 

three contexts. First it appeared as a component of a healthy school approach, as the subject in 

the description of the component (i.e., Ontario Ministry of Education, 2010, p. 4) and as 

personification in the context of describing what children can do to demonstrate their learning 

(OME, 2010, p. 4); after that it revealed its purpose as learning about healthy, active living 
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(OME, 2010, p. 13); next, it appeared as a prepositional phrase, which functions as an adverb 

indicating the place of action (OME, 2010, p. 13). 

As a subject the physical environment was associated with the following actions in the 

document: “can affect” (OME, 2010, p. 4), “includes,” “would include” (OME, 2010, p. 4), and 

“invites active participation and provides challenges” (OME, 2010, p. 4). If include and would 

include are used in the context of defining the physical environment by indicating what the 

physical environment is, the use of an active voice in invites and provides challenges alludes to 

the personification of the environment making the human actors in the school building and 

surroundings disappear along with the responsibility. The same idea of personification transpired 

in the repetition through rephrasing on page four, where the physical environment had powers: 

“The physical environment can affect both conditions for learning and opportunities for physical 

activity and healthy living” (OME, 2010), and “the design of the built environment can enhance 

or restrict opportunities for physical activity and healthy living” (OME, 2010, p. 4). The 

repetition of environment as a learning altering factor came as a recognition of the huge teaching 

learning potential of the environment. However, the presence of modal verb can highlighted a 

possibility and neutralized the environment as a fundamental to education, giving priority to 

vertical social relations where children have to demonstrate their learning and teachers make use 

of the environment (OME, 2010, pp. 13 and 14).  

Finally, physical environment appeared three times accompanied by the adjective healthy 

in the beginning of the document, where it was presented as a component of a healthy school 

(OME, 2010, pp. 3 and 4). The sentences that defined healthy physical environment referred to 

the cleanliness of the school, the healthy food choices, and the absence of carcinogens in the 

environment, including the cleaning products.  

To summarize, according to the document, a physical environment exists with no evident 

actors to shape it, and it can have a huge impact on the learning by inviting, including, enhancing 

and is essential in assessment of learning. The statements were so general that they could be 

applied to any school grade and do not highlight its crucial importance in early childhood. There 

was no mention that children who are four and five-years-old were spending approximately 105 

hours per week in this environment, and this amount of time was most likely more than they 
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spend with their family. These early age experiences of the school environment were not charged 

with a home-like feeling, but the school feeling. The school feeling signals the entering into a 

physical environment of work where meeting the expectations end up in the exchange value of 

good grades. 

4.5.13 Milieu: Social environment. 

Another collocation that appeared in the beginning of the document was the social environment. 

The collocation appeared eight times and is mostly accompanied by the adjective “supportive” 

(OME, 2010, p. 3 and p. 44); the other adjectives that characterize the social environment are 

“inclusive” (OME, 2010, p. 44), “new” (OME, 2010, p. 38), and “safe” (OME, 2010, p. 44). 

In the case of the social environment as supportive I observed the word acting as a 

subject: “A supportive social environment has a positive impact on children’s learning” (OME, 

2010, p. 4), and “a safe and supportive social environment in a school is founded on healthy 

relationships” (p. 44); as subject complement: “The four components are as follows: 1. a 

supportive social environment (p. 3); as an indirect object: “Children, members of Early 

Learning–Kindergarten teams, and parents all benefit from a supportive social environment (p. 

3), and a direct object: “These ‘determinants of health’ include income and social status, social 

support networks, education and literacy, employment and working conditions, physical and 

social environments (p. 4). These sentences were simply general statements, which referred 

either to the benefits of the social environment highlighted by the verb phrase has a positive 

impact when the collocation is a subject (p. 4 of OME, 2010) or the verb benefit in the case of 

indirect object, or they are part of classifications (p. 3 and p. 4). Despite the jargon, the sentences 

were not substantial and stated common sense truths that could be applied to anything and any 

school level—they were “glittering generalities” (Shabo, 2008, p. 30). 

In the cases of the other adjectives, the term social environment acted as a subject: “A 

safe and supportive social environment in a school is founded on healthy relationships” (Ontario 

Ministry of Education, 2010, p. 44) or as an indirect object:  

In planning programs for children with linguistic backgrounds other than English, Early 

Learning–Kindergarten teams need to recognize the importance of the orientation 

process, understanding that every learner needs to adjust to the new social environment 
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and language in a unique way and at an individual pace. (Ontario Ministry of Education, 

2010, p. 38)  

These statements are both experiential and relational, as the document stated its beliefs and 

directed social behaviour by envisioning the type of social relationship the educators’ team 

should enact at the beginning of the kindergarten by recognizing the importance of the 

orientation process. The text continued by providing examples of behaviours children might have 

such as a “silent period” or use of body language and illustrated various multimodal possibilities 

of communication of teachers with English as a second language (ESL) students (e.g., pictures 

and gestures). Moreover, the author(s), by using the modal should, asked teachers to “create a 

pleasant, culturally inclusive classroom in which children who are learning a new language feel 

not only that they belong, but also that they have a voice that is valued and celebrated.” (Ontario 

Ministry of Education, 2010, p. 39). 

According to Kymlicka (2013), cultural inclusivity or multiculturalism is a trade mark of 

the neoliberal discourse of multiculturalism, whose aim is to create a market actor:  

“As such…the ultimate goal of neoliberalism is not just radical individualism, but rather 

the creation of subjects who govern themselves in accordance with the logic of globalized 

capitalism” (McNeish, 2008:34). Viewed this way, the persistence of multiculturalism in 

the face of neoliberalism is a Pyrrhic victory, obscuring its fundamental transformation. 

The original aims of multiculturalism—to build fairer terms of democratic citizenship 

within nation-states—have been replaced with the logic of diversity as a competitive 

asset for cosmopolitan market actors, indifferent to issues of racial hierarchy and 

structural inequality. Indeed, the ability of neoliberalism to appropriate the discourse of 

multiculturalism has been so great that many people assume multiculturalism is a 

neoliberal invention. Zizek famously stated that multiculturalism emerged as the “cultural 

logic of multinational capitalism” (Zizek, 1997). The historic link between 

multiculturalism and national projects of social liberalism has been erased from memory, 

washed away by the hegemonic forces of neoliberal change. (Kymlicka, 2013, p. 113).  
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A supportive social environment is also addressed in a separate section as a component of the 

educational approach “of creating a healthy school” (Ontario Ministry of Education, 2010, p. 3). 

The supportive social environment was detailed on page four, where the supportive social 

environment was renamed as school climate: 

‘School climate’ may be defined as the sum total of all the personal relationships within a 

school. When these relationships are founded in mutual acceptance and inclusion and are 

modelled by all, a culture of respect becomes the norm. (Ontario Ministry of Education, 

2010, p.4) 

In all the above cases supportive environment was defined or described as playing the role of a 

subject and subject complement; in the other instances, it had a positive connotation due to its 

direct connection with words containing inherently positive meanings such as benefit, positive 

impact, and healthy relationships. This collocation was used to indicate the ethical principles and 

practices that guide the social relationships: 

A supportive social environment has a positive impact on children’s learning. Children 

are more able and more motivated to do well and achieve their full potential in schools 

that have a positive school climate and in which they feel safe and supported. ‘School 

climate’ may be defined as the sum total of all the personal relationships within a school. 

When these relationships are founded in mutual acceptance and inclusion and are 

modeled by all, a culture of respect becomes the norm. Children, members of Early 

Learning–Kindergarten teams, and parents all benefit from a supportive social 

environment, and there are various practices that can foster such an environment – from 

formal measures (e.g., school policies, programs, and guidelines that promote inclusion 

and the removal of systemic barriers; bullying prevention, healthy foods, and anaphylaxis 

protocols; clubs and organized support groups) to informal behaviour (e.g., occurring 

within unstructured peer interaction or free play). (Ontario Ministry of Education, 2010, 

p. 4) 

The ethical principles and practices, which guide the social relationships: mutual acceptance and 

inclusion, culture of respect, various practices that can foster such an environment, have both 

experiential and expressive values. Nevertheless, the use of supportive environment was at a 
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hypothetical level as the context is general and constructed using present tense simple. This 

collocation and its contextual sentences are vague and could be characterized as glittering 

generalities:  

Glittering generalities is a colourful term for the appealing, but vague words that often 

appear in propaganda. Rather than explaining the use of these words, the propagandist 

leaves them to stand alone as a defense of his or her position. Without context or specific 

definitions, they serve the sole purpose of evoking certain feelings in the audience. If 

everything proceeds according to plans, these feelings then translate into unquestioning 

approval of whatever the propagandist says (emphasis in original, Shabo, 2008, p. 30)  

For example: “Children, members of Early Learning–Kindergarten teams, and parents all benefit 

from a supportive social environment” (Ontario Ministry of Education, 2010, p. 4). This 

collocation and its contextual sentences were also used with modals, which questions the reality 

of a concept. The phrase school climate is represented as “the sum total of all the personal 

relationships within a school” (OME, 2010, p. 4) and temporal clauses that condition or fault the 

agency (“When these relationships are founded in mutual acceptance and inclusion and are 

modelled by all, a culture of respect becomes the norm.” [OME, 2010, p. 4]): The mutual 

acceptance was a substitute for tolerance. 

The next collocation that regarded environment was new social environment. The 

association with new as in new social environment (OME, 2010, p. 38) referred to the teacher 

and ECE and her or his desired behaviour in the case of children whose mother tongue was not 

English. In this case the teachers needed to recognize that the orientation process is important, 

while “understanding that every learner needs to adjust to the new social environment and 

language in a unique way and at an individual pace” (Ontario Ministry of Education, 2010, p. 

