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Abstract
For over forty years, presidents of the Summer School Association of Queen’s University
wrote annually to teachers across Canada, encouraging them to attend summer courses for
credit toward a bachelor of arts. In the 1920s, presidents’ messages associated attendance
with societal progress and the professionalization of teaching. In the 1930s, such messages
linked attendance with personal growth and career development. In the 1940s and 1950s,
they linked attendancewith having an enjoyable summer vacation.This article analyzes how
and why these messages evolved and argues that the underlying structure of the messages
remained consistent: they were means through which Queen’s Summer School Association
presidents marked symbolic boundaries between more and less professional teachers. This
article contributes to our understanding of the social history of teacher education by inter-
preting a unique primary data source to explore the participation of teachers themselves in
the construction of symbolic boundaries marking professional status.
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Mr. T. W. Oates, a teacher from London, Ontario, wrote in March 1919 to teachers
across Canada to encourage them to enroll in a summer school offered by Queen’s
University in Kingston. His message constructed a symbolic boundary between two
camps of teachers: those that were ambitious, industrious, progressive, and willing to
invest present resources for future returns; and others. “To-day is the timeof your great-
est opportunity,” he wrote. Then he employed a metallurgical metaphor: “Those of us
who adapt ourselves quickly and make the most of our opportunities are going to be
fine instruments of steel. Those who delay will be cast-iron products, easily broken,
soon discarded. Which are you going to be?” He argued that teachers, along with pro-
fessionals in medicine, law, religion, and business, must engage in lifelong learning
to keep “abreast of the times.” He next used a boat-steering metaphor to position his
readers as being responsible for directing their futures:
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You are in the current and only skilful guiding and everlasting watchfulness
will guide your bark past the rocks ahead. Are you willing to be a wreck, a
derelict because you are contented with what you have accomplished? Don’t let
the opportunities crowding around you go unheeded. Spend your vacations and
your spare time (you all have some) in making yourselves better, broader, and
more sympathetic with all branches of education. It will make your work easier,
your future brighter.1

He cajoled his readers to action, writing, “Let your motto be ‘Never satisfied, ever
ambitious to advance,”’ and specifying that credentials were the currency of such
advancement: “If you have a Second Class Certificate why not qualify for a First Class;
if a First Class, why not for a Degree in Arts; if a B.A., why not an M.A., D.Paed.,
or Ph.D.?” Oates informed his readers that Queen’s University had a summer school
where they could gain “the new spirit which is growing” and be “given a new life
in educational work.” He concluded by urging his readers: “Decide now, write G.Y.
Chown, B.A., Registrar of Queen’s University, for Calendar and further information.
Make up your mind and be with us on July 7, 1919.”2 This conclusion made concrete
the abstract boundary that Oates had previously established through metaphor and
rhetorical interrogation. By enrolling at Queen’s, his readers could join a progressive,
industrious, and ambitious community of teachers investing summer vacation time in
anticipation of future returns.

The construction of symbolic boundaries between teachers who did and did not
possess higher educational credentials was part of the process of the professionalization
of teaching in Canada. Oates’s text was the first of a series of “messages from the pres-
ident” published in an annual Bulletin and distributed to thousands of teachers across
Canada by the Queen’s Summer School Association (QSSA) until 1959. Oates, like the
vast majority of subsequent QSSA presidents, was a teacher pursuing higher education
on a part-time basis to obtain either a more attractive teaching position or a leadership
role in educational administration. Almost all students at the Queen’s Summer School
were teachers. They annually elected one of their fellow teachers to serve as the presi-
dent of their student association—a voluntary role without remuneration and with no
authority at Queen’s University.

Through analyzing this unique primary data source, this article decenters the study
of power in the history of teacher education in Canada. Michel Foucault argued that
the analysis of power

should not concern itself with the regulated and legitimate forms of power in
their central locations, with the generalmechanisms throughwhich they operate,
and the continual effects of these. On the contrary, it should be concerned with

1Bulletin of the Queen’s Summer School Association (Kingston, ON: QSSA, 1919), 2–4 (hereafter cited as
Bulletin). The Bulletin is archived in Fonds F1467 (Queen’s University, Department of Extension fonds),
Queen’s University Archives, Queen’s University, Kingston, Canada. Issues of the Bulletin are bound along
with the academic calendars of Queen’s Summer School and thus are not associated with specific boxes and
files in the collection.

2Bulletin (1919), 2–4.
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power at its extremities, in its ultimate destinations, with those points where it
becomes capillary, that is, in its more regional and local forms and institutions.3

Existing histories of teacher education in Canada are typically centered on how
discourses and practices of agents of the state shaped teachers and teaching. At one
level, this makes sense. For well over a century in Canada, provincial and territo-
rial governments have regulated the qualifications required to teach in public schools
and funded vocational and postsecondary institutions to educate teachers. Theodore
Christou and colleagues have recently examined the curriculum history of Canadian
teacher education on a province-by-province and territory-by-territory basis. Their
book is comprehensive in its coverage of the history of teacher education in Canada,
and it exemplifies the strengths and limitations of state-centric approaches to historical
scholarship. Its contributors capably narrate the evolution of public policies, dominant
ideologies, regulations, legislative acts, special commissions, postsecondary institu-
tions, programs of study, and curricula.4 Studies of the history of teacher education in
Ontario likewise center attention on the discourses and practices of those who worked
for postsecondary institutions and the state.5 A focus on state and quasi-state actors is
necessary to narrate the history of teacher education, but it is not sufficient.

This article decenters the historiography of teacher education by locating teachers
themselves as active participants in evolving relations of power that characterized the
professionalization of teaching in Canada. It does so by analyzing messages, written
by teachers—serving in a voluntary role as president of a summer students’ associa-
tion whose members worked as teachers during the school year—to teachers across
Canada over a period of forty years, through the lens of sociological theory. The pur-
pose of the QSSA presidents’ messages was to encourage teachers to attend summer
school at Queen’s. The explicit content of such messages reveals substantial evolution
in the rationale provided—by teachers to other teachers—for investing one’s time and
money in pursuing further education during their summer vacation. The underly-
ing structure of such messages constituted a form of boundary work, directed both
to the presidents’ constituents (the several hundred teachers who had elected them)
and others (the several thousand teachers who read the Bulletin).6 As Oates’s message

3Michel Foucault, “Disciplinary Power and Subjection,” in Power, ed. Steven Lukes (Oxford: Basil
Blackwell, 1986), 229–42, 232.

4Theodore Michael Christou, ed., The Curriculum History of Canadian Teacher Education (New York:
Routledge, 2018).

5Nicholas Ng-A-Fook, Mark Ingram, and Tylor Burrows, “Reconciling 170 Years of Settler Curriculum
Policies: Teacher Education in Ontario,” in Christou, ed., The Curriculum History of Canadian Teacher
Education, 125–143; Julian Kitchen and Diana Petrarca, “Teacher Preparation in Ontario: A History,”
Teaching and Learning 8, no. 1 (2013/2014), 56–71; Elizabeth Smyth and Therese Hamel, “The History of
Initial Teacher Education in Canada: Quebec and Ontario,” in Handbook of Canadian Research in Initial
Teacher Education, ed. Thomas Falkenberg (eBook: Canadian Association for Teacher Education, 2015),
115–28.

6Quaylan Allen, “Campus Racial Climate, Boundary Work and the Fear and Sexualization of Black
Masculinities on a Predominantly White University,” Men and Masculinities, 25, no. 5 (2022), 655–73;
Michèle Lamont and Virág Molnár, “The Study of Boundaries in the Social Sciences,” Annual Review of
Sociology 28 (Aug. 2002), 167–95.
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demonstrated, such boundary work involved two components. First, it divided read-
ers of the Bulletin into two groups—those who either had already attended or would
subsequently attend Queen’s Summer School, and those who had not and would not
do so. Through their messages, QSSA presidents constructed an imagined community
of past, present, and future summer school students, and encouraged other readers of
the Bulletin to join that community.7 Rhetorically, this was achieved by encouraging a
“you” (the reader) to join “us” (Queen’s Summer School students) at Kingston. Here,
the boundary between “us” and “them”was the administrative status of having enrolled
as a student in the summer school, and a primary function of such boundary work was
to build a sense of community among students and prospective students.

The second component of boundary work in which QSSA presidents engaged
involved rhetorically differentiating “us” from “them” according to normative criteria
that represented evolving distinctions between more and less “professional” educators.
The contours of this symbolic boundary shifted along with the evolution of broader
educational discourses and political-economic developments.8 In the 1920s, QSSA
presidents’ messages focused on educators’ commitment to social progress and the
professionalization of teaching.9 In the 1930s, their messages centered on educators’
commitment to career development and personal growth.10 In the 1940s and 1950s,
QSSA presidents’ missives revolved around educators’ discerning tastes in how to
spend their summer holidays.11 This article interprets the evolving content of sym-
bolic boundaries constructed by QSSA presidents, and explains shifts in such content
through reference to key political-economic and institutional developments.

The construction of such symbolic boundaries was part of the process of the profes-
sionalization of teaching in Canada. Here, by “professionalization,” I am not referring
to the promotion of knowledge, skills, and dispositions that would enable teachers
to facilitate the learning of schoolchildren more effectively; rather, I am referring to

7For a discussion of the concept of imagined communities, see Benedict Anderson, Imagined
Communities: Reflections on the Origin and Spread of Nationalism, rev. ed. (London: Verso, 1983/2006).

8See Anthony P. Cohen, The Symbolic Construction of Community (London: Routledge, 1985), for an
account, based on comparative ethnographic studies, of how the boundaries of “community” may persist
despite substantial change to the symbolic content used to mark those boundaries.

