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Québec, November 1982

The Honourable Claude Vaillancourt
The Speaker of the National Assembly
Government of Québec

Mr. Speaker:

I have the honour to present to you the Report 1981-1982

of the Superior Council of Education. In conformity with
Article 9 of the Superior Council of Education Act, this
report gives an account of the Council's activities and deals
with the state and needs of education in Québec.

Yours sincerely,

Camille Laurin
Ministre de 1'Education






Sainte-Foy, November 1982

The Honourable Camille Laurin
Ministre de 1'Education
Government of Québec

1035, de 1a Chevrotiére
Québec (Quebec)

GIR 5A5

Sir:

In conformity with Article 9 of the Superior Council of
Education Act, I have the honour to present to you the Report
concerning the activities of the Council and the state and
needs of education in Québec.

Please permit me to draw your attention to the fact that in
1981-1982 the Council's report covers a single topic, that of

the Educational Activity. In its studies the Council has
solicited and obtained the collaboration of numerous organizations
and persons from all ranks of society.

The members of the Council and of its constituent bodies trust

that you will find their observations and recommendations
useful.

Yours sincerely,

Claude Benjamin
Chairman
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INTRODUCT ION

In its last Report], the Conseil discussed the social function of
educational institution whose specific roles are to educate and

to instruct. In that context, the teaching institution is called
upon to develop the individual and to prepare the citizen; it
transmits a cultural heritage while attempting to change society;
it focusses on groups as well as on individuals; it involves itself
in the reduction of inequalities without neglecting the training

of élites. It encourages the development of local educational
projects within the framework of the national project.

In the conclusion to that Report the Conseil announced its intention
of continuing its work on another topic, that of the practice of
teaching, by an examination of what goes on in the classroom between
teacher and pupils. This consideration of teaching activity is the
basis for the Conseil's Annual Report for 1981-1982.

More than ten years after carrying out a similar study of the aims
of educationz, the Conseil proposes to concentrate its attention

on the practice of teaching. The present study is intended to
ddentify that which determines, on that which Limits, present prac-
tices and which contributes to their orientation on improvement.

1. Conseil sup&rieur de 1'éducation, Annual Report 1980-1981,
Vol.II, The Social Function of Educational Institutions

2. Conseil supérieur de 1'éducation, Annual Report 1969-1970,
Educational Activity.




The Conseil lays no claim to presenting an exhaustive description
of the Tast ten years' teaching activity throughout the school
system. Nor has it any intention of measuring the impact of
Educational Activity 1969-1970 on daily activities at every level

and in every sector of teaching.

The Conseil has set itself the task of identifying the main
characteristics of teaching activity and of defining those factors
which tend to stimulate current practice by means of those methods
which have served, up to now, in its observation of Québec affairs.
The Conseil's deliberations are based, first of all, on the testi-
mony of many witnesses, on briefs submitted by many persons and
groups involved in educational institutions, and on the results of
discussions with people on the spot. To these concrete observations
must be added the analysis of data from the reports and publications
of the analysis workers, the statistics of the Ministére de 1'Educa-
tion, the laws and regulations, collective agreements, courses of
study and régimes pédagogiques.

The approach to teaching activity is twofold, based on these data
and on experiences which were often quite rewarding. We shall,
first of all, examine briefly each of the levels and sectors of
the school system: elementary, secondary, college, adult educa-
tion and the university. In this way an attempt will be made to
determine the actual state of teaching, that is, its strong and
weak points, to form a general impression and to identify those
elements peculiar to each level and sector of instruction.



The second step is an analysis of the various elements which
influence teaching in each of the sectors: implicit teaching and
the problems of pupils and students; the main currents of educa-
tional thought; the essential attitudes of teachers as teaching
practicioners; the search for efficien teaching, the social side
of teaching. This approach permits deeper study of those factors
without which our understanding of the teaching act would be
incomplete.