38). All these actions were supposed to happen during planning the lessons. This seems to be 

another glittering generalization with no real application, as recognizing and understanding do 

not necessarily lead to supporting the English language learning child. The substitution of the 

word child with learner removes the image of the children from the context and is further left in 

the background of the action as direct object of the teachers’ and educators’ understanding. 
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Another singular adjective of social environment was inclusive and was in the context of 

detailing what healthy relationships are and are not: 

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, children need to be involved in healthy relationships with their peers, the 

Early Learning–Kindergarten team members, and other members of the school 

community. (Ontario Ministry of Education, 2010, p. 44) 

The inclusive adjective almost came as a given and was not mentioned in other social 

environment contexts. The inclusive social environment was a part of an indefinite adverbial 

clause, which expressed the reason of the main verb need with the meaning of require. The 

infinitive to experience had expressive value as it implies direct and desired social effects at 

individual level.  

A frequent association that was made with the social environment was healthy 

relationships, which appeared eleven times on page 44 of the 2010 Ontario kindergarten 

curriculum text and three times in the same sentence with environment. Hence a direct 

connection was established between healthy relationships and social environment where “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” (Ontario Ministry of 

Education, 2010, p. 44). Healthy relationships are part of the social environment, and healthy has 

an expression value, which modifies relations. I further argue that: 

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. (Ontario Ministry of Education, 2010, p. 44) 
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The above quote has an inter-textual message and sends the reader to at least three sources to 

find out the meaning of healthy relationships. Furthermore, “these policies and initiatives 

promote positive learning and teaching environments that support the development of healthy 

relationships, encourage academic achievement, and help all children reach their full potential” 

(Ontario Ministry of Education, 2010, p. 44). There was an expressive value embedded the 

vocabulary that has a neoliberal connotation such achievement and full potential and positive 

learning environment. 

4.5.14 Milieu: School environment. 

The school environment was another frequent referent for the school space and time and it 

appeared in the context of children’s transition from home to school. In this process, the author 

stated that children “face” (Ontario Ministry of Education, 2010, p. 8, p. 50) or “experience” (p. 

11) a transition and not an environment. The negative connotation of face as in confronting or 

dealing with something difficult suggested that transitioning may be a rather unpleasant 

experience for children. It was suggested that children adapt to the school environment at various 

rates (p. 50). The adaptation to the school environment was so important, as in modifying 

children’s behaviour to fit the environment, that it was inscribed in the expectations. As such, the 

kindergarten students (four and five-years-old) will, 

begin to demonstrate self-control (e.g., be aware of and label their own emotions, accept 

help to calm down, calm themselves down after being upset) and adapt behaviour to 

different contexts within the school environment (e.g., follow routines and rules in the 

classroom, gym, library, playground). (Ontario Ministry of Education, 2010, p. 65) 

The relationship did not seem to be mutual as the most important actors in charge of the 

modification of the environment were subjects to modal verbs such as can and may, which 

expressed a possibility and not necessity: 

In their relations with families, members of the Early Learning–Kindergarten team can 

play an important role in facilitating the significant transition that children face between 

their home and the school environment. (Ontario Ministry of Education, 2010, p. 8) 
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At the start of the school year, teachers and families may collaborate with other 

significant education partners, such as early childhood educators and school and 

community resource teams, to ensure that the child experiences as smooth a transition to 

the school environment as possible. (p. 11) 

In direct connection with the school environment was learning environment, which appeared 19 

times in the document. The learning environment was present in the overall presentations of 

expectations in literacy and science in the context of distribution of “meaningful and inclusive” 

(p. 70) materials in the learning environment and the quality of the learning environment as 

“active, hands-on, child-centred, and inquiry-based” (p. 112). 

Some of the instances of the learning environment were further accompanied by other 

adjectives or adjectival phrases such as: “play-based” (p. 1 and p. 8 of OME, 2010), 

“differentiated” (p. 26), “whole” (p. 36), and “new” (p. 38). All the above qualities were chosen 

by the curriculum maker to describe his or her vision of an ideal program for young children, and 

at the first glance all the adjectives have positive connotations. Nevertheless, as explained earlier 

in the analysis, some adjectives such as play-based should be read as directed instruction and as 

direct instruction. In the case of the differentiated environment, which occurred once on page 26 

of the document (OME, 2010), the meaning is not clear. Its presence was in the context of how 

children could demonstrate their learning or achievement of the expectations: 

Four- and five-year-old children learn though active engagement, activities, observations, 

experimentation, and social interaction with others. The social and physical environment 

invites their active participation and provides challenges to master and problems to solve. 

These examples illustrate how learning happens for young children in a differentiated 

learning environment. (Ontario Ministry of Education, 2010, p. 26) 

In analysing the paragraph concerned with the semantics of differentiated, the meaning could not 

be predicted from this particular context. The adjective differentiated was clarified in the context 

of differentiated learning as “instruction appropriate for each child” (Ontario Ministry of 

Education, 2010, p. 8), which could be delivered as “whole-class instruction, small-group 

learning, independent learning, and activities at learning centres” (Ontario Ministry of Education, 

2010, p. 8). The following quotes are statements about the differentiated environment: 
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Universal design and differentiated instruction are effective and interconnected means of 

meeting the learning or productivity needs of any group of students. (Ontario Ministry of 

Education, 2010, p. 36) 

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. (p. 39) 

Based on these quotes, differentiated gives a clue to interpretations regarding the process of 

instruction as individual instruction in the context of a class with an average of 26 students 

(Ontario Regulation 132, 2012, s 2). The expectations were placed upon the shoulders of the 

educators to design, teach, and assess lessons in all subjects for all students while instructing 

every child according to his or her needs and interests. The author pressed teachers for 

performance as the adjective effective suggests, even if effective modifies the noun instruction, 

but instruction cannot be effective; people are effective and its expressive value is intrinsic. With 

regards to creativity and differentiated instruction the only connection that can be made is 

through the learning expectations as they are associated with both creativity (e.g., create patterns) 

and differentiated instruction: 

Assessment enables Early Learning–Kindergarten teams to determine how well their 

planned activities and teaching strategies are working, and to make any changes needed 

to enable children to achieve the learning expectations. Differentiated instruction will be 

needed to meet children’s individual needs. (Ontario Ministry of Education, 2010, p. 30) 

Differentiated instruction was described as employed by teachers to meet the expectations, 

including the ones that are about children’s creations such as: “P4. explore, recognize, describe, 

and create patterns, using a variety of materials in different contexts” (Ontario Ministry of 

Education, 2010, p. 97). 

The curriculum had an entire section dedicated to learning environment, where the “key 

components of the Full-Day Early Learning–Kindergarten program learning environment” (p. 

35) are detailed. According to their definition, the learning environment consisted of use of 

indoor and outdoor spaces, use of time, and appropriate and varied human and material 
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resources. The text also directed the team to ensure that the environment was inclusive, safe, and 

comfortable, yet challenging and that the children’s instruction is done individually, in group, or 

as whole class according to children’s needs. It also presented examples of learning centres on 

pages 35 and 36 as follows: 

• The book corner, writing, word-study, and listening centre; 

• The block centre; 

• The dramatic play and puppet centres; 

• The sand and water centres; 

• The mathematics centre; 

• The visual arts centre. (Ontario Ministry of Education, 2010, pp. 35-36) 

The purpose of designing the learning environment was stated on the same page as follows: 

The whole learning environment should be designed to meet the needs of young children 

and allow them to demonstrate their progress towards achieving the overall expectations 

in a variety of ways. In some cases, examples of materials, resources, and learning 

centres are mentioned in the specific expectations in order to support Early Learning–

Kindergarten teams in creating the appropriate environment for young children. (p. 36) 

This statement asked the teachers to design an environment that was used for the assessment of 

expectations. It was a set up for children to become what the document wants them to become at 

a macro scale: a worker in a line of production with different work stations, which are mimicked 

by kindergarten centres where activities are designed to meet expectations of Ontarian adults and 

what they consider to be needs and wants of children. The collocation disappeared after that 

leaving readers with examples of interactions provided in the specific expectations. The 

knowledge is also compartmented according to centres, as if there is no relationship between 

water and mathematics and painting. 

4.5.15 Parents.  

When analysing the text for possible associations between parents and creativity, I found that 

there was only one instance where these words happened to be in the same sentence. The 

instance was located on page 10 in The Role of Parents, where suggestions regarding ways to 
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involve parents in the curriculum were made: “Invite parents to come to the classroom to tell or 

read stories in their first language, or to create dual-language books for the children” (Ontario 

Ministry of Education, 2010, p. 10). The word invite establishes a relational value, as in the 

parent has to be invited in the space of the school. Invitations are usually celebratory in nature 

and are occasional; they are not part of daily lives or routines. Thus, the discourse says yes, 

parents might be part of the community, but they need to be invited. The second observation was 

that the verb create had the meaning of hand-made with a direct object books modified by the 

noun phrase dual-language. It was obvious that this note was about people whose first language 

was not English and their inclusion into the community. Asking the parents to create artefacts in 

two languages is a tokenistic approach of a culture, language, or civilization.  

The frequency of association of the words parents or guardians and creativity (once in 

156 pages), as well as the derailed meaning of creativity as hand-made leads toward the 

conclusion that parents or guardians have little or nothing to do with creativity. There were no 

instances of the association of principal and creativity. The closest the document got to making 

the link was when the document communicated that the principal’s connection with creativity 

was through his or her duty to “provide leadership in developing a vision and philosophy to 

guide pedagogy” (OME, 2010, p. 11). But the connection is of no consequence, because it did 

not say or suggest what kind of philosophy or pedagogy they should adopt. 

Another component mentioned in the curriculum, which can be part of the milieu was 

“the community partners” (OME, 2010, p. 11). In the text dedicated to the topic there was no 

signal of a possible association between creativity and the relationship to be developed with the 

community. 