9For discussion of discourses of progress that were prominent in this era in Ontario education, see
Theodore Michael Christou, Progressive Education: Revisioning and Reframing Ontario’s Public Schools,
1919-1942 (Toronto: University of Toronto Press, 2017); Patrice Milewski, “The Scientisation of Schooling
in Ontario, 1910-1934,” Paedagogica Historica 46, no. 3 (2010), 341–55.

10For accounts of the impact of the Depression on schooling in Ontario, see Christou, Progressive
Education; and Robert M. Stamp, The Schools of Ontario, 1876-1976 (Toronto: University of Toronto Press,
1982). For an account of the popularity of discourses of efficiency in Ontario education in the 1930s,
see Theodore Christou, “‘Schools Are No Longer Merely Educational Institutions’: The Rhetoric of Social
Efficiency in Ontario Education, 1931-1935,” History of Education 42, no. 5 (2013), 566–77.

11For an account of the evolution of the socio-cultural role of vacations in North America, see Cindy S.
Aron,Working at Play: A History of Vacations in the United States (NewYork: OxfordUniversity Press, 1999).
For an account of the importance of extracurricular activities to the middle-class cultural norms that had
been established by Canadian university students in the 1930s, see Paul Axelrod, Making a Middle Class:
Student Life in English Canada during the Thirties (Montreal and Kingston: McGill-Queen’s University Press,
1990).
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processes of social closure and credentialism.12 Frank Parkin defined professionaliza-
tion as “a strategy designed, amongst other things, to limit and control the supply of
entrants to an occupation in order to safeguard or enhance its market value.”13 This
understanding of professionalization does not imply thatmore rigorous teacher educa-
tion programs or more demanding certification standards for teachers were irrelevant
to the quality of instruction in public schools. What it does is draw attention to the
complex networks of power relations that were integral to the evolution of teacher edu-
cation, and it draws attention to the importance of a decentered approach to studying
the history of teacher education—since teachers themselves were active participants in
such power relations.

Locating teachers as agents in the evolution of teacher education contributes impor-
tantly to historical scholarship about the professionalization of teaching in Canada.
Existing scholarship has carefully documented quantitative changes to teachers’ qual-
ifications and salaries over time,14 and it has analyzed the role of state agents in setting
the parameters for teaching.15 However, the role of teachers themselves in the history
of professionalization has been neglected. There are celebratory histories of the role of
teachers in professional associations in Ontario,16 and there are diverse studies of how
female teachers resisted patriarchal forms of marginalization.17 However, I could find
no studies that analyzed the role of teachers themselves in constructing or reproducing

12Frank Parkin, Marxism and Class Theory: A Bourgeois Critique (New York: Columbia University Press,
1979). Parkin defined social closure as “the process by which social collectivities seek to maximize rewards
by restricting access to resources and opportunities to a limited circle of eligibles” (p. 44.) He defined cre-
dentialism as a “set of closure practices” involving “the inflated use of educational certificates as a means of
monitoring entry to key positions in the division of labour” (p. 54).

13Parkin, Marxism and Class Theory, 54.
14Patrick Harrigan, “The Development of a Corps of Public School Teachers in Canada, 1870-1980,”

History of Education Quarterly 32, no. 4 (Winter 1992), 483–521; Robert Gidney and W. P. J. Millar, How
Schools Worked: Public Education in English Canada, 1900-1940 (Montreal and Kingston: McGill-Queen’s
University Press, 2012); Robert Gidney and W. P. J. Millar, “The Salaries of Teachers in English Canada,
1900-1940: A Reappraisal,” Historical Studies in Education 22, no. 1 (Spring 2010), 1–38; David Stager,
Elementary and Secondary School Teachers’ Salaries in Ontario, 1900 to 1975 (Toronto: Commission on
Declining School Enrolments in Ontario, 1978).

15George Tomkins, A Common Countenance: Stability and Change in the Canadian Curriculum
(Scarborough, ON: Prentice-Hall, 1986); Paul Axelrod, The Promise of Schooling: Education in Canada,
1800-1914 (Toronto: University of Toronto Press, 1997); BruceCurtis,Building the Educational State: Canada
West, 1836-1871 (London, ON: Althouse, 1988); Bruce Curtis, True Government by Choice Men? Inspection,
Education, and State Formation in Canada West (Toronto: University of Toronto Press, 1992); Harry
Smaller, “TheTeacherDisempowermentDebate: Historical Reflections on ‘Slender Autonomy,”’ Paedagogica
Historica 51, nos. 1–2 (2015), 136–51.

16Robert Hopkins, The Long March: History of the Ontario Public School Men Teachers’ Federation
(Toronto: Baxter, 1969); Steve G. B. Robinson, Do Not Erase: The Story of the Ontario Secondary Schools
Teachers’ Federation (Toronto: OSSTF, 1971); Patricia Anne Staton and Beth Light, Speak with Their Own
Voices: A Documentary History of the Federation of Women Teachers’ Associations of Ontario and the Women
Elementary Public School Teachers of Ontario (Toronto: FWTAO, 1987).

17Sheila L. Cavanagh, “The Gender of Professionalism and Occupational Closure: The Management
of Tenure-Related Disputes by the ‘Federation of Women Teachers’ Associations of Ontario’ 1918-1949,”
Gender and Education 15, no. 1 (2003), 39–57; Mary Kinnear, In Subordination: Professional Women,
1870-1970 (Montreal andKingston:McGill-Queen’s University Press, 1995); Alison Prentice andMarjorie R.
Theobald, ed., Women Who Taught: Perspectives on the History of Women and Teaching (Toronto: University
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power relations in the history of teacher education and professionalization in Canada.
This is amajor gap in existing scholarship, because professionalization involves cultural
as well as material processes. Professionalization is not limited to material changes
such as enacting policies, constructing credentials, regulating access to labor market
opportunities, and organizing associations. Professionalization also means construct-
ing new symbolic boundaries throughwhich people understand themselves and others
as being somehow alike or different. Professions have symbolic as well as material ref-
erents. To understand professionalization requires the interpretation of culture along
with the explanation of institutions and structures. My contribution to the historiogra-
phy of the professionalization of teaching is to analyze the role of teachers themselves
in constructing new systems of cultural meaning. I advance the historical study of the
professionalization of teaching by examining the boundary work of teachers enrolled
in what was a preeminent institution of teacher education in Canada. I decenter the
analysis of power in the history of education by studying the engagement of teachers
themselves in the construction of symbolic boundaries of professional status.

Context: Teachers in Ontario in the Early 1900s
To help readers from outside Canada understand the context of my analysis, I will
first summarize key indicators of status distinctions—rooted in grade level of instruc-
tion and gender—among teachers in the province of Ontario. In 1910, the mean salary
earned by secondary school teachers in Ontario was 130 percent higher than the mean
salary earned by primary school teachers.18 Primary and secondary school teachers
were required to meet different certification requirements and attend different train-
ing institutions.19 Secondary school teachers were expected to take an eight-month
program of study that was delivered by theOntarioNormal College from 1897 through
1906, by faculties of education at the University of Toronto or Queen’s University from
1907 through 1920, and by the Ontario College of Education after 1920. Candidates
seeking admission to such programs “had to possess senior leaving standing or a degree
in Arts.”20 In contrast, primary school teachers could obtain term-limited certificates
by spending fourteen weeks at one of fifteen provincial model schools, and could
obtain permanent certificates by completing a ten-month program at one of seven nor-
mal schools. Admission to a model or normal school did not require postsecondary
education.

Substantial differences in salaries, certification requirements, and training charac-
terized primary and secondary teaching in Ontario through much of the twentieth
century. Figure 1 shows that the wage gap between secondary and primary school

of Toronto Press, 1991); Rebecca Priegert Coulter andHelen J.Harper, eds.,History isHers:WomenEducators
in Twentieth Century Ontario (Calgary: Detselig, 2005).

18David Stager, Elementary and Secondary School Teachers’ Salaries in Ontario, 1900 to 1975 (Toronto:
Commission on Declining School Enrolments in Ontario, 1978), 17.

19Albert Fiorino,Teacher Education inOntario: AHistory, 1843-1976 (Toronto: Commission onDeclining
School Enrollments in Ontario, 1978). L. J. Dupuis, A History of Elementary Teacher Training in Ontario
(unpublished MA thesis, University of Ottawa, 1952).

20Fiorino, Teacher Education in Ontario, 45.
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Figure 1. Salary premiums obtained by teachers, Ontario, 1914-1955.
Source: Data is based on statistics in Stager, Elementary and Secondary School Teachers’ Salaries in Ontario, 1900 to
1975, 17, table 5.

teachers in Ontario declined over time but remained substantial through the 1950s.21
Throughout these decades, the institutions providing training to primary and sec-
ondary teachers remained separate.22 Prospective secondary school teachers attended
the Ontario College of Education (after 1920) while prospective primary school
teachers attended a normal school (model schools were discontinued in 1926).

Educational requirements for certification as a primary school teacher were raised
in 1927 and 1935 (at which time a First-Class Certificate required the completion of
the equivalent of one year of university work), but were subsequently relaxed as a result
of teacher shortages created by wartime conditions and a postwar boom in school
enrollments. In short, stark differences existed—in salaries, certification requirements,
and training—between the material experience of primary and secondary teachers in
Ontario. Teachers themselves would have been aware of these differences, an awareness
that would have likely rendered them receptive to messages such as those conveyed by
Oates and subsequent QSSA presidents.