Observation of teaching activities at the elementary, secondary,
collegial, adult education and university levels makes possible,
first of all, identification of the principle characteristics of
each teaching act; what makes it different from, and yet the same
as, any other. At no matter what level, it is then possible to
study each practice more thoroughly from a variety of angles:

- observation shows that current pedagogic practice is
not neutral; implicitly, or explicitly, teachers should
be aware of the significance of their choices;

- reference to teaching trends helps one to be clear
and critical and to grasp the reasons for, and the
consequences of, the options selected;

- explicit choices, clarified by examples, must be
thoroughly studied, in order to understand changes in
the student-teacher relationship;



- in search of efficiency, aware of his, or her, own
attitudes and those of the students, the educator works
with his, or her, colleagues to set up a teaching situa-
tion which will enable the students to reach their po-
tential;

- finally, education always comes up against those social
problems which influence teaching. Here may be included
the harmful effects on young people of socio-economic
inequality, violence in society and the delinquency which
follows, the precarious situation faced by many immigrants,

etc.

Following its examination of current practices, the Conseil invites
today's educators, teachers, educational consultants, administrators,
principals, parents, as well as students in the upper years of
secondary studies and beyond, to an in-depth study of what the future
holds for teaching.



PART ONE

DIVERSITY IN CURRENT PEDAGOGIC PRACTICES






CHAPTER 1 TEACHING IN THE ELEMENTARY SCHOOL

At the first Tevel of a school system which, over the last twenty
years, has undergone far-reaching changes, the elementary school
projects an image of relative stability. This relative stability
of the institution and its close relationship with the community
have a positive influence on teaching. In effect the school con-
tinues to offer training in the basic skills: reading, writing
and arithmetic. It has already begun to diversify its offerings,
but not to any great extent]. The first chapter examines the
significant practices which make up «traditional» elementary
teaching, as well as those which open new ground and bring about
change. Analysis of these activities permits the identification
of those elements which influence elementary school teaching, thus
providing an insight into current probliems.

1. Teaching which is Generally Traditional

Priority of Group Instruction

Generally speaking, elementary school teachers2 follow a pattern

1. This is discussed in the Conseil's opinion given to the Minis-
tre de 1'Education, «Le sort des matidres dites secondaires au
primaire», June 1982.

2. See Gouvernement du Québec, Ministé&re de 1'Education, Service
de la recherche, «lLes enseignants et les enseignantes du
Québecy», vol. 2,4, and 5, 1980-1981.



of traditional teaching which some would call «mechanistic»3. We
shall examine this method, in order to understand what it involves,
and to assess its merits. Its first characteristic is a marked
predilection for group instruction. Generally speaking, all the
pupils are exposed to the same part of the course and the same
content at the same time. The usual procedure is as follows: ex-
planation of the subject matter, questions from the pupils, then
practical exercices followed by assignments and homework.

Ideally, many teachers would respect the principle of each child's
Tearning at its own speed, as long as they are not required to
modify their normal approach, group instruction. This is what has
led certain observers ) to comment there is a willingness to adapt
the course, but not the method. They adjust themeselves, as much

as possible, to the course of studies; they sometimes simplify some
sections, they cover what is required in the suggested sequence.

But, they do not generally adapt themselves to the rate and way of
Tearning of each child. The rate at which material is covered seems,
rather, to be adjusted to the average rate of learning of an average

pupil.

When some children fall bel . .id the group, remedial measures are
taken, after the fact, in order to avoid future problems. The tea-
ching approach cannot be said to be individualized.

3. See Roger A. Cormier et al, «La conception organique chez 1@5
enseignantes et les enseignants du Québec», in «Vie pédagogiquen,
No 12, April 1981, pp. 28-32.

4. Symposium of the Conseil supérieur de 1'Education, Lévis,
February 18-19, 1982. These sentences represent the opinions
presented by André Paré.
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The initiative in classroom activities rests mainly with the teacher.
This is explained, in large part, by the fact that both parents and
teachers are of the opinion that, at the elementary level, the de-
velopment of autonomy should take place within a quite definite
frame of reference. It is generally held that, as far as academic
instruction, is concerned, teaching should be directed so as to
encourage systematic and organized learning, and not spontaneous
expression, as is the case in the home or on the playground. Ele-
mentary school teachers do not, thus, look for any great pupil par-
ticipation in the choice of learning activities; further they do

not believe the pupils capable of tackling even a well written text-
book. For these teachers group instruction represents the method
which, in principle, best enables all the pupils to cover the cour-
se of studies.