Finally, the image that was meant to portray the curriculum embedded in community on 

page 11 of the document (OME, 2010) failed to communicate that visually, as each element that 

represents people are isolated by shape and colour and relationships, are represented by 

rectangles protruding an egged-shaped form. There was no communication between the elements 

of this image, nor compositionally or chromatically, except the dark hues of blue violet red and 

green which create a sombre atmosphere. 
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Figure 11. The role of community partners (OME, 2010, p. 11) 

 

4.5.16 Aim. 

Data generation for this section consisted in locating associations between key words, which 

were representing aims of the curriculum and crea to establish some kind of conceptual 

relationship. The first finding was the two-page section that detailed specifically the purpose and 

goals of the program was void of any linguistic connection with creativity. It started by quoting 

the then minister of education, Leona Drumboski, almost as the motto or the main idea behind 

the curriculum: 

Full-day learning is part of our overall plan to help more children get a strong start in 

school, so they can go on to have successful, rewarding lives. By giving them more 

opportunities at a young age, we’re giving our children a brighter future. (Ontario 

Ministry of Education, 2010, p. 1) 

The logic of this sentence indicates that the dependent clause answering what for or why is “so 

they can go on to have successful, rewarding lives” (Ontario Ministry of Education, 2010, p. 1). 

What was of importance is hidden in dependent clauses introduced by the conjunction so with 

the meaning of so that and adjectives successful and rewarding. While so implies the 



171 
 

consequence and purpose of the action stated in the main sentence get a strong start, the modal 

can indicates a possibility and going to have redundantly states the predicate. The direct object is 

a successful, rewarding life, which was the main logical purpose of this alembicated sentence. 

The quality of life stated by the ex-minister of education was successful and rewarding. By 

introducing successful and rewarding the authors suggested that children would succeed (in what 

is not told) and would be rewarded, as in giving something for their effort—as in barter. 

Successful and rewarding also introduced the idea of competition (one is usually successful in a 

competition as it a binary system: You either succeed or you fail) and reward, as in a grade for 

the quantity and quality of the acquired knowledge and skill, which translates in bartering your 

time for a grade that later changes easily in a salary for one’s work. Successful and rewarding are 

based on an imagined future and an imagined child—a desire, a dream. Because it was 

mentioned first, the language used to describe this program was suggestive of an economic view 

of life, where a successful life is more important than other things. The next sentence was about 

giving as it is repeated in two contexts as giving opportunities and as giving a future. Choosing 

the verb to give as the main verb of the sentence and as an adverbial showing how, creates the 

impression of charity or generosity, as in someone has something and gives it away. It creates the 

illusion that a person or a government can give a future to someone; this is misleading as a 

minister can only administer, manage, or redistribute the money the public gives through 

educational taxes. The government was not giving away anything.   

The next passages deal with the purpose and goals of the program as follows: 

The purpose of the program is to establish strong foundation for learning in the early 

years, and to do so in a safe and caring play-based environment that promotes the 

physical, social, emotional, and cognitive development of all children. (Ontario Ministry 

of Education, 2010, p. 1) 

And the goals of the Full-Day Early Learning–Kindergarten program were as follows: 

• to establish a strong foundation for the early years by providing young children with an 

integrated day of learning 

• to provide a play-based learning environment 

• to help children make a smoother transition to Grade 1 
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• to improve children’s prospects for success in school and in their lives beyond school. (p. 

1) 

There was a clear repetition of establishing a foundation, both in the purpose and the first goal of 

the program, which established a strong foundation for learning in the early years in the 

document. How this foundation was established is not explained on page two: 

Early learning experiences are crucial to the future well-being of children, and establish 

the foundation for the acquisition of knowledge and skills that will affect later learning 

and behaviour. (p. 2) 

Children’s experiences seemed to be all about the future as suggested by the modifying noun 

future and the tense of will affect. There was no present for the sake of the present, for the sake 

of a childhood that children may enjoy. There was no time of present in the curriculum. Further 

to no present time in the expectations, every expectation or behavioural modification was about 

demonstrating achievements: 

The learning expectations outlined in this document represent the first steps in a 

continuum of programming from the early years to Grade 8. They describe learning 

achievements that provide the foundation for successful future learning experiences. (p. 

22) 

Hence, every expectation or behavioural modification was a future child that had to demonstrate 

basic proficiency in language, mathematics, science, and the arts. From page 50 to page 156 the 

document kept demanding four and five-year-olds demonstrate their knowledge and skills: to do, 

say, or represent something by outlining 38 behaviours. These behaviours needed to be 

documented as an assessment in order to be ready for grade one.  

The verb play was not used in the curriculum: Play was mostly used as a noun. Children 

do not play for the sake of playing; they were to play games and activities, which were structured 

by adults to meet the learning expectations and in an environment that is structured by adults, to 

meet the learning expectations. The second goal might address the play, as one could infer that 

by providing a play-based environment, children play, but the modifying noun learning suggests 

that learning is about learning what the adults want; teachers set up a play-mimicking situation 
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where children will try to play, but we are going to play with what the teacher wants and how the 

teacher wants; there is no open-endedness, because there are always expectations to be assessed. 

The continuum of expectations as preparing for first grade and beyond is clearly stated in the 

fourth and fifth goals. 

The only context where one can link the aims of curriculum with creativity was found by 

looking at expectations and crea, which has been analysed before: Children were asked to create 

patterns in mathematics, that is to create a prototype and to copy and repeat something, which is 

an industrial and scientifically applied concept: “Overall Expectation P (patterning) 4: explore, 

recognize, describe, and create patterns, using a variety of materials in different contexts” 

(Ontario Ministry of Education, 2010, p. 109). According to the document (Ontario Ministry of 

Education, 2010), learning activities in kindergarten were designed by the Early Learning–

Kindergarten team to encourage the children to think creatively, to explore and investigate, to 

solve problems, and engage in the inquiry process, and to share their learning with others. 

4.5.17 Activity.  

The word activity appeared 53 times in the document and was mainly associated with physical 

(24 times) guided activity (9 times), new, mathematical, reading, writing, role-playing, planned, 

quiet, daily, bird watching (2 times), and planting and growing (1 time). There was no direct 

connection between the word activity and creativity. 

Activity or activities appeared in two contexts. The first context and most predominant 

was as a type of activity specific to a discipline (e.g., bird watching, planting, growing are under 

science and technology) or modified by a noun or adjective that clearly indicated a domain (art 

activities, role play activity, mathematical activity). The second context was to define a teaching 

and learning social relationship between teacher and child. Principals, parent(s), and 

communities were not directly associated with the word activity or its plural. 

The classification of activities in domains, such as art activity and science activity 

highlight an experiential feature of the way skills and knowledge are expressed in the document. 

There were imposed boundaries among disciplines, where for example mathematics and music 

might not have much in common. This separation might portray knowledge as encased in 

separate bodies of knowledge (colour as art and not optics). The separation was also reflected by 
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the way the classroom was supposed to be organized in specialized centres where the visual art 

centre was separated from the writing centre with no connection whatsoever, even though 

graphic design and illustrations are traditional art forms, which are intrinsically related to 

writing. The compartmentation is rather a modern way to see the world, and it certainly misses 

opportunities of transdisciplinary connections and seeing the world as interconnected and 

interdependent. 

The second context and implicit category was activity as a social relationship. This 

category was given by the adjectives or nouns that modify the noun activity and its plural. There 

were two types of subthemes that appeared based on who was initiating the activity: the teacher 

or the student. These were given by the curriculum text: 

There should be a balance between educator-initiated and child-initiated activities – times 

when member of the team guides the children’s learning and times when children are 

given opportunities to choose activities to demonstrate their knowledge. (Ontario 

Ministry of Education, 2010, p. 8) 

Activities should range from team-directed to child-initiated activities, with the goal of 

encouraging children to develop independence in their language learning. (p. 70) 

The children-initiated activity was done in the context of a carefully teacher-designed 

environment, which allows and encourages separate pursuits of interests, such as science centre 

or water centre. The second category was about whom was in control of the activity as illustrated 

by participial and regular adjectives: shared, guided, and independent activity. In the math, 

science and technology section the same idea of control of activity was rephrased as free 

exploration, focused exploration, and guided activity.  

An example of a guided activity is guided reading. Because, in guided reading, children 

read a text with a minimal amount of teacher support, a decision about whether to use 

guided reading in Early Learning–Kindergarten programs should be based on the learning 

behaviours, strengths, and needs of individual children. When children understand print 

concepts, know letters and sounds, and can recognize some sight words, they are ready to 

participate in guided reading. Therefore, guided reading is not appropriate for children 
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who are still developing these skills. These children require group shared-reading lessons 

to meet their needs. (Ontario Ministry of Education, 2010, p. 19) 

All the above citations illustrate the gradual release of responsibility model by Pearson and 

Gallagher (1999), which is rooted in the Vygotskian model of learning through scaffolding. The 

quote above was about reading instruction and showcased a valid pedagogical practice for 

reading, which is widely used by elementary-aged students (e.g., Bainbridge & Heydon, 2017). 

Nevertheless, this activity was about formal teaching strategies used in formal teaching of 

reading and writing for older children. However, presenting reading as authentic play when the 

reading practices in the document were outlined as in what when and how reading is to be done 

is deceiving. 

The control of learning towards meeting the learning expectations was also evident in the 

section Using Assessment in Planning Instruction of the document: 

In order to support children’s individual progress, EL–K team members should plan a 

variety of learning experiences, including intentional instruction. On the basis of 

information gathered from ongoing assessment, they should make decisions about the 

kinds of support, instruction, and materials they need to provide. Children will be 

involved in small-group, whole-class, and individual learning experiences that address 

their needs, ideas, and interests and that are within the range of things they can do with 

and without guidance (in their zone of proximal development). The duration and purpose 

of groupings will vary, depending on the length of time the children have been in school, 

the age and needs of the children, and the focus of instruction. Children develop 

knowledge and skills in the various areas of language learning at different rates and in 

different ways. As EL–K team members plan activities to meet children’s individual 

needs, they may ask such questions as the following: What can this child do? What does 

this child know? What does this child need to learn next, and what will support his or her 

learning in order to meet the overall expectations? (emphasis in original, Ontario 

Ministry of Education, 2010, p. 69) 
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When planning activities, the teachers and early childhood educators were to examine what the 

child already knew and was able to do and plan his or her learning with the overall expectation as 

term of comparison.  