Gender was a fundamental component of these stark differences. Between 1910
and 1960, the number of full-time teachers employed by public elementary and sec-
ondary schools inOntario increased from12,016 to 49,292, and the proportion of those

21Note that Figure 1 uses data from every third year and is based on statistics from Stager.The “Secondary
Teachers’ Premium” is calculated by dividing the difference between the mean salary received by primary
and secondary school teachers by the mean salary of primary school teachers. The “Male Primary School
Teachers’ Premium” is calculated by dividing the difference between the mean salary received by female and
male primary school teachers by the mean salary of female primary school teachers.

22Fiorino, Teacher Education in Ontario.
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teachers who were female declined from 82 percent to 67 percent.23 Throughout these
decades, the vast majority of secondary teachers were men and most primary teach-
ers were women. The increase in the proportion of male teachers over time reflected
the fact that the number of secondary teachers grew to become a higher proportion
of all teachers.24 Given the gendered nature of the teaching corps, the salary pre-
mium earned by secondary teachers versus primary teachers was one enjoyed mainly
by men. Further, as Figure 1 also shows, among primary school teachers in Ontario,
male teachers consistently earned higher salaries, on average, than did female teach-
ers. Finally, male and female teachers had substantially different levels of educational
attainment. For Canada as a whole, from 1938 to 1960 the proportion of female teach-
ers with a university degree remained stable at about 11 percent, while the proportion
of male teachers with a university degree increased from about 30 percent to about 42
percent.25 Status distinctions—between secondary and primary school teachers, and
between male and female teachers—were reflected in teachers’ professional associa-
tions. There were three major associations in Ontario during these decades: one for
women teachers, one for secondary school teachers, and one for male primary school
teachers.26

Note that while the focus of this article is on the social history of teacher education
in Canada, its observations are pertinent for other places. Notably, there are parallels
between Canada and the US concerning the history of teacher education and profes-
sionalization.27 In her 2015 presidential address to the History of Education Society,
Christine Ogren argued, “Exploring the history of teachers’ ‘summers off ’ will enhance
historical understanding of the teaching profession.”28 Ogren’s analysis of the profes-
sional development and cultural enrichmentwork undertaken byAmerican teachers in
the summer months relates directly to the focus of this article. She observes that schol-
ars of sociology and education “say curiously little about the role of summer vacation
in shaping teachers’ liminal social-class position,” and argues that “the three summer

23Statistics Canada, Historical Compendium of Educational Statistics from Confederation to 1975 (Ottawa,
Ministry of Industry, Trade, and Commerce, 1978), 156.

24In 1915, there were 11,850 elementary teachers and 1,258 secondary teachers in Ontario. In 1959, there
were 35,241 elementary teachers and 10,464 secondary teachers in Ontario. Thus, the proportion of teachers
working at the elementary level dropped from 90 percent in 1915 to 77 percent in 1959. Sources: Canada,
Dominion Bureau of Statistics, The Canada Year Book, 1919 (Ottawa: Minister of Trade and Commerce,
1920), 133, 138, and 139;OntarioDepartment of Education,Report of theMinister, 1959 (Toronto: Legislative
Assembly of Ontario, 1960), S-18 and S-19.

25Harrigan, “Development of a Corps of Public School Teachers in Canada, 1870-1980,” 499.
26See Hopkins, The Long March; Robinson, Do Not Erase; and Staton and Light, Speak with Their Own

Voices.
27For overviews of teacher education and professionalization in the US, see James Fraser, Preparing

America’s Teachers: A History (New York: Teachers College Press, 2007); Donald Warren, ed., American
Teachers: Histories of a Profession at Work (New York: Macmillan, 1989). For a narrative specific to the sum-
mer months, see Kenneth Gold, School’s In: The History of Summer Education and American Public Schools
(New York: Peter Lang, 2002); Christine A. Ogren, “Revitalising Teachers’ Bodies: Prescriptions for Rest and
Teachers’ Summer Activities in the United States, 1880s-1930s,” Paedagogica Historica 54, no. 1-2 (2018),
154–68.

28Christine A. Ogren, “Out-of-Class Project: American Teachers’ Summertime Activities, 1880s-1930s,”
History of Education Quarterly 56, no. 1 (Feb. 2016), 8–35, 35.
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months were crucial to establishing the disjuncture between teachers’ economic sta-
tus and social standing.”29 Just as in the US, teachers in Canada over much of the
early twentieth century tended to have modest salaries despite relatively high levels
of cultural capital.30

Context: Queen’s University, Teacher Education, and Summer School
Queen’s is one of the oldest universities in Canada. It was established in 1841 through
a royal charter issued by Queen Victoria, and until 1912 it was governed by the
Presbyterian Church.31 Overall enrollments at Queen’s grew from under five hundred
in 1893 to over five thousand in 1960. To the early history of teacher education in
Canada, Queen’s made two distinctive contributions. First, from 1907 through 1920,
it had a Faculty of Education that delivered a professional training program for sec-
ondary school teachers. This initiative had relatively modest impact in terms of the
number of teachers trained. Over the thirteen academic years in which Queen’s pro-
vided instruction through the Faculty of Education, an average of fifty-one students
per year enrolled. Second, from the early 1890s through the 1970s, in-service teachers
from across Canada took BA courses from the Queen’s extramural service.32 Between
1893 and 1960, an annual average of 676 people enrolled extramurally in BA courses
from Queen’s, and roughly 80 percent of those people were teachers.33 Therefore, one
can estimate that Queen’s provided extramural education to an average of over five
hundred in-service teachers per year between 1893 and 1960.

Beginning in 1910, an on-campus summer school in Kingston became an inte-
gral part of the BA program at Queen’s—largely by serving extramural students who

29Ogren, “Out-of-Class Project,” 9 and 34.
30Gidney and Millar, “Salaries of Teachers in English Canada, 1900-1940.”
31For institutional histories of Queen’s University during the period covered by this article, see Hilda

Neatby, Queen’s University, vol. 1, 1841-1917: To Strive, to Seek, to Find, and Not to Yield (Montreal: McGill-
Queen’s University Press, 1978); and Frederick Gibson,Queen’s University, vol. 2, 1917-1961: To Serve and yet
Be Free (Montreal: McGill-Queen’s University Press, 1983). For context regarding the history of Queen’s and
other early Ontario universities, see A. B. McKillop, Matters of Mind: The University in Ontario, 1791-1951
(Toronto: University of Toronto Press, 1994).

32Note that an “extramural service”would nowadays be labeled a distance education or off-campus service.
Provisions for extramural instruction allowed students to complete academic courses and write examina-
tions without attending lectures on the university campus. For details regarding the establishment and early
history of the Queen’s extramural program and summer school, see Edward Dunlop, The Development of
Extension Education at Queen’s University 1889-1945 (unpublished PhD thesis, University of Toronto, 1981).

33Note that Queen’s only provided detailed estimates of the occupational status of extramural students in
the 1920s and 1930s. In those years, the proportion of extramural enrollees working as teachers ranged
from 72 percent in 1932-1933 (during the Depression) to 84 percent in 1926-1927. In most years, the
proportion reported was very close to 80 percent. Data are from A. H. Carr, “Report of Department of
Extension,” in the Principal’s Report for 1926-27 (Kingston: Queen’s University, 1927), 88; A. W. Currie,
“Report of the Department of Extension,” in the Principal’s Report for 1932-33 (Kingston: Queen’s University,
1933), 35. In 1951-1952, the annual report simply stated, “A very large percentage of our students are
teachers.” From Kathleen L. Healey, “Report of the Department of Extension,” in the Principal’s Report for
1951-52 (Kingston: Queen’s University, 1927), 43. Note that the annual reports from the principal of Queen’s
University from 1894 through 1978 are available through the website of Queen’s University Archives: https://
archives.queensu.ca/collections/university-records/principals-reports.
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could satisfy their residency requirement by attending four summer sessions.34 It is the
students at this summer school—the vast majority of whomwere in-service teachers—
who are the focus of this article. Given my analytical focus on the construction of
boundaries of professional status and given well-documented relationships between
gender and the history of teacher professionalization, some notes about the gender
composition of the summer school student body and the sorts of positions sought by
summer school graduates help contextualize the subsequent narrative.

The gender composition of the student body at Queen’s Summer School was
reported from 1920 through 1941 and again from 1953 through 1960. During these
thirty years, a total of 12,810 students enrolled (an average of 427 per year). Of these
students, 5,943 (46 percent) were female.Women constituted a lower proportion of the
summer school student body (between 41 percent and 44 percent) during most years
in the 1930s, but otherwise enrollment in the summer school was characterized by
gender parity.35 This was not the case when it came to the numbers of men and women
serving in executive positions with the QSSA, which was established in 1914, open to
all enrolled students, and focused on promoting the summer school and organizing
extracurricular activities. Each summer, members of the QSSA held a general meet-
ing and elected an executive committee: president, vice president, secretary-treasurer,
social convenor, music convenor, and athletic convenor. Before 1941, QSSA execu-
tive positions were dominated by men. In those years, just one QSSA president, and
12 percent of the convenors, were women. In contrast, from 1941 through 1959, eight
women served as QSSA president, and women filled 52 percent of convenor roles.36

Insight into the shifting representation of men and women on the QSSA execu-
tive is provided by assessing the evolution of the types of professional positions to
which summer school participants aspired. In the 1910s and 1920s, participants at
Queen’s Summer School aspired to obtain either leadership positions (e.g., public
school inspector or secondary school principal) or teaching roles in prestigious schools
(such as urban high schools, collegiate institutes, normal schools, and postsecondary
institutions). In both 1917 and 1919, the Bulletin profiled positions obtained by peo-
ple having attended summer school at Queen’s. Those profiled included three public

34Regulations regarding the role of summer school in enabling extramural students to satisfy the residency
requirement for completing a BA were explained in the academic calendar published each year by Queen’s
University. The text of this regulation in 1920 read, “Extra-mural students who attend four full sessions of
the Summer School and take classes in four different departments are considered to have satisfied the one
year’s minimum residence requirement.” Queen’s University, Announcement of the Summer School in Arts
(Kingston, ON: Queen’s University, 1920), 4.