Traditional elementary school teaching methods are well adapted to

a spirit of competition and to a sort of individualism which do
Tittle for the development of attitudes involving openness and co-
operation. Competitive teaching is characterized by the overemphasis
placed on ¢marks to be earnedn. In reality, even though something
may be said for healthy rivalry, competitive teaching, as a system,
does not encourage education which draws upon the child's own inner
ressources; neither is it fair to children with learning problems.

A Certain Dependence on Authority

Another characteristic of this teaching method is that it is autho-
ritarian in type, in favour of order and discipline. It is true



that children are not bullied, or made to feel even more inferior,
as was formerly the case. But he or she who upsets the class or
disturbs the peace is not suffered gladly. In addition group
punishments are sometimes used as a means of restoring order. The
majority of the teachers claim to attach great importance, not
only to discipline, but also to the use of good Tanguage; they do
not advocate giving the pupils much freedom.

This characteristic of elementary school teaching leads the authors
of the study of Québec teachers to conclude that they do not differ
from the educators of other nations. The authors of the report
conclude, with Edgar Faure, that «in most of the world's schools the
relationship between teacher and pupil is still one of authority»S.

This relationship of authority between teacher and taught is accom-
panied, on the part of the educators, by a sort of dependance on
methods, textbooks, courses of study and summative evaluation.
However, a brief examination of these techniques leads one to
believe that the traditional teaching methods of today are not
completely identical with those of the past.

There is no need to recall at length the infatuation with methods.
Elementary school teaching was subjected to methods from other
lands and the various schools of thought formed a basis for the

5. Quoted 1in Les enseignantes et les enseignants du Québec, Vol 4,
p. 45.

10



organization of school territories, schools and classes. This Tove
affair was particularly noticeable in the case of methods of teach-
ing reading and writing: the global method, the phonetic method,
the syllabic method. The major problem with these techniques was
that there was every chance that the method used in one school
would be incompatible with that in use in another. The various
methods became almost mutually exclusive. Even communication
between the users of different methods became difficult.

Today, the elementary school t;acher is less dependent on methods.
Teachers have come to terms with them, and use techniques borrowed
from several. It would appear that the umbilical cord has been
cut.

In many cases the textbook called for a given method. Thus it
contributed to its diffusion and, up to a point, made the users of
the text its servants. The Elementary school teachers gradually
exchanged their traditional texts for photocopies and exercise
books. It remains, however, and this may be a holdover from
yesterday, that today's lack of appropriate textbooks is one of
the grgatest sources of teacher dissatisfaction in the elementary
school”.

As Tong as the course of study remained a simple outline, the
teachers were dependent on methods and textbooks. Today, educators

©. See the study carried out for the Alliance des professeurs de
Montréal on La satisfaction au travail des professeurs ensei-
gnant au niveau elémentaire dans les €coles publiques situées
d Montréal, in the magazine «ATTiancen Vol 16, special number,
November, 1978.

11



are called upon to «select the teaching methods and other means best
adapted to the needs of the pupi]s»7. Methods should be selected

An terms of pupil needs and cowrse objectives, and not otherwise.

At the moment, teachers appear satisfied with the first courses

of study that have been published. Sometimes a course of study

does call for a particular approach or procedure, but it does so

in relation to Tearning situations which are part of the child's
normal experience.

The evaluation of Leawning provides inforumation regarding the
development of teacher-pupil rnelationships. Until now, evaluation
has been regarded in elementary schools primarily as a means of
measuring pupil performance in the basic subjects, and, conversely,
an implicit evaluation of teacher efficiency. The report card has
focussed the attention of educators on academic achievement. It
has encouraged summative evaluation, rather than close attention

to pupil progress.