This control of learning was also manifested in another social dimension of activity as 

paired, group, or whole class activities. The comparison of a real child with the imaginary 

possibility of what a child is able to do and know, as the document outlined in the learning 

expectations, suggests the imposition of an adult-centred agenda, rather than child-initiated and 

directed or even centred program: 

When they are ready to participate, in paired, small-group, or whole-class activities, some 

children will begin by using a single word or phrase to communicate a thought, while 

others will speak quite fluently. (Ontario Ministry of Education, 2010, p. 38) 

Most of the instances of activity are defining the teacher–student or student–student relationship 

as directed by the teacher. 

Regarding the other actors in the curriculum, the text did not show any association 

between activity and creativity on one side, and the principal, the parents, and the community on 

the other side. Nevertheless, activity presupposed a verb as its meaning suggests, and the search 

for types of activities or actions of curriculum actors led to the figures that the document was 

using to illustrate the actors of the curriculum.  

There were five diagrams that presented the system. The first image (Figure 13) showes a 

general view of the system and was followed by close-ups of the components: the child, the EL–

K team, the family, and the community. Each close-up provides visual and linguistic text that is 

pertinent to its role in the system. There is an absence of any form of creativity from linguistic or 

conceptual points of view. How the curriculum conceptualized the child and childhood might 

offer insights regarding the kind of ethical relationships should be enacted by the actors of the 

curriculum. The conceptualizations of the child and creativity have both experiential and 

expressive value as they display ontogenetic and valued information. 
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Figure 12. Interrelated systems (OME, 2010, p. 1) 

Figure 13 presents the system and the position of each actor vis-à-vis the child. It does not have a 

title hence the readers must presume that the title of the section—The Full-Day Early Learning–

Kindergarten Program: Vision, Purpose, Goals—applies to the image. A concentric image of 

different flat shades of blue, green, purple, sienna, and blue-green juxtaposed equally thick 

silhouettes of circles with four symmetrical diagonal diameters that impales or overlaps on the 

adjacent circle. At the bottom and top of the circles the names of the actors of the curriculum are 

written in white and capital letters; the labels are vertically aligned and doubled with child as the 

symmetry axis. There is an uneasy similarity between the circle diagram and overlapped gears or 

cogs with the child’s circle as the smallest one. Compositionally, in the Western tradition of 

visual art, the meaning of the circle is ambivalent: “Feelings of pressure and anxiety mixed with 

those of security and protection” (Frutiger, 1989, p. 47) as well as movement. The use of dark 

tones and cool colours triggers associations and feelings of loneliness and fear in the context of 

an American geographical space (Birren, 2013) and creates a rather sombre, serious atmosphere. 

The colour and shape coding does not suggest a happy childhood. The geometric shapes, which 

are predictable, controllable, known, and closed, or the dark cool colours are not conducive to a 

beautiful, or at least an optimist, image. The interconnectedness and interrelationships among 

these circle-shaped systems are portrayed with four rectangular protuberances positioned 

diagonally on each circle, which resemble gear teeth. There is no suggestion of an organic 
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communication or exchange among the systems from a visual point of view. They are solidly 

coloured, juxtaposed, and seem to function mechanically as a gear train: If one cog moves the 

rest moves in a predictable way. With regards to the text, the first observation is that the child is 

in the centre of the diagram and seems alone as the noun is singular. The child also represents the 

symmetry axis of names of the system components, which appear twice in the following vertical 

order: family, school, community, and world. The lettering follows the circular shapes around 

the child aligning it like a secret code to unlock something like a murder mystery clue. 

In conclusion, the first image, which represented the universe of a child according to the 

curriculum, is quite gloomy: from the compositional point of view the concentric image is 

reminiscent of mechanical devices, constricting and connecting it to a mechanistic view of the 

world alluding to a positivist predictable outcome. Chromatically the image is coded using cool 

colours, which creates a rather cold atmosphere suggesting something sombre. The use of cool 

colours is antithetic to any childhood representation both as a system and as period of human 

life. It is shrouded in dark colours and seems to be a mechanical device with predictable results if 

things are properly aligned. The system presents the child’s life—compartmented and isolated. 

Children’ social life and learning cannot be confined to a simple diagram that creates the illusion 

of controlled environments like a social incubator of a human being. 

4.5.18 The child.  

The next diagram (Figure 14) shows the child as an oval shape with a circle in the centre. It is 

coloured in light blue with a darker shade of turquoise in the centred circle. Floating around the 

circle are larger spots of colour of burnt sienna, turquoise, ochre, and purple, which mark the 

lettering of the following participles from left to right, top to bottom: “talking, predicting, 

running, building, reading, sharing, measuring, climbing role playing, balancing, writing, 

counting, sorting, inquiring, drawing, experimenting, exploring, socializing, classifying, self-

regulating, pretending, and respecting.” 
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Figure 13. The child (OME, 2010, p. 6) 

The participles are capitalized and seem to modify the noun child. They signal the ideal activities 

of a kindergartner in the vision of the document. I categorized the participles into six domains: 

physical activities—climbing and running; language—reading, writing, and talking; 

mathematics—predicting, counting, sorting, classifying, measuring, and building; science—

balancing, inquiring, experimenting, and exploring; social skills—sharing, socializing, self-

regulating, and respecting; visual arts—drawing; drama—role-playing and pretending. Creativity 

is not present as an activity, and I noted it in the absence of music and dance activities. 

Mathematics and science activities are the most present and are followed by the social skills. 

With the exception of role-playing, pretending, and drawing the child is not involved with the 

arts, while she or he is just expected to run and climb as physical activities.  

Compositionally, the diagram resembles an egg or a cell with the child as the yolk and 

the rest the albumen and shell. The image of the blue egg cues imagining the child developing in 

the rich nutrient- protected environment, which is represented by these activities coded with 

different colours. Chromatically, the dominant blue codes this in the Western world as a 

masculine presence. The white lettering is in contrast with the blue, and it is somewhat airy. 

While the colour coding and shape coding are organic, the activities and their hierarchy 

according to their type suggest a preference of the curriculum maker toward a masculine child 
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inclined toward mathematics and science and socially competent: able to socialize and to self-

regulate. 

4.5.19 The teachers and early childhood educators.  

The diagram representing the EL–K (Figure 15) differs in shape, position relative to the centre, 

and position of outgrowths protruding the space of the next egg shell like shape representing the 

family. 

 

Figure 14. The EL-K team and the school (OME, 2010, p. 7) 

As such, the school and EL–K team circular shape shifted places with the family one changing 

the dynamic of the system. In the first diagram (Figure 13) the family was closer to the child, 

whereas here the EL–K team is positioned right next to the child. The outgrowths representing 

the interconnectedness between components also changed directions, from diagonal implied 

diameters to vertical and horizontal ones, while the circle morphed into ovals. The word child is 

placed in the centre in a turquoise circle. Small vertical protuberances with rectangular shape are 

growing out of both the child circle and the egg-like shape representing the school and EL–K 

team. Just like in the child diagram, different coloured bubbles float around carrying the 

following capitalized participles: planning, including, extending, listening, communicating, 

differentiating, respecting, talking, modelling, reflecting, supporting, thinking, engaging, 

responding, challenging, monitoring, guiding, facilitating documenting, assessing, observing, 

and scaffolding. 
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The changes from the initial diagram denote inconsistency in representation of the 

constructed system. The order shift of family and school is about the imagined and desired 

relationship between the school, child, and the family where the teacher and the ECE have a 

more important role in the child’s life than the family. With regards to the shapes and colour of 

the diagram, I noticed that the word child is trapped and alone in a turquoise bubble with four 

rectangular outgrowths placed vertically and horizontally. They are echoed by the purple egg like 

shape with rectangular protuberances representing the school and EL–K team. These seem to 

represent communication and interconnectedness of the system. The outgrowth’s size in relation 

to the shape is quite small and suggests that whatever information goes back and forth between 

the compartments has a small rate of flow and speed. The purple background has authoritative 

connotations, because in Western civilization, purple has long signified authority and royalty 

(Samara, 2006) and is usually not associated with childhood or happiness. The text consists in 

labels of the spaces: child, school, EL–K team and the verb participles that appear to float inside 

the egg. The participles mirror ideal activities of the EL–K team, which mostly refer to three 

broad categories: preparation of classes, relationship with students, and relationships with family. 

The relationship of teachers and ECEs with children was portrayed as dual; on one hand 

the team respects, includes, supports, engages, responds, challenges, guides, facilitates, 

differentiates, models and scaffolds, while on the other monitors, observes, documents and 

assesses. The child is always under surveillance in a controlled environment. This is where the 

logic of the second category of class preparation comes into place as the teacher has to think, 

plan, reflect, include, extend, or to differentiate. The relationship to family might be reflected by 

only two verbs: communicating and respecting. 

4.5.20 Family.  

The family diagram (Figure 16) displays the activities and characteristics of an ideal Ontarian 

family.  



182 
 

 

Figure 15. The family (OME, 2010, p. 9) 

The sienna oval surrounds the child and the EL–K team. The child is still in the turquoise bubble, 

while the team intervenes between the child and the family. Meanwhile the family is supposed to 

be: guiding, asking, supporting, engaged, encouraging, participating, sharing, responding, 

communicating, active, teaching, playing, and observing, as indicated by the text carried around 

by other coloured bubbles. Most of these adjectives (if we take in consideration parallelism 

between active, engaged and the participles) seem to apply to both the team and the child, but 

mostly the team. Interestingly, the family is the one that teaches and not the EL–K team. The 

only connection between the activity of the parents and creativity is the participle playing, which 

alludes to this form of creativity. 