35Data are from the annual Principal’s Report (https://archives.queensu.ca/collections/university-records/
principals-reports), with years and page numbers as follows: 1919–20, 44; 1920–21, 30; 1921–22, 27;
1922–23, 24; 1923–24, 33; 1924–25: 45; 1925–26, 43; 1926–27, 42; 1927–28, 40; 1928–29, 38; 1929–30, 46;
1930–31, 37; 1931–32, 44; 1932–33, 32; 1933–34, 34; 1934–35, 27; 1935–36, 39; 1936–37, 41; 1937–38, 51;
1938–39, 57; 1939–40, 51; 1940–41, 44; 1941–42, 39; 1942–43, 43; 1943–44, 39; 1954–55, 119; 1955–56, 125;
1956–57, 133; 1957–58, 144; 1958–59, 139; 1959–60, 139; and 1960–61, 156.

36Data regarding the gender composition of the QSSA executive are derived from the Bulletin, with years
and page numbers as follows: 1915, 2; 1917, 2; 1918, 2; 1919, 2; 1920, 2; 1922, 3; 1924, 3; 1925, 3; 1926, 3;
1929, 3; 1930, 5; 1931, 1; 1932, 6; 1933, 2; 1934, 1; 1935, 1; 1936, 1; 1937, 1; 1938,1; 1939, 1; 1940, 1; 1941, 1;
1942, 1; 1943, 1; 1944, 2; 1945, 1; 1946, 1; 1947, 1; 1948, 2; 1949, 2; 1950, 2; 1951, 2; 1952, 2; 1953, 2; 1955, 2;
1956, 2; 1957, 1; 1958, 1; and 1959, 1.
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school inspectors, two principals at model schools, seven high school principals, five
teachers at collegiate institutes, three teachers at urban high schools, and five teachers
at postsecondary colleges.37 Throughout the 1920s, theBulletin regularly contained tes-
timonials from people in coveted positions who attributed their success to Queen’s.38
In 1931, Gordon Duffin, the QSSA secretary-treasurer, boasted that despite the exis-
tence of four universities in Ontario, “60 percent of the Public School Inspectors in the
province are Queen’s graduates.”39

In the 1910s and 1920s, participants at Queen’s Summer School typically aspired
to become secondary school teachers or educational administrators. This changed in
the 1930s, reflecting the increasing educational requirements, noted above, for cer-
tification as a primary school teacher. In 1936, William MacClement—the director
of the Summer School from its inception until his death in 1938—informed readers
of the Bulletin that a “permanent teaching certificate” could now be obtained by in-
service elementary school teachers through work at Queen’s Summer School: “Having
an interim First Class Certificate, with satisfactory reports of teaching experience, a
teacher may apply for a permanent certificate when he has added a University course
of five classes.” MacClement explained that teachers who did not desire a degree would
be allowed to register for courses bearing credit to their permanent teaching certificate
even if they did notmeet the full entry requirements for the BAprogram.40 Throughout
the 1940s and 1950s, Queen’s administrators regularly wrote in the Bulletin, explaining
to in-service teachers how they could meet various certification requirements through
completing courses at summer school.41

After the mid-1930s, some participants at Queen’s Summer School continued to
aspire to become secondary school teachers or educational administrators, but others
aspired to obtain an array of professional certificates, some of which did not require
the completion of a BA. The evolving professional aspirations of summer school stu-
dents were reflected in the way the Bulletin profiled graduates. Rather than profiling
distinguished—and typically male—graduates, as was the case in the 1910s and 1920s,
the Bulletin in the 1930s and 1940s contained long lists of those who had recently grad-
uated with a BA after having completed all ormost of their courses through extramural
and summer work.42 In the 1950s, such lists were replaced with group photographs of
recent graduates—many of whom were women. In short, boundaries of professional
status became more complex over the history of the Queen’s Summer School. Initially,
professional status was restricted to those holding positions of authority as educational

37Bulletin, 1917, 11; Bulletin, 1919, 16.
38In 1922 the Bulletin contained testimonials from four public school inspectors (pp. 21 and 22); in 1924

the Bulletin contained a testimonial from a principal (p. 41); in 1925 the Bulletin contained testimonials from
three principals and one superintendent (pp. 27, 34, and 43); in 1926 the Bulletin contained a testimonial
from a principal (p. 25).

39Bulletin, 1931, 13.
40Bulletin, 1936, 4.
41See the following years and page numbers of the Bulletin for examples: 1940, 20; 1944, 14; 1950, 12; and

1958, 3.
42For example, in 1941 there were thirty-three men and eleven women who graduated from Queen’s with

a BA degree after having completed all requirements through extramural and summer session work. See
Bulletin, 1942, 20.
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administrators or teaching positions in secondary schools. In the 1940s and 1950s, such
status boundaries became more complex as the educational attainment of elementary
school teachers increased.

The QSSA Bulletin and Its Presidential Messages
In October 1915, the QSSA published its first Bulletin, positioning it as an “offi-
cial organ” and as “an advertising medium” through which the association would
encourage “teachers and others” to attend summer school.43 The 1915 Bulletin was a
sixteen-page booklet that identified QSSA executive committee members, listed for-
mal regulations and conditions associated with attendance at Queen’s Summer School,
and employed various strategies to encourage potential students to enroll. Such strate-
gies included: photographs and narrative descriptions of botanical and mineralogical
excursions held in 1915; descriptions of career advancement achieved in the field of
education by Queen’s graduates; lists of students having passed courses at Summer
School 1915; a description of the educational and leisure-time advantages of summer-
time in Kingston; and encouraging advice regarding the feasibility of completing a BA
through extramural and summer work. The QSSA distributed five thousand copies of
the Bulletin in October 1915 and February 1916 to teachers across Canada, encourag-
ing them to enroll in the 1916 Queen’s Summer School.44 After its first year, the QSSA
published the Bulletin annually in February or March.

Beginning in 1919, each Bulletin contained a “message” from the QSSA president.45
Of the forty-one presidents who served between 1919 and 1959, twenty-six (63 per-
cent) resided in Ontario while nine resided in Quebec, and two resided in each of
Saskatchewan, Alberta, and British Columbia.The fact that theBulletin publishedmes-
sages fromQSSA presidents for a period of forty years provides unique insight into the
evolution of the ways that teachers communicated to other teachers about pursuing
higher education. Messages from QSSA presidents were carefully crafted and served
two functions. Explicitly, they were centerpieces in annual publications designed to
promote the enrollment of teachers from across Canada in Queen’s Summer School.
Implicitly, they performed boundary work—symbolically distinguishing more and
less professional teachers. By analyzing the evolution of QSSA presidential messages,
one learns something about how teachers promoted higher education to other teach-
ers and about how teachers themselves contributed to the construction of status
boundaries between teachers—boundaries that evolved in concert with processes of
professionalization.

Since the purpose of the Bulletin was to encourage people to enroll at Queen’s,
it is no surprise that virtually all messages from QSSA presidents mentioned one or
more characteristics of Queen’s that would distinguish it as an excellent place to study.
Friendliness was prominent among these characteristics. Nearly one-third of QSSA

43Bulletin, 1915, 2–3.
44Bulletin, 1918, 2.
45Copies ofBulletins for five years (1921, 1923, 1927, 1928, and 1954) are not available through theQueen’s

University Archives. This means that there are thirty-six messages from QSSA presidents included in this
analysis. Those messages had an average length of 360 words.
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presidentsmentioned the friendly atmosphere ofQueen’s, with several calling the insti-
tution “the friendly university” or “the friendliest campus.”46 A similar proportion of
QSSA presidents mentioned features relating to the quality of academic programs—
variety of courses offered, excellence of instructors, and attention paid to the interests
of individual students. The strong reputation of Queen’s was also prominent in mes-
sages from QSSA presidents, roughly half of whom claimed that the Summer School
attracted large numbers of students from across Canada and beyond. Numerous pres-
idents also highlighted non-academic advantages of Queen’s, such as the beauty of the
campus, the attractiveness of Kingston, and the high quality of recreational facilities.

While claims regarding the advantages of studying at Queen’s were nearly
ubiquitous—and would be expected from people writing for a publication dedicated
to attracting students to enroll there—other aspects of presidents’ messages changed
systematically over time. Throughout the 1920s, QSSA presidents regularly positioned
attendance at the Summer School as a means of promoting progress in society and
strengthening the foundations of the teaching profession in Canada. After 1930, refer-
ences to progress and professionalization virtually disappeared, apart from references
made, in the context of World War II, to education as a means of protecting democ-
racy. In the 1930s, two claimsweremost prominent inmessages fromQSSApresidents:
that attending summer school would lead to career and financial benefits; and that
attending summer school was an avenue for personal growth and development. By the
1940s, claims about careers and personal growth became more subtle, and messages
from QSSA presidents focused primarily on the claim that coming to Queen’s was an
enjoyable and profitable way to spend one’s vacation. I now examine how, and why,
such messages changed so dramatically over a relatively short period.