Teaching which is, Nevertheless, Humanized

The advocates of change would, consider that elementary school
teaching has remained funda.cntally unchanged over the last twenty
years. Nevertheless, there is reason to believe that it has
changed in the direction of a much more human relationship between
teachers and pupils. To be sure, this change appears differently

7. Gouvernement du Québec, ifinistére de 1'Education, Direction o~
nérale du développement pédagogiqus, «Regulation concerning the

Elementary Régime Pédagogique and Pre-School Educationn, ApriT,
T98T. R
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according to the community. But, generally speaking, in the last
ten years traditional elementary school methods have broadened
progressively to take into account the child and the development
of its personality.

Elementary school teachers are happy to teach at that 1eve18 and
this attitude affects the teachers' approach to the children in
a positive mannerg, This has led to the development of much
warmer human relations between adults and children within a
school. Such relationships would be clearly superficial if they
involved only the use of Christian names. This custom, normal
at the elementary level, helps the principal and teachers to get
to know all the children. Children who call their principal
«Denisen, or their teacher «Joan» demonstrate genuine ease and
familiarity, which is not limited to recreation periods, but
which facilitates communication and transforms classroom rela-
tionships.

This increasing humanization has led teachers to pay more attention
to the emotional dimension of the learning process. Evidence

of this tendency may be seen in the resistance of elementary
teachers to learning by objectives, which appears to them to be

too exclusively centred on the cognitive domain. This attitude

of the teachers seems to contradict the general picture that we
have of traditional elementary school instruction. It indicates
that traditional methods have been influenced for ten years by

8. See magazine «L'Alliancen. The above-mentioned inquiry revealed
that «level of teaching» was the most important of twenty
factors affecting teacher satisfaction.

9. See glLes enseignantes et les enseignants...»Vol. 5 pp.179-183.
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a school of humanistic pedagogy commonly called the «organic
concept of educationy 9 We shall return to this topic.

The manifest openness in the relations between adults and children
at the elementary level has sometimes led to a lowering of what

is required of the pupils. In the name of respect for the child
they have sometimes been permitted to do no matter what, no
matter how. Teachers who preferred to ¢start with the child»

have not always had clearly defined goals. But there are no
grounds for claiming that less has been learned than would have
been the case with traditional methods. Rather, the elementary
school approach has become more flexible, out of respect for the
child and its emotions, without in any way neglecting the concepts
of effort and perseverance.

2. Favourable Conditions

The Class Teacher

With all its ups and dows, elementary school teaching is carried
on under generally favourable conditions. The first of these is
the presence of class teachers, a form of school organization

best suited to elementary teaching. Other Tlevels of education are
still searching for a suitable formula.

The presence of the class teacher ensures stability and continuity
for the pupils and is a source of self confidence and personal

10.  The 1969-1970 Report of the Conseil on «Educational activity»
referred favourably to this trend.

14



awareness. Elementary school children have great need of an adult
model.

The class teacher, who is in a position to get to know the children,
is also able to encourage all aspects of learning as part of a
continuous process. Of all those involved, the class teacher is

in the best position to combine the cognitive development and
general growth of each child. He or she is best able to understand
each child's problems in learning and to take the required remedial
action. He or she is, finally, the one best placed to follow a
child's progress during a school year.

Specialists are available to assist the class teacher]1in some
subjects. There must be close relationship between their activities
and the work of the class teacher in order not to undermine the
latter's relationship with the children and to ensure continuity

in the learning process. Lack of coordination between specialist
and class teacher does not serve the cause of education. On the
other hand, close collaboration can only increase teaching effi-
ciency.

Pedagogic Animation is not the Same Everywhere

The activities of the class teachers and of the school as a whole
are conditionned by pedagogic animation (animation pédagogique).
It is ordinarily the result of the action of teachers working to-
gether. They make many educational decisions jointly. In fact,

11. These are, generally, found in such subjects as Physical Edu-
cation, Second Language, Music, Plastic Arts, and sometimes
in Religious Instruction and Moral Instruction.

15



the elementary level has been relatively free of the complaints
about principals or of power struggles between teachers and admi-
nistrators.

The principal of an elementary school should play a key role in
pedagogic animation, The principal's leadership and energy should
be expended in the development of a real school team, the co-ordi-
nation of teaching, the initiation of new teachers. The principal
alone is in a position to ensure educational continuity from year
to year and. from class to class.