4.5.21 Principal.  

The principal diagram (Figure 17) comes in a light blue with the same small coloured circles, 

which gravitate towards the child, EL–K team and the family. The jobs of principals are as 

follows according to the image: advocating, planning, listening, thinking, supporting, 

communicating, facilitating, respecting, modelling, and team building. These verbs denote 

managerial functions and concern the communication between adults rather than the direct 

relationship with children, as the only activities that might involve direct social contact with 

students are communicating and modelling while the others are directed towards teachers, 

educators and parents. Again, the colour coding is based in contrast between the white lettering 

and the shade of purple, which has rather serious connotations which set the tone of this visual 

conversation. It seems that the main attributes of a principal was to maintain and unidirectional 

manage social relationships within the school and outside as every act has a purpose: modelling, 
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thinking, communicating, and facilitating, the present participles are creating the illusion of 

continuous processes. The only connection with creativity in the classic sense of mental activity 

are the planning and thinking as one very while the other verbs transform the principal in a social 

alchemist with a precise mission: team building, facilitating, supporting, and communicating. 

 

 

Figure 16. Principals (OME, 2010, p. 10) 

 4.5.22 Community. 

The last image illustrating the community (Figure 18) has surprising details when I looked at the 

diagram through the lens of children’s social relationships.  
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Figure 17. Community (OME, 2010, p. 11) 

The order of ellipses is different from the other, with the child in the centre, the EL–K team and 

principal next, family third and lastly the community. Each ellipse seems to restrict the child 

more and more, by visually surrounding it and holding him or her hostage, with the community 

as the last constriction. The chosen colour to represent the community and society is a shade of 

olive green, which is in complementary relationship with the dark red sienna of the family 

section. The diagonal diameters appear again, while names of different places or spaces are 

populating the community ring: natural/green spaces, places of worship, community 

organizations, businesses, social/cultural context, extended family, library, and family resource 

centre. Whether these spaces are occupying these places in real life is debatable, as for example 

the socio-cultural contexts or sometimes their parallelisms dictate the rhythms and succession of 

the events in a day. Another question related to the hierarchy of this worldview is why the green 

space, which ideally should be the everyday living environment of a four-year-old, is placed in 

the out-of-touch areas for children, after the principal. This last diagram speaks again about the 

school system where children’s futures and needs are imagined by adults, with sports and green 

spaces out cast on the fringes of their world. 

4.6 CDA of the 2016 Ontario Kindergarten Program. 

The second text I analyzed was the 2016 Ontario Full-Day Kindergarten program, which is the 

final version of the FDK curriculum in Ontario. It represented the final stage of the educational 

Liberal overhaul of early childhood education and it was implemented in September 2016, 

superseding the draft version of the document. The curriculum is extensive, with over 300 pages 

structured in four sections: 

1. A Program to Support Learning and Teaching in Kindergarten  

2. Thinking about Learning and Teaching in the Four Frames  

3. The Program in Context  

4. The Learning Expectations  

The analysis of creativity was done by locating the words that shared the same root-bound 

morpheme of creativity, crea, analyzing them from a syntactical and morphological view and 
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interrogating the context using the adapted version of Dillon’s (2009) questions of curriculum 

and social determinants, ideologies, and effects.  

4.6.1 Description and analysis.  

From a morphological point of view, crea, as a bound root, forms the following words:  

• Noun: creativity, creating 

• Verb: (to) create, creates, created, creating 

• Adjective: creative 

• Adverb: creatively. 

The classification into different parts of speech rooted in crea is important in the 

conceptualization of creativity as it defines the role of creativity and its meaning within a 

sentence as a complete, logical thought present in the document. By looking at its meaning, role 

in the text, and by probing the text using Dillon’s (2009) questions of curriculum, I could 

examine the discourses driving the text, the social practices it promoted, and, consequently the 

ethics of the practice. For example, creative as an adjective modifies or describes a noun and that 

offers insight in how creativity is conceived and what resources are drawn upon to interpret it. 

To further exemplify I analysed the following quote: 

As children learn through play and inquiry, they develop – and have the opportunity to 

practise every day – many of the skills and competencies that they will need in order to 

thrive in the future, including the ability to engage in innovative and complex problem-

solving and critical and creative thinking; (Ontario Ministry of Education, 2016, p. 11) 

In this particular excerpt, creativity takes the form of an adjective, which describes a distinct type 

of thinking. Therefore, creativity is directly linked with a type of thinking—a mental operation—

that is different from problem-solving and critical thinking. Syntactically, it belongs to a reduced 

adjective clause introduced by the present participle including. This fact signals a logical 

relationship, which makes the direct object of including part of the skills and competencies “that 

they will need in order to thrive in the future,” where the pronoun they stands for children. 

Because competencies and skills are the direct object of develop, I can infer that children develop 

the ability to engage in creative thinking, which they will need in order to thrive in the future. 
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Therefore, the ability to engage in creative thinking is something children develop. This idea 

clearly connects creativity with thinking and stages of development, which draws on a Piagetian 

view of cognitive development and moreover, that this is a general statement, which could be 

applied to any children or child, tends to erase individual differences and treat children as an 

amorphous group. This generalization is part of a rhetoric that underlies the developmental 

theory of childhood (Iannacci, 2015; Thompson, 2014; Whitty, 2010).  

The future projection and the modal verb of necessity need was present in the adjective 

clause, which described children’s skills and competencies in the main clause, signal skills and 

competencies necessary for the future and introduces the idea of social programming of 

cognitive functioning for the future. It projects our desires as adults onto the children as 

necessity, and thus ignoring the child as a human being in the present. This concept is also found 

in the kind of social engineering proposed by Tyler’s rationale (Pinar et al., 2004a, p. 34) and 

justifies the use of power in adult–child relationships. It creates a normal social practice of means 

to an end where children are objects of adult desires and expectations, and it establishes the 

premises of a systematic approach of the adult-led teaching of children and ignoring the 

multidimensionality and modality of learning. The analysis of this example is meant to clarify 

how the logic of the sentences and its semantics are interpreted and indicate how larger societal 

discourses entrenched in different ideologies become social practice. 

The first category of words analyzed in context is creativity as a noun, because it was the 

most relevant when identifying theories of creativity present in the document. The word 

appeared 16 times in the document in the following sections:  

Table 14.  

Analysing creativity as a noun 

Part Section 

Part 1: A Program to Support 

Learning and Teaching in 

Kindergarten (5 times) 

 

1.1 Introduction: Vision, Purpose, and Goals (one time)  

1.1 Introduction: Fundamental Principles of Play-Based 

Learning (one time) 
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1.2 Play-Based Learning in a Culture of Inquiry: Play as the 

Optimal Context for Learning: Evidence from Research (2 

times) 

1.2 Play-Based Learning in a Culture of Inquiry: Play-Based 

Learning in an Inquiry Stance: The Critical Role of the 

Educator Team: Co-constructing Inquiry and Learning (one 

time) 

Part 2: Thinking about 

Learning and Teaching in the 

Four Frames (8 times) 

 

2.1 Thinking about Belonging and Contributing: Developing a 

Sense of Belonging and Contributing through the Arts (3 

times) 

2.4 Thinking about Problem Solving and Innovating: 

Supporting Children’s Development in Problem Solving and 

Innovating (1 time)  

2.4 Thinking about Problem Solving and Innovating: The 

Role of Play in Inquiry, Problem Solving and Innovating (2 

times)  

2.4 Thinking about Problem Solving and Innovating: The 

Role of Learning in the Outdoors in Problem Solving and 

Innovating (2 times) 

Part 3: The Program in 

Context (1 time) 

Considerations for Program Planning: The Role of the Arts in 

Kindergarten (1 time) 

Part 4: The Learning 

Expectations (2 times) 

1.6 Problem Solving and Innovating (2 times) 

The first observation I made when looking at the keywords of the titles was that creativity was 

threaded through the context of the sections regarding vision, play-based learning, arts, outdoors 

activities, and problem-solving in early childhood education. When looking at the relationship 

between the word creativity, its occurrence in different parts of the document, and their 

correspondent number of pages dedicated to each section I noticed the following: 

• Part 1: A Program to Support Learning and Teaching in Kindergarten has 29 pages 

and 5 occurrences of the word creativity 

• Part 2: Thinking about Learning and Teaching in the Four Frames has 57 pages and 8 

occurrences of the word creativity 

• Part 3: The Program in Context has 57 pages and 1 occurrence of the word creativity 



188 
 

• Part 4: The Learning Expectations has 203 pages and 2 occurrences of creativity  

The following pie chart (Figure 19) illustrates proportions of parts of the document in relation to 

the number of instances present in the document. The pie chart shows there is a division between 

the last part of the document and the rest in terms of proportions, as 66% is dedicated to learning 

expectations or what children should know and be able to do by the end of the two-year program. 

This is the part teachers are accountable for in the phrase: “All program expectations must be 

accounted for in instruction and assessment” (Ontario Ministry of Education, 2016, p. 116). The 

text is not balanced in terms of frequency and number of pages allocated to each section. It is 

clearly shown that part four has two thirds of the number of pages and only two occurrences of 

creativity. There seems to be a weak association between the learning expectations (skills and 

knowledge to be assessed) of the curriculum and creativity as a noun. 

 

Figure 18. Parts of 2016 FDK and occurrences of creativity. 

The highest frequency of the word is in part two where the frames of learning and teaching are 

described, which indicates a strong connection between thinking about learning and teaching in 

the four frames with the teachers thinking process, teaching, and creativity. 

Creativity first appeared in the Vision section of the document as a direct object of 

develop in the context of a subordinate clause, which designates the purpose of the predicate 

provide and subject kindergarten program as follows: 
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The Kindergarten program:  

• provides every child with the kind of support he or she needs in order to develop:  

• curiosity, creativity, and confidence in learning. (Ontario Ministry of Education, 

2016, p. 10) 

From a syntactical point of view, the sentence consists of a main clause and adjective clause, 

which modifies the noun support as the direct object of the main clause. The subject of the main 

clause is the kindergarten program and the predicate is provide. The meaning of the verb is 

completed by the indirect object every child as the receiver of the action and the direct object 

support. The term support was further modified by the adjectival clause he or she needs in which 

the pronouns stand for child. Creativity acts as a direct object of the verb develop, which in turn 

is part of an adverbial indicating the purpose of providing support.  