Progress and Professionalization
Messages from the QSSA president began in 1919 with Oates’s missionary zeal, and for
a decade successive presidents encouraged teachers across Canada to attend Queen’s
Summer School for the betterment of society and the strengthening of the teaching
profession. In 1922 and 1924, QSSA presidents argued that progress in society was
integrally linked to the professionalization of teaching. Mr. P. H. Sheffield of Nelson,
British Columbia, claimed:

The startling discoveries of science, the complex structure ofmodern society, and
rapidly changing social conditions are ever tending to usher in the new educa-
tion. The new age is constantly demanding the new school, and the new school
requires the new schoolmaster. Not only the teacher in training, but also the
teacher already employedmust invest new capital to keep abreast of the changing
demands of Education.47

46QSSA presidents calling Queen’s “the friendly university” included Walter Lavender in 1945 (p. 4),
Dorothy Taylor in 1947 (p. 2), and Angus MacMillan in 1952 (p. 5). Presidents claiming that Queen’s was
“the friendliest campus” included Don Kenwell in 1955 (p. 3) and Wayne Tomkins in 1956 (p. 3).

47Bulletin, 1924, 9.
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Mr. W. J. Brown of Toronto argued that attendance at Queen’s Summer School was
a means for teachers in Canada to strengthen their collective status vis-à-vis other
professions:

[Teachers] realize as never before that any occupation which rests on its oars
of past achievements is doomed to retrogression and oblivion. They realize that
other professions aremaking great strides of progress and less and Iess is homage
being paid to teachers as outstanding leaders of thought. The teacher-students at
Queen’s Summer School are determined that the status of the teacher shall be
inferior to none in intellectual accomplishments and developments. Hence, they
gather in the summer at Queen’s to advance their academic standing.48

Sheffield highlighted the trajectory of the medical profession to encourage teach-
ers to pursue further education: “Two or three generations ago, it is true, any one
who had a few boxes of pills and a couple of thick books could set up as a doctor,
but changing times have brought ever increasing periods of training for the medical
student, and the doctors themselves, as well as society, have reaped the benefit.” He
argued, “A profession, it has been said, is an occupation which one enters after a long
period of preparation. If one were to judge the teachers of Canada by such a standard,
then for many of us teaching is still only a job.”49 Brown added that individual teachers
would benefit from investing in credentials: “Slowly, but surely, Boards of Education are
beginning to recognize the consequent superior qualities and attainments by rewards
of higher salaries and promotions to positions of educational control.”50

In 1925, Mr. Orvill Ault from Ottawa wrote that world leaders were working to
construct a “new era” in which the “stage of national moral development” would be
called “modern” rather than “primitive.”51 Ault wrote that Canadians

are faced with the task of instilling this spirit of “modernism” in the minds of
those of the new generation who are to be the world leaders of tomorrow. One
of the watchwords of our new philosophy, then, must be Progress. Needless to
say the most effective medium through which this lesson of progress may be
imparted is the great teacher body that comes daily in contact with the leaders
in the making. Here by precept and example can the teacher do his duty.52

Here, with rhetorical flair, Ault argued that “doing one’s duty” as a teacher meant
improving one’s credentials: “If you are already … seeking academic advancement,
acquiring for yourself greater professional qualifications, you are answering the nation’s
call as truly in the new era as our soldiers did at the close of the old.” To convince read-
ers of the wisdom of enrolling in summer school, Ault argued that “doing one’s duty”
would lead to personal benefits:

48Bulletin, 1922, 6.
49Bulletin, 1924, 9.
50Bulletin, 1922, 6.
51Bulletin, 1925, 9.
52Bulletin, 1925, 9–10.
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And were advancement not thought of in the sense of a patriotic duty or as
an example to others, is it not most profitable that we invest our time, money,
and study in our own further education, even if it be from a selfish standpoint?
Conscientious effort always brings reward.Hundreds of graduates are nowwork-
ing inmore influential spheres as a result of their investment in Queen’s Summer
School and Extension Courses… . For advancement and for greater usefulness,
we invite you into the ranks of Queen’s Summer School students.53

Here, one sees a proselytizingmessage—enlisting others as servants of progress and
professionalization—joined with a message entreating teachers to consider their own
interests and invest in further education to advance their careers.

The following year, Mr. J. Lewis Challinor of Chatham made a parallel argument—
that social progress and personal gain would result from teachers investing in pro-
fessional qualifications—through mobilizing a vocabulary of community service. He
began his presidential message by claiming that “in the realm of business and profes-
sional life a new era is dawning. There is an inclination to abandon the self-centered
interests which have animated so many in the past. Men are beginning to think and act
in the terms of ‘Community Service.”’54 Challinor argued:

The teacher is essentially a servant of the community.There is no onewho should
be filled with the spirit of “Community Service” more than the teacher. To him
is entrusted the task of providing for the child’s development, mentally, physi-
cally and—in the present age when many feel that the home is not functioning
properly—even morally. It is a great undertaking to train the future men and
women, who will guide the destiny of a nation. To do it properly is to perform
a service of the highest degree. To be most efficient in accomplishing this task
ought to be the goal towards which every teacher should strive.55

Challinor argued that the “logical way for a teacher to seek the highest degree of effi-
ciency is to raise the standards of his qualifications, academically and professionally,”
and he urged teachers to take advantage of extramural and summer school programs
provided by Canadian universities: “The aggressive teachers will advance in their pro-
fession by drinking from the fountain of knowledge and thereby becomemore valuable
as servants of the community.” AsAult had argued a year earlier, Challinor claimed that
personal gainwould accompany efforts to serve society.Hewrote, “He profitsmostwho
serves best,” and he concluded his message:

To the teachers who are inspired with the spirit of “Community Service” and are
striving towards the acme of efficiency, Queen’s can be of invaluable assistance.
The teachers who become efficient and possess the highest qualifications, need
not fear the over-crowding of the profession. There is always room at the top of
the ladder. Queen’s will help you to get there. Join the ranks of Queen’s Summer

53Bulletin, 1925, 10.
54Bulletin, 1926, 8.
55Bulletin, 1926, 8–9.
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School students and you will be performing a duty you owe to your community,
your profession and yourself.56

In the first decade of the Bulletin, QSSA presidents regularly made claims relat-
ing to progress and professionalization. Oates, Brown, Sheffield, Ault, and Challinor
displayed missionary zeal in their messages. They encouraged teachers to enroll in
Queen’s Summer School through narratives of progress and professionalization, and
through claiming that career advancement would accompany one’s service to society
and profession.

In the 1920s, presidents of the QSSA consistently claimed that students at the
Queen’s Summer School constituted a community of ambitious and industrious teach-
ers, committed to progress in society and the professionalization of teaching. To readers
who were already members of that community, such claims helped define the identity
of the QSSA community in terms beyond the straightforward collective status of hav-
ing enrolled in summer school. To readers who had not yet become members of that
community, such claims defined a symbolic boundary and expressed an invitation.The
content of the boundary was that members of the QSSA community possessed ambi-
tion, industriousness, and a commitment to social progress and the professionalization
of teaching. The invitation was sometimes explicit, as when both Ault and Challinor
invited readers to “join the ranks.”57 The invitation was sometimes implicit, as when
Brown wrote: “Fellow teachers of Canada, can we afford to put off from year to year
what is a clear-cut demand on us to keep abreast of the other walks of life? … Let us
rather meet the call NOW—in 1922—and, by filling in our application for a Queen’s
Summer School Arts or Commerce Course, embark on an undertaking which, when
completed, will be valued as our greatest life achievement.”58

Such boundary work had a gender subtext. All the QSSA presidents in these years
were men. The key themes of these years reflected hegemonically masculine concerns:
ambition, industriousness, progress, and professional status.While the presidents used
gender-neutral language in their messages, other components of the Bulletin—such as
the testimonials frequently printed in these years from male QSSA graduates working
as school inspectors and principals—hinted that QSSA presidents shared the gen-
der assumptions explicitly stated by Director MacClement in 1928: “Although in the
teaching profession in Canada women far exceed men in numbers, still, as would be
expected, the men in greater numbers consider it advisable to seek higher academic
qualification.”59

Career Advancement and Personal Development
The year 1929 was an inflection point in terms of the QSSA presidents’ messages to the
Bulletin. While five out of six surviving presidential messages published before 1929
positioned attendance at Queen’s Summer School in terms of contributing to collective

56Bulletin, 1926, 9.
57For Ault, Bulletin, 1925, 10. For Challinor, Bulletin, 1926, 9.
58Bulletin, 1922, 7–8.
59William MacClement, “Report of the Summer School,” in the Principal’s Report for 1927-28 (Kingston:

Queen’s University, 1928), 40.
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movements, subsequent messages were rooted in appeals to the individual self-interest
of teachers. Such appeals initially focused on career advancement and financial gain,
then later focused on personal growth and self-development.