Not all principals perform this duty in the same way. Some see
administration as more important than teaching. Others become
enmeshed in details of school organization: transportation, book
buying, the use of space, the timetable, the control of absences,
discipline, public relations, etc. Their presence in the school
becomes almost parapedagogic, in that they devote themselves, with-
out counting the cost in time and energy, to develop conditions
which will make the teachers' task easier.

A small number of principals devote the greater part of their time
to teaching. They see themselves, first of all, as teachers. They
do not hesitate to go into classrooms, not to check on the teachers,
but to become involved in teaching and to know what and how the
children are learning.

Pedagogic animation has its high points, the pedagogic days. Gene-
rally speaking, in elementary schools these days Taid down in the

16



Régime pédagogique, are used as 1ntended]2. These days, which

occur at regular intervals during the year, are intended to be used
for planning, evaluation, organization and similar activities.

They are also used for be in-service training of teachers as well
as for meetings with parents.

These intense periods of pedagogic animation stimulate the life of
the school and are carried further in various ways by the work of
subject consultants. There is some criticism of the sort of anima-
tion carried on by such consultants and of their often bureaucratic
relationship with teachers, particularly in the larger school com-
missions. There is no place for long distance animation from the
regional administrative offices; this would tend to reduce the
teachers's role to that of a mere puppet. Educational support of
any type must be centred on the school and the classroom. Subject
consultants should continue to play their role of «expert», but
always on condition that their activities aim at providing real
assistance to teachers in their daily work.

In addition to the bureaucratic tendencies which sometimes charac-
terize the activities of school principals and their staffs, some

13 and their application affect

clauses of the collective agreements
the climate of the school and complicate personnel relations. Cal-
culation of the time spent on the job, down to the last minute, is

incompatible with the requirements of real teaching. Happily, there

12. See the Opinion of the Conseil for the Ministre de 1'éducation,
«Pedagogic Days at the Elementary Leveln, December, 1981.

13. See the opinion of the Conseil to the Ministre de 1'éducation,
«On the Improvement of the Collective Agreements», le February,
1982Z. -

17



are situations where a climate favourable to teaching exists, des-
pite the restrictions of the collective agreements, because of a
positive attitude on the part of those involved, or because of the
very nature of the establishment.

Limited Parent Involvement

The extent to which parents become involved in school activities is
very much a function of the level of teacher satisfaction and of the
school climate, of the teachers' positive attitude towards the
pupils and of the principal's leadership. However even where
teachers welcome the presence of parents, their attitude does not
extend as far as granting them any increased role in school affairs.
Except in a few cases, where the educational project clearly invol-
ves massive parent participation, the initiative remains in the
hands of the educators. The preponderant role of the educators

very often puts parents in the place of spectators, rather than

that of participants. There role is mainly one of support. They
busy themselves, for example with the classification and organiza-
tion of the school Tibrary, with the provision of lunches, with

the financing of cultural activities such as music and drama.

School committees keep the parents informed by means of newletters
or information nights. But it sometimes happens that parents become
deeply involved in activities nearer the centre of the stage, such
as providing information regarding new courses of study or new
teaching methods. The ideal of participation envisioned in the

Québec School is still far away]4. However, the evidence of day

14. Gouvernement du Québec, Ministére de 1'éducation, The Schools
of Québec, Policy Statement and Plan of Action, Québec, 1979,
Chap. 3 and 4, pp. 33-53.

18



by day events indicates the development of a certain reciprocity
between the school and the community and of a spirit of collaboration
between educators and the home. Hopefully, this tendency will

become stronger, and parents will play a larger and larger role in
all aspects, of school affairs.

In all of these many activities parents and educators share a basic
objective: the welfare of the child; the child should be happy at
school , should learn and find itself in an enriching educational,
social and cultural environment. As long as the school appears

to be moving in this direction, parents leave things up to their
representatives on the school committee, the principal and the
teachers. On the other hand, they tend to react violently as a
group if administrative, financial or other measures seem to them
to imperil what they see as the school's goals. Some educational
pr*ojects]5 have had their origin in such situations.