Experientially, creativity seems to be a personality trait that is universal and from the 

same category as curiosity and confidence; children develop creativity and the program provides 

needed support to develop it. The presence of the verb develop may indicate a developmental 

discourse underpinning the sentence. Furthermore, creativity was one of the aims of the program 

as indicated by the adverbial of purpose. This suggests that creativity was held in high regard and 

has a positive expressive value. 

The kindergarten program as a subject of this sentence is a metonymy for the apparatus 

as it is personalized, because the program cannot provide, but humans provide. The program, as 

a system created by people for people, was a provider of individualized necessary support as 

suggested by the adjective clause he or she needs. Teachers are part of the apparatus and are 

included in this subject. Hence, the main role of teachers in this excerpt was to provide support.  

The subject and activities of the program are to be included in the program as areas of 

knowledge and skills encompassed in the support. 

The children were portrayed as developing creativity and as in need of support. The 

predicate need projects the image of a child who needs support in developing creativity or 

curiosity, and he or she is incomplete and will be considered incomplete or incompetent without 

this program. Furthermore, the students were referred to as every child and he or she. The 
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support she or he needs is problematic, because when we emit such expressive thoughts, we 

compare the child to an imaginary desired ideal and risk not to see the real child. The use of the 

singular pronoun when referring to needs and providing support suggests an individualist 

approach of teaching and learning. When this individualist approach to teaching and learning 

further intersects with the verb develop, it results in individual development and needs. These 

characteristics (universality, individualism) might place creativity under the I-paradigm with the 

belief that its outcome can be changed if it is properly and individually supported. 

The next occurrence of creativity played the role of direct object of honour as a verb:  

• In play-based learning, educators honour every child’s views, ideas, and theories; 

imagination and creativity; and interests and experiences, including the experience of 

assuming new identities in the course of learning (e.g., “I am a writer!”; “I am a 

dancer!”). (Ontario Ministry of Education, 2016, p. 12) 

Creativity experientially is an attribute possessed by every child as the determiner every and 

possessive (’s) indicates, and it belongs in the same conceptual category with imagination. 

Because it is the direct object of honour as a predicate, it designates an expressive value. 

Creativity is valued and teachers ECEs should keep it in high regard. 

I noticed that the student was addressed as child, which is a word less formal than 

student. This signals the fact that there is a less formal relationship between students and 

teachers. The children were also addressed as singular (child) and was accompanied by the 

determiner every (child’s). Creativity belongs to the child and is in the same category as 

imagination making it a trait of the mind and universal (as belonging to every child, as a 

generalization). Second, the subject of the sentence is clearly educators and included the teacher 

and the early childhood educator. The predicate honour designates an attitude toward the child: 

respect and kept in high regard. Therefore, the child’s creativity should be respected or kept in 

high regard by teachers and ECEs. Children were to be portrayed in the light of their rights as a 

full human beings. The relational value that transpired in this quote is the document telling the 

teachers how to imagine the relationship with the child. This seems to promote a different 

discourse of childhood, one that is anchored in the UN rights of children as equal human beings 

discourse as well as the child as capable of creativity and imagination. 
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The phrase in play-based learning situated creativity in the hybrid context of learning 

through play and addresses both activity and subject. Play-based learning might not include play 

as I imagine or not as a child-led, independent activity, as the learning in the program is 

inextricably tied to learning expectations, hence it is hijacked and adult-led. 

The idea of a democratic creativity as in the creativity I-paradigm, expressively stated 

that all children are viewed as every child’s, because this indicates a generalization about 

children and views them as individuals rather than members of a community. The next statement 

regards creativity as something good as a value and links play with creativity, where play is 

some kind of nucleus of creativity: 

Play is a vehicle for learning and rests at the core of innovation and creativity. It provides 

opportunities for learning in a context in which children are at their most receptive. Play 

and academic work are not distinct categories for young children, and learning and doing 

are also inextricably linked for them. (Ontario Ministry of Education, 2016, p. 18) 

The following sentences seemed very familiar to me. The familiarity resides in the copying and 

pasting of the same paragraph from the draft curriculum: 

Play is a vehicle for learning and lies at the core of innovation and creativity. It provides 

opportunities for learning in a context in which children are at their most receptive. Play 

and academic work are not distinct categories for young children, and learning and doing 

are also inextricably linked for them. (Ontario Ministry of Education, 2010, p. 13) 

The copying and pasting of this particular quote signals that this was a fundamental belief of the 

curriculum. This was the main assumption where the equivalency among creativity, play, and 

academic work was carefully crafted and became part of the reasoning behind the driving 

expectations of the curriculum. There is an underlying collision of discourses of play. On one 

side, there is play as in purely chosen and directed by children and their interests, which are 

unaltered by adults’ involvement, and on the other side there is the expectation-driven, adult-set 

and manipulated. 

The argument regarding the relationship between play at the core of creativity or play 

equals academic work was explored in the analysis of the 2010 draft version of the curriculum 
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and applies here as well. As shown in the previous analysis, there was a fundamental difference 

between play and academic work and the equivalency between the notions created a conceptual 

confusion of play, and consequently creativity, which was reflected in the educators’ social 

practice of the curriculum. The same idea was addressed in the next excerpt from the Council of 

Ministers of Education, Canada (CMEC)’s Statement on Play-Based Learning, which appeared 

on page 19 of the document:  

Research also demonstrates that play-based learning leads to greater social, emotional, 

and academic success. Based on such evidence, ministers of education endorse a 

sustainable pedagogy for the future that does not separate play from learning but brings 

them together to promote creativity in future generations. In fact, play is considered so 

essential to healthy development that the United Nations has recognized it as a specific 

right for all children. (emphasis in original, CMEC as cited in Ontario Ministry of 

Education, 2016, p. 19) 

The instance of creativity in this context is part of the adjectival clause, which modifies the direct 

object pedagogy and acts as the purpose of the action brings them together (learning and play) to 

encourage creativity. Again, creativity is something that needs support and seems to be a very 

desirable trait of the future generations. It was a goal hidden in an alembicated sentence about 

the future, which includes the pedagogy and generations and their creativity. The discourse was 

strengthened by two pillars that grant it legitimacy: research and the United Nations. When two 

major players in the field are brought in to sustain a case it is hard to argue the contrary, but a 

close review reveals that research is indirectly linked to creativity. Research is about play and so 

is the United Nations, which proclaimed children’s right to play (UN Committee on the Rights of 

the Child, 2013). Nevertheless, this statement does not have legs to stand on, as the United 

Nations has a different definition of play, which does not equate play and academic work, and 

this makes a fundamental difference in interpreting the paragraph. The reader’s common sense is 

played as play is used interchangeably denoting academic work, free play, and the right to play 

(without adult interference). This paragraph does not make sense, because every time the word 

play was used, it had a different meaning: academic work, free play, and the right to play 

(without adult interference). 
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The next appearance of creativity is in the context of the summary of the creative 

collaboration process between the teachers and students: 

The examples in the previous section illustrate how educators, in their interactions with 

the children, constantly engage in a creative collaboration with them to co-construct 

thinking and learning. The process can be summarized as follows:  

 

As educators collaborate with the children to:  

• formulate questions, select materials,  

• stimulate and support creativity,  

• think aloud about various perspectives and interpretations,  

• think aloud about multiple possibilities or solutions,  

• solve problems, and  

• document thinking and learning,  

they intentionally and purposefully:  

• listen,  

• observe,  

• document,  

• analyse documentation, considering a range of possible meanings and perspectives 

and making connections to the overall expectations, and  

• provide feedback through questions and prompts that effectively extend thinking and 

learning. (Ontario Ministry of Education, 2016, p. 24) 

The sentence was constructed using parallel actions, which illustrated the possible steps or 

actions of the collaborative process. The sentence consists of a temporal clause introduced by the 
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subordinate conjunction as and a main clause with a compound predicate, which illustrated the 

actions of the educators. The predicates are characterized through the adverbs intentionally and 

purposefully, which semantically indicate decision and goal. The subject of both clauses is 

educators as they are the people doing the action. Creativity appeared in the temporal clause that 

indicates the time of the action of the predicate. The subordinate conjunction as signaled parallel 

actions between the main and the temporal clauses. Therefore, the educators’ role was to 

collaborate with children. Children appear as partners as the word collaborate implies, which 

means that they should be somewhat in charge of their learning. Collaboration is done with a 

purpose, and this is where creativity is to be found. Acting as a complement indicating the 

purpose, stimulate and support creativity, implies the following: epistemologically, creativity 

can be stimulated as some kind of Pavlovian reaction, creativity is good and attainable, and 

creativity is a universal trait. This seems to be a kind of experimental set up, a laboratory, where 

educators do research and document what is going on, draw conclusions, and adjust and manage 

the conditions and interactions to optimize results. The traditional relationship is changed and 

extended, but still unilateral, as the teacher is setting up and manages or manipulates with clear 

purposes or expectations.  

The art and creativity correlation was explored in the next excerpt: 

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 Ontario Curriculum, Grades 1-8: The Arts, 2009, p. 19). (Ontario 

Ministry of Education, as cited in Ontario Ministry of Education, 2016, p. 51) 

Presented in the Thinking about Belonging and Contributing: Developing a sense of Belonging 

and Contributing through the Arts the quote from the Grades 1-8: The Arts (OME, 2009) 

curriculum spoke about the nature of creativity and its conditions. When looking at the first 

sentence, I noticed the strong tone of the statement through the negative of the verb occur. Its 

present simple tense suggests a general truth and it refers to the conditions and environment of 
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creativity occurring in a vacuum, where the vacuum refers to the absence of any social or 

physical environment, which might influence the occurrence. This was clearly an experiential 

statement, which highlights the importance of the social environment in creativity in art. This 

fact places creativity under the We-paradigm of creativity when placed in an arts context. 

The next occurrence of creativity was present in the reduced attributive requiring both 

creativity and skill, which modified the noun process as art making. It spoke about the necessary 

conditions of art making as a process through the use of the present participle requiring. Hence, 

this clearly links creativity and the art making process by presenting creativity in a cause and 

effect relationship with the art making process. Creativity is experientially an intrinsic part of art 

as the process of art making. 