In 1929, Mr. R. D. Webb of Calgary, Alberta, encouraged readers to focus on
self-interest with a message provocatively entitled “Think It Over.”60 Webb began by
estimating that just 6 percent of the tens of thousands of teachers in Canada were col-
lege graduates. He then stated, “Let us contrast the position of the 6% with that of the
94%.” Regarding the relatively privileged, Webb claimed, “Those with degrees occupy
positions in the city and town High Schools, or are principals of the big city Public
Schools. From this class inspectors, Normal School instructors, and other adminis-
trative officers are chosen. Their salaries are higher than those of the other teachers
and their work more pleasant.”61 Regarding the less privileged, Webb wrote: “The
94% teach under trying conditions. Salaries are often poor. Many of the school build-
ings are unsanitary and drab. Life in rural districts and small towns tends to become
monotonous… .The teacher gets into a rut and dies amental death.The outlook for the
94% is not very promising if they are content to remain in that class.”62 Webbwrote that
most Canadian teachers could not feasibly take four or five years away from work to
complete a degree, and argued, “Queen’s University offers a way out.” He described how
extramural and summer school study at Queen’s was providing “an avenue of escape”
for many teachers but lamented the fact that the number of teachers taking advantage
of such opportunities composed “a small fraction of the whole.” Webb concluded his
message by cajoling his readers:

To obtain a degree from Queen’s requires pluck, determination, self-discipline
and a stern inflexibility of purpose. However, the rewards are material and
instant—more salary, a better position and an improved standing. The greater
reward is more intangible but none the less real,—the broadening of the mind,
the opening up of new avenues of thought and the joy of accomplishment.
THINK IT OVER.63

Webb’s message to the 1929 Bulletin marked a clear departure from those of his
presidential predecessors; he made no appeal to social progress but rather presented
his readers with a stark description of divisions within the population of teachers—
and encouraged his readers to join the privileged category of teachers by completing a
degree from Queen’s.

In 1931, Mr. A. R. Davidson of Walkerville started his presidential message by
describing the evolution of teaching as an occupation: “During the past few yearsmany
changes have taken place in the teaching profession throughout Canada. New princi-
pals and supervisors have been appointed, many who were teaching in the Elementary
Schools have entered the secondary, and a few have become Inspectors or Directors of
Education.”64 Davidson then asked, “Why did these teachers receive promotion when

60Bulletin, 1929, 8.
61Bulletin, 1929, 8.
62Bulletin, 1929, 8.
63Bulletin, 1929, 9.
64Bulletin, 1931, 8.
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hundreds of others who had been in the profession much longer, were passed by?” He
answered, quoting Benjamin Disraeli, “The secret of success in life is for a man to be
ready for his opportunity when it comes.” Davidson asked his readers, “When the day
for promotions come WILL YOU BE PREPARED?”65 He claimed, “It is not too late for
every teacher who has the desire, to improve his or her qualifications,” and he stated,
“Queen’sUniversity throws out the challenge to every unprepared teacher inCanada.”66

While Webb and Davidson stressed the connection between summer school atten-
dance and career success, Mr. G. W. Richardson of Ottawa appealed, in 1934, to
prospective students’ interest in personal growth. He asked, “What is life?” and
responded: “My view is that real living is an art and that the ideal life is exemplified in a
radiant, altruistic personality. Such a personality is not the offspring of circumstance. It
is developed throughmental training anddiscipline, through experience, and in associ-
ation with others.”67 Richardson claimed that attendance at Queen’s would help people
in their quest for self-development:

The wonder, glory, and indispensableness of workmanship is realized by all who
not only wish to succeed in professional or commercial activities, but hope also
to experience the joy of living. Aim to be a master craftsman at whatever you
do and there will always be a goal ahead. Queen’s presents the opportunity for
training. The rest is up to you.68

Richardson’s focus on personal growth was shared in the presidential message writ-
ten by Mr. Carter Storr of Ottawa in 1937. Storr began his message by arguing that the
phrase “timemarches on” presented “a challenge to us who, faced with the great adven-
ture of living, wish to develop ourselves to the highest degree of efficiency.” He claimed
that one’s environment influences one’s personality and told readers: “Our problem
then for the summer is to attempt to place ourselves where we may have the oppor-
tunity of greatest personal development.” Storr concluded that Queen’s and the QSSA
had both contributed “their share in attempting to form that ideal environment where
the student may progress educationally, socially, physically and aesthetically.”69 The
next year, Mr. George Croskery of Ottawa also claimed that attending Queen’s pro-
moted one’s growth as a person: “Education has to do with man’s efficiency as a human
being. Its ultimate values must be measured in terms of conduct and character. It is
because of its contribution to this all-round development that Queen’s has an ever-
growing Alumni of loyal sons and daughters.”70 In short, while QSSA presidents in
the 1920s focused on collectivist themes of social progress and the professionalization
of teaching, their counterparts in the 1930s focused on individualist themes of career
development, financial gain, and personal growth.

Why did the content of these messages shift so dramatically in such a short
period of time? Both political-economic and institutional factors were important.

65Bulletin, 1931, 9.
66Bulletin, 1931, 8.
67Bulletin, 1934, 15.
68Bulletin, 1934, 16.
69Bulletin, 1937, 5.
70Bulletin, 1938, 5.
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Figure 2. Unemployment rates in Canada, 1921-1960.
Source: Table D124-133, in Statistics Canada, Historical Statistics of Canada (Ottawa: Statistics Canada, 1983), https://
www150.statcan.gc.ca/n1/pub/11-516-x/sectiond/D124_133-eng.csv.
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Figure 3. Annual salaries ($CAD) of Ontario teachers compared with those employed in the
manufacturing sector in Canada, 1917-1953.
Sources: Table E41-48, in Statistics Canada, Historical Statistics, https://www150.statcan.gc.ca/n1/pub/11-516-x/
sectione/E41_48-eng.csv; and Stager, Elementary and Secondary School Teachers’ Salaries, 17.

Figures 2 and 3 identify key macro-level developments that influenced how QSSA
presidents communicated with other teachers about investing in higher educational
credentials.
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In the 1920s, unemployment in Canada fell to historic lows, and the salaries of
teachers in Ontario increased both in absolute terms and in comparison to those
employed as salaried personnel (i.e., “white-collar” supervisors and officeworkers) and
as wage earners (i.e., “blue-collar” production workers) in the manufacturing sector
across Canada.71 The focus of QSSA presidents on progress and professionalization
made sense in the 1920s, in light of a robust overall national economy and relative
salary gains beingmade by teachers vis-à-vis bothwhite-collar and blue-collarworkers.
Such circumstances changed dramatically with the Great Depression. National rates of
unemployment skyrocketed to over 19 percent by 1933 and remained high until 1941.
Salaries in the manufacturing sector fell earlier than those of teachers, but over the
course of the 1930s average salaries of teachers fell even more than those of people
employed in white-collar and blue-collar work.72 Under such circumstances, the focus
of QSSA presidents in the 1930s upon career development, financial gain, and per-
sonal growth made perfect sense, as did the sudden absence of messaging about social
progress.73

Comparative salaries and unemployment rates help explain the shift in how QSSA
presidents tried to convince teachers across Canada to enroll in summer school before
and after 1929. A second key factor was the normalization of summer school atten-
dance in the career pathways of Canadian teachers. When the QSSA was formed in
1914, only the University of Toronto and Queen’s offered summer schools in Canada.
The University of Toronto established a “Teachers’ Course” in 1905, scheduling lec-
tures in the late afternoon and evening, and offering an annual summer session so that
in-service teachers could pursue a BA on a part-time basis. However, to the frustra-
tion of University of Toronto administrators, the Teachers’ Course floundered in its
first fifteen years of operation, with an annual average of less than thirty-five students
enrolling.74 In the early 1920s, Queen’s was the preeminent provider of extramural
and summer school courses to teachers across Canada, and the only university pro-
viding a feasible degree-completion pathway to in-service teachers not residing in the
metropolitan Toronto area. Since few Canadian teachers enrolled in university-based
summer schools in the 1920s, QSSA presidents mobilized discourses of progress and
professionalization to encourage teachers to do something that was out of the ordi-
nary. However, by the mid-1930s there were a dozen Canadian universities providing

71Note that Statistics Canada data for the manufacturing sector excludes those who are employed in the
direct production of primary commodities through activities such as farming, fishing, and trapping, as well
as those employed in government services and health services and those employed by very small businesses.

72Note that in the 1930s there was considerable price deflation in Canada. Thus, the declining salaries
shown in Chart 3 do not necessarily mean a loss of purchasing power for those teachers who retained their
positions. For more detailed discussion of teachers’ salaries in the Great Depression, see Gidney and Millar,
“The Salaries of Teachers in English Canada,” 18–23; and Stamp, The Schools of Ontario, 1876-1976, 143–47.
Despite this caveat, the relative decline of teachers’ salaries vis-à-vis the salaries of those employed in the
manufacturing sector indicates that the 1930s were difficult years for teachers.

73For discussion of the impact of the Depression in Canada, see H. Blair Neatby, The Politics of Chaos:
Canada in the Thirties (Toronto: Macmillan, I972); and Michiel Horn, The Great Depression of the 1930s in
Canada (Ottawa: Canadian Historical Association, 1984).

74See ScottMcLean, “Plumbing theUniversity of Toronto:William JamesDunlop and theHistory ofAdult
Education in Canada,” Historical Studies in Education, 34, no. 2 (Fall 2022), 22–46.
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summer school instruction to in-service teachers.75 Thus, messages of career develop-
ment, financial gain, and personal growth would have made more compelling reasons
for teachers to choose Queen’s over alternative institutions.

Despite significant shifts in the content ofQSSApresidents’messages to theBulletin,
the boundary-signaling function of thosemessages remained. In the 1930s,QSSApres-
idents claimed that students at the Queen’s Summer School constituted a community
of ambitious teachers committed to personal growth, professional development, and
both career and financial success. As had been the case in the 1920s, presidents actively
invited readers to join that community—as noted above inWebb’s exhortation to “think
it over” and Richardson’s conclusion, “The rest is up to you.” Davidson wrote, “Let me
urge you to join the happy group of Summer Students at Queen’s this summer,” and
Croskery concluded his message by telling readers, “You will be proud of your mem-
bership in the ‘Queen’s Family.”’76 In the 1930s, QSSA presidents symbolically marked
the boundaries of professional status in straightforward terms: professional teach-
ers were those who possessed credentials, gained promotions, earned more money,
and were committed to ongoing personal and professional development. Enrolling at
Queen’s was positioned as a choice that would enable readers to join the community of
professional teachers.