Apart from certain periods of difficulty, the elementary school
presents a relatively untroubled picture. One could sometimes
wish for greater dynamism, for more 1ife in this traditional
approach. One cannot, however, reproach its users for neglecting
the goals of the school: to instruct and educate children. But,
today's understanding of how children learn and should be taught,
as well as our conception of man and society, call for change.

15. See Gouvernement du Québec, Ministere de 1'Education, Secteur
de la planification, Service de la recherche, «Le projet édu-
catif dans quelques écoles primaires»,rapports d'observation,
Québec, 1980, 128 pp.
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3. Educational Initiatives and Experiments

A Renewal of Traditional Methods

Despite the obvious predominance of traditional methods, teachers
have unceasingly, over the last ten years, taken initiatives which
contradict appearances. Local experiments of varying degrees of
success, whose authors are too modest to seek publicity, are evi-
dence of an enormous reservoir of imagination and creativity.

It is interesting, for example, to examine the themes of teachers'
meetings held in Abitibi-Temiscamingue since 1973, which focus on
elementary school teaching: «Creativity with Freedom», «Teachingy,
«School as a Place for Living», «Towards a more Coherent School
Experience», «My School, I'm Part of It», «Our Children's Educatio-
nal Project», «Adapting Oneself to the Chi]d».]6

It is important also to emphasize the important role played by the
various subject associations, as much at the elementary as at the
secondary and college levels. For a number of years these associa-
tions have contributed to the carrying on and stimulating of a
dialogue on education, to the definition of new needs, and to
teaching methods more and more in harmony with the requirements

of Tearning. This has been done through meetings, colloques, pu-
blications, discussions, and by interventions at various levels.

16. The 1981 congress, open to all Tevels of the educational
system, had as its theme «Communication in School, If we
Only Tried».



One of the features of these associations is that they bring toge-
ther their members at various levels of education. These latter

are then able to work together, on a voluntary basis, to bring about
educational changes in an informal atmosphere.

Group activities based on educational themes, such as those carried

on by the associations are, in the final analysis, informative and
fruitful. They permit teachers in the field to share with their peers
the results of experiments, modest no doubt, but indicative of an
attention to the needs of the child, to its harmonious development,

to the various emotional and cognitive aspects of learning processes
of unequally gifted children, etc.

The experiments are of various kinds. For example, in a given class,
natural or real situations are exploited during the teaching of
reading. In another school it is a case of «free flow» in «team
teaching», where the class teacher works mostly with pupils with
problems, while the special class teacher devotes time to both the
brighter and slower ones. In another situation it may be a matter
of workshops where, in addition to group instruction, there is
provision for sections devoted to the learning of writing, mathe-
matics or art. Another project involves a Tocal policy of evalua-
tion based on the pupils' own assessment of their work and inclu-
ding remarks concerning social and emotional behaviour on the

report card. The problem of grouping pupils within a class in terms
of their abilities has also been studied.

AT1 these initiatives are evidence of a willingness to modify
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teaching methods. None of these experiments, taken by itself, will
shake the world of traditional teaching in elementary schools. But,
the sum total of this experience, the results of which are easily
shared at educational gatherings, leads one to believe that the con-
cept advocated in the Conseil's Report on Educational Activity (1969-
1970) has had an effect. To be sure, the «organic» model has not
become the Holy Writ of all teachers. But, in their daily tasks,
which bring them face to face with children and the classroom situa-
tion, elementary school teachers have gradually adjusted their
methods and made them more flexible and more relevant to their
pupils' experience. In this sense «Educational Activity» has led
them to pay greater attention to children rather than strictly
following a model or educational trend.

Changes in Teaching Methods

Some educational experiments have a much more radical effect on
traditional practices. While not very numerous, they examine some
important aspects of teaching and have a gradual, but profound
effect on educational thought and practice. Their most beneficial
effect is to put accepted practices in question. Such experiments
do not all follow the same pattern.