Creativity was also present in this quote as a predicate of an adjective clause, which 

modified the noun atmosphere and its adjective clause they create for learning, which was used 

to refer to a particular mood or feeling that one has in a particular place or situation, and in this 

case the classroom. The main clause spoke about the necessity of teachers’ awareness to realize 

the impact of the mood or feeling on children’s learning suggested through the verb need 

followed by the direct object to be aware, which means to realize or to know and the direct 

object clause “that the atmosphere…affects the nature of the learning itself.” Teachers are 

creators of social contexts, which influence the learning process. The specific details on what 

kind of mood or feeling is necessary for creativity to occur are presented in the next sentence that 

contains the third instance of creativity in this quote.  

The third instance of creativity appeared in the attributive, which modified setting as 

environment and its meaning seemed to refer to a goal through the choice of the adjective 

conducive where “a setting that is conducive to creativity is one in which students are not afraid 

to suggest alternative ideas and take risks.” It was characterized by another attributive, which 

contains a negative predicate with an adjective that portrays a feeling: afraid, which modified the 

noun students. Again, the present tense simple suggests the axiomatic character of the sentence, 

which renders it like certitude. Although in the context of art making, the statement about 

creativity was generalized and presented its environmental conditions of occurrence: students’ 

lack of fear of expressing alternative ideas or risk taking. These necessary conditions to become 
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creative provide details about the type of teacher and student relationship: students are 

empowered by teachers to take risks and to think and express different ideas. This act 

presupposes open-ended tasks that are impossible to assess in a context of a binary evaluative 

frame and links the discourse of creativity with Guilford’s (1950) and Torrance’s (1968) 

creativity as flexibility. This underlying discourse of creativity places creativity under an I-

paradigm. 

First, this quote linked creativity with the art making or creating discourse. Second, it 

seems to connect creativity to the We-paradigm of creativity as the teacher and his or her 

interactions are recognized to influence the outcome. This statement seemed to serve as a 

warning to authoritative styles of teaching, which was meant to control behaviours though fear. 

Third, it alluded to creativity as a mental ability, which presupposes flexibility and risk-taking. 

The student was portrayed as capable of thinking and risk-taking if they were not afraid to do so. 

Hence, the social environment, as set up by the teacher, plays a crucial role in students’ 

creativity. 

Teaching about the value of creativity in kindergarten is addressed in the next quote: 

Similarly, explicitly identifying innovations in the world around them will enable 

children to recognize the impact of others’ innovations on their own environment and 

experiences. For example, educators can ask such questions as the following to provoke 

children to consider the value of creativity in a range of areas:  

• “How do you suppose people got a drink of water at school before the water fountain was 

invented?”  

• “What do you think the artist was trying to do when she created this sculpture?”  

• “I wonder what winter coats were like before zippers were used.”  

• “I used to send a letter to your parents on paper, but now I send them an e-mail. Why do 

you think I made that change?” (Ontario Ministry of Education, 2016, p. 90) 
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At the syntactic level, the next occurrence of creativity appeared as part of a purpose 

complement with creativity as a genitive prepositional phrase with value as the object of 

possession. The sentence has educators as the subject and can ask as a predicator indicating 

possibility and questions as a direct object. The purpose complement to provoke children to 

consider the value of creativity represents the reason behind the inquiry.  

At the expressive level I can imply that creativity is a good thing when it has value 

attached to it and this reflects more of a pragmatic approach of creativity. Innovation, or the 

creation of something of value, is rather the focus here; creativity is highlighted through 

scientific or artistic progress as illustrated by the provided examples (zippers, fountains, email 

and sculpture). When it comes to social identities the educator is portrayed as an initiator of 

dialogue with an agenda in mind as in leading the children to uncover the value of creativity. The 

child is portrayed as capable of reasoning, as able to identify the practical achievements of 

science and arts through the answers (e.g., wells vs. water fountains, buttons vs. zipper, art 

expression through sculpture) and decipher the cause and effect universal relationship (why do I 

use email vs. paper?). 

The social relationship between the teachers and children is one of a questioning to 

provoke evaluative thinking where the conversation is initiated by the teacher with an expected 

outcome in mind, as in identifying the value of creativity in everyday life. Creativity in these 

stances is the type of accomplishment that is revolutionary and fundamentally changing the 

world we live in. It is drawing from a Genius approach to creativity (e.g., Gideon Sundback as 

the inventor of the zipper). 

The activity associated with creativity was the inquiry that was meant to determine the 

children to think about creativity in their life. The predicator of the sentence can ask indicates a 

possibility and is completed by the questions that embed the teachers’ intent and expectation. 

The expectation is mainly outlined in the purpose complement (why?) to provoke to consider 

children the value of creativity. 

Considering the value of something implies a judgment or evaluative thinking as in 

determining its worth in money, in importance, or in usefulness. Provoking thinking in terms of 

value is clearly the job of the teacher. This type of evaluation of creativity connects creativity 
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with value, which is innovation and is specific to a neoliberal discourse—always in search for 

the “market- and product-driven, characterized by product development, industry expansion and 

marketability” (Harris, 2014, p. 18). 

The subject cannot really be pinpointed, although the text made reference to 

achievements from two disciplines: arts and technology. These instances of creativity appeared 

under the Problem Solving and Innovating frame as a broad learning area: 

This frame encompasses children’s learning and development with respect to:  

• exploring the world through natural curiosity, in ways that engage the mind, the 

senses, and the body;  

• making meaning of their world by asking questions, testing theories, solving 

problems, and engaging in creative and analytical thinking;  

• the innovative ways of thinking about and doing things that naturally arise with an 

active curiosity, and applying those ideas in relationships with others, with 

materials, and with the environment. (Ontario Ministry of Education, 2016, p. 15) 

By pinpointing the frame of learning and its contents, I can infer that creativity is almost a 

perfect synonym with creativity with value, which is innovation as it addresses achievements 

from the arts and technology. Creativity is about product development and marketability in 

both arts and technology, which are the cornerstones of appropriation of creativity by the 

neoliberal discourse. 

Due to the fact the plural noun educators was the subject the sentence exemplifies the 

actions the subject has the possibility to do, and in this case ask questions in a convoluted way to 

induce learning including evaluative thinking and reasoning. 

The environment of creativity, in this particular instance, was the children’s immediate 

environment and experiences from zipping up the winter coat to email; the educators attempt to 

thought provoke children, and this action of provoking involves the presence of an educator. 

Hence, most of these experiences happen in an enclosed educational setting. 
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The next excerpt, which contained the word creativity, acted as a motto of the section, The 

Role of Play in Inquiry, Problem Solving, and Innovating and is a quote from Fullan’s (2013) 

Great to excellent: Launching the next stage of Ontario’s education agenda paper and is 

somewhat puzzling, because of the date of the publication. There seems to be an anachronism 

between a statement in present tense formulated in 2013 and a document that was published and 

applied in 2016, unless the statement applies to the current document. The analysis is using the 

latter as a premise: 

Our [Full-Day Kindergarten] program promotes the development of self-regulation, 

social-emotional learning, inquiry skills, and play-based learning that fosters 

creativity, imagination and problem solving. (emphasis in original, Fullan, 2013, as 

cited in Ministry of Education, 2016, p. 91) 

Because the quote was meant to characterize the current document it is necessary to identify the 

paper. The author stated he was the advisor of the Premier and the purpose of the paper was to: 

“Review key aspects of the journey, and set the tasks for the next phase” (Fullan, 2013, p. 1). In 

this context of looking at nine years of ECE programming, Fullan considered that “Ontario 

unequivocally has developed from good to great” (p. 1), and we needed to find the way from 

great to excellent. In this context the final curriculum was the last stage of the early childhood 

education project and crowned the educational efforts of the Liberal government as suggested by 

the possessive adjective our form our program. Again, the use of a quote from a draft in 2013 to 

be applied to a current curriculum published in 2016 seems anachronistic, unless there are no 

fundamental differences between the documents. Whether there are fundamental differences, is 

to be established in the following pages. 

This particular statement is of importance to the identification of creativity as it appeared 

at the beginning of the section that linked play and creativity, and established a conceptual 

connection between play, learning, and creativity. At a syntactic level the subject is the program 

and the predicator is promotes with play-based learning as the direct object and creativity as the 

direct object of the adjectival clause that fosters creativity. The subject the program, which acts 

as a metonymy for the state apparatus for ECE education, promotes play-based learning. The 

choice of the present tense indicates certain facts as in the program actively encouraging play- 
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based learning, which in turn fosters creativity. The adjectival clause establishes a causal link 

between creativity and play-based learning and the program. Play-based learning is an 

expression to designate learning in school and is not to be confused with play as an activity 

initiated and carried out by children. The choice of the words play-based learning made it clear 

that the sentence is not about free play. 

Expressively, creativity is believed to be something good and aimed for, hoped for, and 

justifies the choice of play-based learning in the kindergarten program. Relationally, the text was 

persuasive and told the audience, including teachers and ECEs, what the program promoted, 

where promote has an expressive value indicating what is desired (e.g., one promotes inquiry 

skills, because they are valued and desirable). The choice of promote as a predicate and the 

program as a metonymy for the ECE Ontario system speaks about the desired profile of the 

student after graduation of kindergarten, because if the program promoted, for example, self-

regulation, the promotion indicates that self-regulation was a desired quality and trait for a 

kindergarten student. 

The next quote highlights the deep connection between play and creativity. 

Play is a vehicle for learning and lies at the core of innovation and creativity. When 

playing, children for generations have used their abundant imagination to create new and 

different uses for such things as a stick, a rock, or a box. (Ontario Ministry of Education, 

2016, p. 91) 

At syntactic level, creativity appeared in a compound sentence with clauses coordinated by a 

conjunction and implies a connection and addition. Creativity appeared as a prepositional phrase 

indicating the place of the subject as the predicator lies referred mostly to a physical position. 