A Great Summer Holiday
Appealing to teachers’ self-interest was central to the Bulletin message crafted by the
only woman to serve as QSSA president before World War II. In 1930, Ms. Gwen
Killingbeck of Lachine, Quebec, wrote, “Queen’s has still another ground for claim-
ing a position of outstanding influence in the educational life of Canada in the fact
that so many of her graduates are holding important positions.”77 She merged this
observation about career development with the argument that personal growth was an
important outcome of one’s work at Queen’s. About the “sense of steady achievement”
that accompanied extramural study, she wrote:

Herein, I believe, lies the greatest gift of Queen’s. We are never the same when
the long grind is over; we are more critical of our leisure, less susceptible to the
influence of the latest current hypothesis, more serious in our search for the true

75Note that summer schools were established in Canada at the University of Saskatchewan (1915), the
University of British Columbia (1920), the University of Manitoba (1923), the University of Alberta (1924),
the University ofWestern Ontario (1924), Mount AllisonUniversity (1925), Mount Saint Vincent University
(1927), McMaster University (1931), and Laval University (1935). For details, see Dunlop, Development of
Extension Education at Queen’s University, 1889-1945; Scott McLean, Reaching Out into the World: A History
of Extension at the University of Saskatchewan, 1910-2007 (Saskatoon, Saskatchewan, Canada: University
Extension Press, 2007); Scott McLean and Eric Damer, Transformations: A History of UBC Continuing
Studies (Vancouver: University of British Columbia, 2012); Scott McLean, “No ‘Haughty and Inaccessible
Ivory Tower’: Laval University and Adult Education, 1930-1965,” Canadian Journal of Education/Revue
Canadienne De l’éducation 46, no. 2 (Summer 2023), 441–71; Scott McLean, Democratizing Access to Higher
Education: The Extension Era at McMaster University (Hamilton, Ontario: McMaster Continuing Education,
2023).

76Bulletin, 1931, 9, and 1938, 5, respectively.
77Bulletin, 1930, 9.
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touchstone of scholarship. One of the most useful functions of a university is to
break down the smug self-esteemof a half-baked education, and this is admirably
done at Queen’s.78

Killingbeck emphasized that teachers did not have to sacrifice the joys of their
summer vacation to pursue personal growth and career advancement:

There is something about the atmosphere of life atQueen’s Summer Schoolwhich
invariably makes one feel that it would be difficult to find a more enjoyable and
profitable way of spending a summer vacation. The spirit of friendliness and
comradeship which pervades every phase of student life makes it impossible to
spend a summer at Queen’s without realizing that one has gained tremendously
in the things that are really worth while.79

The notion that spending one’s summer at Queen’s would be “enjoyable and prof-
itable” becamenearly ubiquitous in subsequentmessages fromQSSApresidents. Of the
twenty-eight surviving presidential messages to the Bulletin published between 1931
and 1959, twenty-three explicitly claimed that students at Queen’s Summer School
would experience both an enjoyable vacation and the opportunity to pursue pro-
fessional advancement. Of the five messages that did not feature such claims, those
published between 1941 and 1943 were written in a context wherein expressing an
intention to have an enjoyable vacationwould have been politically incorrect, and those
from 1936 and 1958 focused on appeals to notions of “Queen’s spirit” and the “Queen’s
family.”

It is not surprising that QSSA presidents would promote the summer school by
extolling the pleasant atmosphere and enjoyable activities available to students.Making
the summer school experience an enjoyable one through organizing extracurricular
activities was a core mission of the QSSA. What is interesting in the evolution of pres-
idential messages to the Bulletin is the way that appeals about enjoying one’s summer
displaced other claims over time. Themes of progress and professionalization domi-
nated QSSA presidents’ messages in the 1920s. Themes of professional advancement,
pecuniary benefit, and personal growth were prominent in the 1930s. While such
themes did not completely disappear in the 1940s and 1950s, they were overshadowed
by claims that coming to Queen’s would enable teachers to enjoy an excellent vacation.

The notion of coming to Queen’s for a good holiday became central to presidential
messages in the mid-1940s. In 1944, Ms. May Mead of Regina, Saskatchewan, rhetor-
ically compared Queen’s to the biblical Garden of Eden, “where all was beauty and
light and joy.”80 She argued that “we all” knew places “which bring laughter, peace and
contentment to our souls,” and she explained why Queen’s was one such place:

Here one finds all the requisites of a well-balanced existence—knowledge
gleaned in daily classes; an awakening of one’s thoughts through healthy dis-
cussions; a relaxing of one’s body in summer athletics; a whetting of one’s

78Bulletin, 1930, 9.
79Bulletin, 1930, 9.
80Bulletin, 1944, 4.
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sportsmanship through competitive games; a feeding of one’s mind with good
music and fine dramatic productions and an abundance of gay social events to
keep one’s heart singing.81

The next year, Mr. Walter Lavender of Kirkland Lake claimed that “happy diver-
sions” would “blend perfectly” with academic work: “There will be six weeks of
delightful companionship in numerous social activities, spicedwith hours of relaxation
on the tennis courts, on the ball fields, in the swimming pool or in merely roam-
ing around the spacious campus that overlooks beautiful Lake Ontario.”82 In 1947,
Ms. Dorothy Taylor of Windsor assured prospective students, “You will enjoy the
varied programme of intellectual, social, athletic and musical activities on the beau-
tiful campus amongst the stately buildings and traditions of Queen’s. Come and share
the pleasant times that await us.”83 Mr. Howard Stutt of Outremont, Quebec, invited
prospective students to join “in spending the six best weeks of 1948 at Queen’s.” He
explained:

Queen’s offers the recreational advantages of both a city of some 35,000 peo-
ple and a summer resort. The QSSA executive through its Athletic, Music, and
Social committees makes the best possible use of these facilities in arranging
for the wide, varied, and active extra-curricular programme which awaits you
this summer. After working hard all winter you certainly must have a chance for
relaxation and recuperation.84

Clearly, by the latter 1940s QSSA presidents filled messages to the Bulletin with
claims regarding the enjoyable experience that awaited prospective students.

Through the 1950s, QSSA presidential messages to the Bulletin consistently empha-
sized the inherent joys of spending one’s summer at Queen’s. Ms. Olive Delaney of
Belleville explained, “Musical evenings, a variety of sports, picnics, dances and boat
trips are arranged for your pleasure. There is no need to spend a dull summer at
Queen’s. If a combination of education, creative recreation and a summer vacation
has an appeal, join us at Queen’s. You will find life there that is full, interesting,
and rewarding.”85 The next year, Mr. Angus MacMillan of Quebec City claimed that
at Queen’s, “there are opportunities for both work and recreation, and the summer
is not only enjoyable, but profitable”; he concluded his message with, “We invite
you to join us and share the pleasant times that lie ahead.”86 Such invitations were
repeated throughout the decade, by QSSA presidents such as Mr. Donald Kenwall
of Penetanguishene—“we extend a cordial invitation to join with us for a summer
of profit and pleasure on the friendliest campus”—and Ms. Catherine Spennato of
St. Catharines—“you will be welcomed joyfully and invited to join in every part of
diverse and rich life. Do come—We would love to have you and I believe you would

81Bulletin, 1944, 4.
82Bulletin, 1945, 4.
83Bulletin, 1947, 2.
84Bulletin, 1948, 5.
85Bulletin, 1951, 4.
86Bulletin, 1952, 5.
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love Queen’s too.”87 At the end of the decade, Ms. MargaretWalkom of Belleville wrote,
“Once again the time has arrived to decide how you are going to spend your summer
vacation. For a pleasant, relaxing and infinitely rewarding summer why not choose to
attend Queen’s Summer School and join the ranks of those who are ‘combining busi-
ness with pleasure’?”88 Queen’s Summer School was positioned, by successive QSSA
presidents in the 1950s, as an opportunity to have a good time while building one’s
professional credentials.

In these messages, one sees the continuation of the boundary-signaling strategy
from earlier decades, in which readers of the Bulletin (“you”) were invited to join the
QSSA community of teachers (“us”) at summer school. What had changed were the
normative commitments that defined the character of that community. Members of
the QSSA community were not positioned as holding commitments to social progress
or the professionalization of teaching. They continued to be committed to personal
and professional development, and to career and financial success, but such com-
mitments had become taken for granted—noted through terms such as “profitable
summer” rather than through extended discussion on the part of QSSA presidents.
Notably, membership in the QSSA community was marked by having discerning taste
in how to spend one’s summer holidays, in knowing how tomix business with pleasure,
how to combine enjoyment and profit. A professional teacher, then, was still one who
possessed credentials, gained promotions, earned more money, and was committed to
ongoing personal and professional development. In these latter decades of the QSSA
Bulletin, however, a professional teacher was also someone who knew how to make
best use of the summer holiday period.

It is important to note that women achieved relative gender parity in the role of
QSSA president in the decades in which presidential messages to the Bulletin shifted
attention fromhegemonicallymasculine concerns of social progress and career success
to more traditionally feminine concerns of planning one’s leisure time, participating in
social events, and enjoying pleasant companionship. In terms of hegemonic gender
norms, the symbolic content of the boundary signaled by QSSA presidents’ messages
to the Bulletin became feminized during the same years in which nearly equal numbers
of women as men served as QSSA president.

As was the case with the shift in messaging of QSSA presidents from the 1920s to
the 1930s, the new rhetorical focus on enjoying a great summer holiday in the 1940s
and 1950s reflected political-economic trends summarized in Figures 2 and 3. During
the Second World War and the decade that followed, the rate of unemployment in
Canadawas relatively consistent, at around 2 percent. Between 1941 and 1954, the aver-
age annual salary of female and male public school teachers in Ontario increased by
180 percent and 154 percent, respectively. This rate of growth significantly outstripped
that of averageCanadian blue-collar andwhite-collarworkers, whose salaries increased
by 143 percent and 122 percent, respectively. High school teachers in Ontario experi-
enced, on average, more modest salary increases during this period (108 percent), but
their remuneration remained significantly higher than that of the average white-collar

87Bulletin, 1955, 3, and Bulletin, 1957, 3, respectively.
88Bulletin, 1959, 5.
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worker in Canada. In an era of remarkably low unemployment and the strengthening
of most teachers’ salaries vis-à-vis other Canadians, QSSA presidents’ focus on enjoy-
ing one’s holidays while building one’s professional credentials likely would have been
an appealing one for many teachers.

Another factor behind the shift in presidential messaging in the QSSA Bulletin was
the unprecedented increase in numbers of in-service teachers across Canada com-
pleting university courses and degrees. Between 1940 and 1965, the proportion of
Canadian teachers holding university degrees increased from 10 percent to 17 percent
for women and from 30 percent to 50 percent for men—an increase of over two-thirds
for both genders.89 Given the large increases in the number of teachers employed
in Ontario during these years (reflecting the postwar “baby boom” and subsequent
growth in school enrollments), this meant that unprecedented numbers of teachers
were completing university degrees. The shift in rhetoric—from summer school as the
pathway to a successful career to summer school as an enjoyable vacation—reflected
the fact that the completion of university courses and degrees was becoming increas-
ingly common among in-service teachers. Rapidly increasing numbers of teachers
possessing a university degree made it possible for QSSA presidents to take for granted
their readers’ interest in obtaining higher educational credentials and to focus instead
on convincing them to attend summer school at Queen’s (rather than elsewhere) on
the strength of the outstanding social and recreational opportunities provided by the
QSSA.

It is important to note that the shift away from elaborate messaging about creden-
tials, career success, and financial gain did not imply that QSSA presidents had stopped
signaling boundaries of professional status through their messages to the Bulletin. As
argued in the introduction to this article, professionalization is not limited to institu-
tional, structural, or material changes. It also involves the construction of new systems
of cultural meaning through which people understand themselves and others as being
somehow alike or different because of their possession of professional status. In the
1940s and 1950s, QSSA presidents signaled boundaries of professional status through
championing a discerning attitude in teachers’ use of the summer holiday period. Such
boundary marking ran parallel to the mobilization of cultural distinction that Pierre
Bourdieu described in his analysis of social class in France in the 1960s.90 Just as mem-
bers of privileged social classes in these decades signaled their superior status through
discerning tastes in the consumption of food and the appreciation of fine arts, so too
did QSSA presidents signal their professional status through discerning tastes in how
to spend the summer holidays.91 While the presidents continued to link attendance
at summer school with career development and material gain, their most prominent
message in this era was one of employing one’s vacation time wisely. Apart from taking
BA courses, summer school participants were encouraged to appreciate a wide range

89Harrigan, “Development of a Corps of Public School Teachers in Canada, 1870-1980,” 499.
90Pierre Bourdieu, Distinction: A Social Critique of the Judgement of Taste (London: Routledge, 1984).
91For the signaling of superior status and distinction in other contexts, see Josée Johnston and Shyon

Baumann, Foodies: Democracy and Distinction in the Gourmet Foodscape (New York: Routledge, 2014); Sam
Friedman andAaron Reeves, “FromAristocratic toOrdinary: ShiftingModes of Elite Distinction,”American
Sociological Review 85, no. 2 (April 2020), 323–50.
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of cultural practices, including concerts, dances, tennis, swimming, boat cruises, and
non-credit courses in painting, ballet, and drama. The list of recreational and social
activities promoted by the QSSA paralleled the privileged cultural practices identified
by scholars as integral to the marking of symbolic boundaries of social class in France,
the United States, the United Kingdom, Spain, and Canada.92 Further, the predomi-
nance of holiday appeals in QSSA presidents’ messages in these decades reflected the
importance of extracurricular activities to middle-class cultural norms that had been
established by Canadian university students in the 1930s.93 Thus, while the content
of QSSA presidents’ messages in the 1940s and 1950s had little to do with the institu-
tional ormaterial foundations of professional status, it was central to emerging cultural
understandings, held by teachers themselves, about what it meant to be a professional
teacher.

Conclusions: Signaling the Boundaries of Professional Status
The evolution of messages written by QSSA presidents documents shifts over time in
how teachers encouraged other teachers to attend Queen’s Summer School. During
the 1920s, QSSA presidents claimed that attendance would contribute to collective
goals of social progress and the professionalization of teaching. During the 1930s,
QSSA presidents claimed that attendance would further the individual self-interest
of teachers by promoting career development and personal growth. In the 1940s and
1950s, claims regarding career development were softened and overshadowed by the
notion that attending Queen’s Summer School would be an enjoyable way for teachers
to spend their vacation. Note that this evolution did not erect iron-clad parame-
ters around what could be written by QSSA presidents. Indeed, the earliest editions
of the Bulletin contained references to the fun and financial advantages that would
be derived from attending summer school, and the QSSA president in 1958 wrote
about the connection between education and social progress. However, the observa-
tion that messages written by QSSA presidents began with missionary zeal and ended
with holiday appeal characterizes the evolution of the predominant themes of these
messages.

These shifts in presidential messaging about why teachers should attend summer
school were not random; rather, they reflected major changes in Canadian society.
In the 1920s, when few Canadian universities offered summer school programs and
when few Canadian teachers possessed higher educational credentials, QSSA presi-
dents deployed messages about social progress and the professionalization of teaching
to encourage teachers to do something that would have been considered exceptional
at the time. The overall strength of the Canadian economy in the 1920s, and the

92Bourdieu, Distinction; Paul Dimaggio and Michael Useem, “Social Class and Arts Consumption: The
Origins and Consequences of Class Differences in Exposure to the Arts in America,” Theory and Society 5,
no. 2 (March 1978), 141–61; Brigitte Le Roux et al., “Class and Cultural Division in the UK,” Sociology 42,
no. 6 (Dec. 2008), 1049–71; Antonio Ariño Villarroya and Ramon Llopis-Goig, “Elites and Culture: Social
Profiles in the Cultivated Population,” Cultural Sociology 15, no. 4 (April 2021), 509–38; Gerry Veenstra,
“Culture and Class in Canada,” Canadian Journal of Sociology 35, no. 1 (2010), 83–111.

93Axelrod, Making a Middle Class, 98–127.
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fact that average salaries of teachers rose in comparison to those earned by other
Canadians in that decade gave narratives of progress and professionalization added
credibility. Such narratives could not plausibly have been sustained in the 1930s, when
economic depression devastated many Canadian households and led teachers’ salaries
to lose ground vis-à-vis those of blue-collar and white-collar workers. In these diffi-
cult times, QSSA presidents conveyed messages about financial gain and professional
and personal development to encourage teachers to come to Queen’s rather than
another Canadian university—most of which had developed summer schools by the
early 1930s. In the 1940s and 1950s, unemployment virtually disappeared in Canada,
the average salary earned by teachers grew more quickly than that earned by other
Canadians, and the number of in-service teachers pursuing higher education grew
at unprecedented rates. QSSA presidents communicated messages about the inherent
joys of spending one’s summer vacation in Kingston in a manner that both endeav-
ored to differentiate Queen’s from other universities and promoted cultural practices
associated with relatively privileged Canadians—practices that could more easily be
celebrated in prosperous, postwar times.

Through annual messages to the Bulletin, QSSA presidents were not simply encour-
aging other teachers to attend summer school. They were also—through the structure
of their communication, which remained consistent over a period of several decades—
engaging in boundarywork. Such boundarywork signaled bothmundanemembership
in the QSSA community and the evolving symbolic contours of professional status for
teachers in Canada. In the 1920s, professional teachers were those whowere ambitious,
industrious, and committed to social progress and the professionalization of teach-
ing. In the 1930s, professional teachers were those who possessed credentials, gained
promotions, earned more money, and were committed to ongoing personal and pro-
fessional development. In the 1940s and 1950s, professional teachers were those who
possessed discerning taste in how to spend their summer holidays, who knew how
to mix business with pleasure and how to combine enjoyment and profit. Notably,
the content of the symbolic boundaries constructed by QSSA presidents began with
hegemonically masculine values and evolved to include more traditionally feminine
values.

This article has made two contributions to the history of teacher education and
professionalization. First, it has constructed and explained a narrative of how teach-
ers encouraged other teachers, over several decades in Canada, to spend part of their
vacation pursuing higher education at summer school. Second, it has interpreted
that narrative through the analytical lens of boundary work and shown that teachers
themselves participated in the construction of professional status distinctions between
teachers who did and did not possess higher educational credentials. These contribu-
tions decenter the study of power and foreground the importance of culture in a field of
study that has been dominated by state-centric analyses of structural and institutional
change. Teachers themselves were agents in the historical process of professionaliza-
tion through higher education. They actively constructed meaning, and they helped
shape symbolic boundaries that influenced how teachers thought about themselves in
relation to other teachers.
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