This creates a mental image where the core is the most important part of something. This clause 

is linking even more creativity with play, defining it as an integral part of creativity by placing it 

at the core of creativity. The next sentence of the paragraph further elucidated the nature of 

creativity as in the Torrance tests of creativity (1974): the product improvement task, where 

children are asked to redefine the objects or their uses. This indirect reference to Torrance tasks 

ties creativity with play under the I-paradigm of creativity. There was no direct reference to the 

educator, but the students were present through the possessive adjective their, which showed 
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them as possessors of creativity. Creativity seemed a matter of individual stimulation and support 

through play and open-ended tasks, which further supports the I-paradigm of creativity. 

The association between outdoor play and creativity is presented in the next quote: 

Outdoor play also supports children’s problem-solving skills and nurtures their 

creativity, as well as providing rich opportunities for their developing imagination, 

inventiveness and resourcefulness. (Council for Learning outside the Classroom, 

2009, as cited in Ontario Ministry of Education, 2016, p. 92) 

The next occurrence of creativity was present in the beginning of the Role of Learning in the 

Outdoors in Problem Solving and Innovating section of the document, and it was part of the 

quote that stood as a motto for the section. The quote belonged to the Council for Learning 

outside the Classroom, “a registered charity existing to champion learning outside the 

classroom,” which was active in the United Kingdom. The choice to start with a statement about 

outdoor play highlights the importance of this concept in the document. Hence, the quote was 

about the belief of the authors about outdoor play and has experiential value. 

At a syntactic level the word creativity acts as a direct object of the predicate nurtures in 

the context of a compound sentence. The verbs are coordinated by the conjunction and, which 

suggest addition and agreement between clauses. The subject outdoor play realizes the action 

nurtures with the recipient their creativity where their stands for children’s. The present tense of 

the sentence signals a statement expressed as a general truth and reveals the experiential content 

of creativity as something pre-existent, which can be supported while growing by outdoor play. 

The document did not provide a concise definition of the outdoor play and its meaning. Hence, I 

traced the references that mentioned outdoor play: G2G, which was cited in this document 

referred to outdoor play as: 

Playtime is NOT wasted time. Children need unstructured time to play and explore 

without adult interaction in order to develop social independence and creativity.  This 

does not mean children run around unsupervised and unmonitored.  Unstructured play 

means that a child directs their own playtime and entertains him/herself. 
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Today, children spend their time in highly structured, adult-led activities (soccer, 

baseball, ballet, etc.) or in passive activities like television and video games.  This 

structure needs to be balanced with some free play where the child’s mind can wander 

and explore in its own way. 

The outdoors is the perfect place to promote a child’s free play.  Nature provides a 

variety of sounds, colours, textures, and places for children to discover.  These 

are opportunities for children to learn problem solving skills, motor-function, social-

skills, self-awareness, and emotional intelligence. (g2g Outside, n.d., 

https://g2goutside.wordpress.com/benefits-of-outdoor-play/). 

This clearly links outdoors with free play and defines it as unstructured play. More evidence 

pointing to outdoor play as free play came from the document. The collocations of outdoor play 

in the curriculum document reveal that in the quotes that referred directly to outdoor play and 

children during outdoor play, children choose their activity:  

• “Children choose a physical activity such as climbing or playing with a ball during 

outdoor playtime.” (Ontario Ministry of Education, 2016, p. 169) 

• “During outdoor playtime, a small group of children engage in a game of hopscotch.” 

(p. 174) 

• “Children choose a physical activity such as climbing or playing with a ball during 

outdoor playtime.” (p. 267) 

The agency of children and lack of adult involvement in the above statements further sustains the 

idea of outdoor play as unstructured play outdoors. Hence, coming back to creativity and outdoor 

play as nurturing it, the idea of free, unguided, unstructured play is supporting the development 

of creativity. I also noted that creativity here appeared as an innate trait. These characteristics 

have experiential value as they speak about the nature of creativity and its development. They 

place it under an individual developmental umbrella within a community of children who learn 

to self-regulate; to choose by themselves. 

The choice of using this particular quote at the beginning of the section speaks about its 

expressive value: creativity is a desirable trait that deserves to be nurtured in children. From a 

https://g2goutside.wordpress.com/benefits-of-outdoor-play/
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relational point of view the author of the quote, as it could be implied, was held in high regard 

and their opinion should be respected. The quote mainly concerns two major themes directly: 

first the nature of creativity as something good; then its proprieties as it can be developed; third 

comes the environment of the creativity development in children as outdoors as outside the 

classroom, and a forth point concerns how creativity is developed through unstructured and free 

of adult intervention. There was no direct reference to the educator, and this fact reinforces the 

idea of free, unstructured play. Students were present through the possessive adjective their, 

which modifies the noun creativity, and clearly makes it specific to children. 

Creativity appeared toward the end of the section 2.4 Thinking about Problem Solving 

and Innovating and again highlighted the connection between play, interactions in nature, and 

creativity: “In addition, play and interactions in nature develop the capacity for creativity, 

problem solving, and intellectual development in children (Ontario Ministry of Education, 2016, 

p. 93). The sentence was introduced by the preposition in addition, which suggests additional 

information or statements about the subject. The syntactic analysis reveals a multiple subject 

(play and interactions in nature) the predicator develop, with the receiver of action as direct 

object capacity and prepositional phrase for creativity, which indicates the type of capacity. 

Again, creativity appeared as a type of desired capacity development, which from an expressive 

point of view, denotes something good and desirable. From a relational point of view, the 

reader’s trust was to be gained by providing evidence of research, which supports the statement 

as this is a quote from a research paper. Experientially, the quote implies that creativity can be 

developed through the interactions and play outside the classroom. It is as a different concept 

from problem-solving and intellectual development but is in the same category of the direct 

object of action along with them. The presence of the educator might be considered here as part 

of interactions, which can imply social interaction. However, the indirect reference regarding the 

involvement of the educator, and the fact that play here has the meaning of unstructured outdoor 

play as demonstrated earlier, dilute the importance of the role of teachers in creativity 

development. The environment of creativity development was clearly outdoors as suggested by 

the prepositional phrase in nature, which clearly indicated location or setting of the subject. The 

natural environment, as opposed to classroom, is present in the subject making it essential to the 

action, which in this case represents the subject (play and interactions in nature). 
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The next excerpt presents creativity as an innate trait and portrayed how educators should 

view children through this lens: 

Educators who see children as capable and competent provoke children’s awareness of 

their own innate creativity and that of others in a wide variety of ways in order to 

stimulate their imagination further. (Ontario Ministry of Education, 2016, p. 105) 

Creativity is present in the The Role of the Arts in Kindergarten section, and it came in as a trait 

from an experiential point of view. The adjective innate, which modifies creativity, suggests that 

all children are born creative making it a universal trait. This idea is indicative of a democratic 

view of creativity, which belongs to an I-paradigm.  

Syntactically, the subject of the sentence is educators, so this particular statement linked 

art as the title of the section suggests to children’s creativity and educators. The subject is 

followed by an adjectival clause, which specifies the type or category of educators who can do 

the action present in the predicate provoke and its receiver children’s awareness of their own 

innate creativity and that of others. The restrictive adjectival clause who see children as capable 

and competent marks a clear distinction with regards to the specific belief or vision of the 

children the educator must have in order to carry the action of the predicate (provoke and 

awareness), qualifying this statement as an experiential one with regards to educators. Hence, 

only the educators with this belief provoke children’s awareness of creativity. The purpose of the 

provocation initiated by teachers was to stimulate their imagination. The provocation of 

creativity awareness was done in a variety of ways, which were detailed in the next sentences of 

the paragraph and consists of providing tools, materials, and opportunities. This has the 

implications of a multimodal approach of stimulating the imagination. The convoluted sentence 

also highlighted the interaction between the children and educators where the educators 

deliberately stimulated knowledge about self. They were provocateurs of self-cognition and 

consequently identity. The phrase, awareness of their own innate creativity, as the direct object 

of the predicator provoke indicates the experiential value of the entire statement when looked at 

through the student category analysis lens. Children were seen as creative, but not aware of this 

quality, and it was the job of the educators to make knowledge of self-possible. The getting to 
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know oneself process is implied through the adjective own and possessive adjective their, which 

modifies creativity and emphasized the possession of this trait.  

The children were portrayed in the adjectival clause and as possessors of awareness of 

creativity in the direct object of provoke. This suggests a vision of able, knowledgeable, and able 

to be self-aware of possibilities as children. This characterization of children seems to be rooted 

in a discourse of childhood as children’s human rights discourse, which represents children as 

capable participants, as social actors, and not as passive receivers. 

Relationally, the text was meant to clarify who are the educators and what kind of role 

they had with regards to children’s awareness of creativity, as well as what the purpose was for 

this action. The last excerpt that referred to creativity was a word in the document about how 

children develop appreciation for creativity: 

Children develop a sense of appreciation for human creativity and innovation … [by] 

Bringing all their senses to exploring the constructed world … [and by] Learning to 

appreciate beauty, creativity and innovation in art, architecture, and technologies. 

(emphasis in original, New Brunswick Department of Education and Early Childhood 

Development, as cited in Ontario Ministry of Education, 2016, p. 225) 

This quote represented the introduction of the fourth frame of Problem Solving and Innovating 

for ECE in Ontario and, as the reference pointed out, it belongs to the New Brunswick 

curriculum: Framework for Early Learning and Child Care. Creativity appeared twice in the 

quote in the context of appreciation for human creativity and learning to appreciate creativity. 

The fact that it was used as a motto points to the experiential value of the quote as this statement 

summarized the beliefs with regards to the frame: children’s appreciation of creativity is 

developed by learning to appreciate. The statement as selected from the New Brunswick 

curriculum seems to be circular in reasoning, but it is about the fact that appreciation implies a 

judgment, and the process of thinking about and emitting a critical thought is something to be 

learnt by children. Furthermore, it is most likely socially constructed as highlighted by the 

adjective human, which modifies creativity. Because at the syntactic level children is the subject 

and the predicator is develop (a sense of appreciation), it is clear that the authors assumed a 

developmental view of the universal child and is conducive toward the I-paradigm of creativity. 