A first group of such experiments leads to a modification of the
teacher-pupil relationship. It is these that have most direcly
influenced traditional teaching towards a more human approach. Most
of them, however, go much farther than softening the teacher-pupil
relationship. In accordance with Educational Activity (1969-1970)
the child is held to be primarily responsible for its own education.
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This requires the thorough personalization of teaching and close
attention on the part of the teacher, whose role becomes that of
a resource person rather than that of the sole source of learning.
This is where most of the experiments exert an influence on tra-
ditional methods, with its emphasis on systematic group instruc-
tion and wherein initiative remains in the hands of the teacher.

These experiments also bring about a second modification, that of
the attitude of teachers towards the Course of Study and all that
it implies, the Régime Pédagogique, methods textbooks and evalua-
tion. With the exception of those methods know as «mastery» or
«success»,]7 almost all the experiments involving «alternatives»
keep the course of studies at arm's length. This freedom is found
where teachers are in a position to base their approach on a theory
of learning. This relative independence does not lead to a
downgrading or to the neglect of subject matter. The intention is,
rather, to respect the objectives of the course of studies, while

making learning relevant to the child's experience.

The third modification arises from a consideration of how children
1earn18. Traditional teaching methods are criticized, not so much
for ignoring personality development, as for overlooking the fact
that this development is brought about by teaching methods which
respect the learning process. The child, thus, grows within a
learning situation; he or she becomes capable of «creating while

17. See Beauchamp, Réné&, «Une histoire & succds: la pédagogie de
la réussiten, in Vie pédagogique, Mo.14, October, 1981, pp.

37-41. '

See also Bloom, Benjamin S., Individual Characteristics and

Learning, Fernand Nathan, Paris 1979, Z27C pp.

16. See Angers, Pierre, and Bodchard, Colette, L'activité éducative,
une théorie, une pratique, 1'apprentissage_q§ s01, Lentre de
déveToppement en environnement scolaire, Saint-David, Yamaska,
1982.
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learningy. Until recently, elementary school teachers have been

influenced by the psychological dimension of the organic concept
of education, but have paid little attention to its epistemological

aspect. They are not yet sufficiently aware of how children learn.
It is not enough, in other words, to pay attention to the subject
(the child); the interaction which develops between the subject

and the object of learning must also be considered. It is impor-
tant that the children undergo experience leading to the integra-
tion of knowledge.

4. Question for Study and Action

The Distribution of Subjects and the Education of the Whole Child

For the last ten years the education of the whole child has been

an important topic for study. The Elementary Régime Pédagogique
lays down a certain number of subjects, and allots each of them

a space in the timetable. What is compulsory is not the time
allotments, but the attainment of the objectives and the acquisi-
tion of content19. In fact, the aim of this régime pédagogique

is to correct certain practices in the elementary schools which
have overemphasized mother tongue and mathematics, to the detriment

of other subjects and, thus, the real education of the whole chi]dzo.

19. See Regulation concerning the Régime P&dagogique, art 42,43.

20. See the Opinion of the Conseil for the Ministre de 1'éducation,
Le sort des matiéres dites «secondaires» au primaire, June 1982.
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Current elementary school practice has established an allocation
of time for various subjects which does not necessarily correspond
either to the intentions of the legislator, nor to the real capa-
bilities of the children. This is not to say that the time allo-
cated to a given subject is a guarantee in itself of efficiency

or of the quality of learning. However, the elimination, on a
regular basis, of certain subjects appearing on the timetable, in
order to find more time for remedial teaching, is, in the final
analysis, an indication of the lack of importance accorded certain
«other» subjects. When History, Geography, Art and Natural Science
are either neglected or omitted completely, one may rightfully
wonder about the kind of education being dispensed. Such practi-
ces raise questions as to the type of man or woman and society
which the future holds.

Teachers who desire to attain the objectives of education, rather
than to hew to the letter of regulations and who are interested

in improving their methods, have proposed some very interesting
solutions to this problem. The year's work is organized in terms
of subthemes selected by the pupils working in groups. The balance
of the official schedule would appear to be reversed. A major pro-
portion of the time appears to be allocated to History, Geography,
Art, Natural Science and the cultural and ecological aspects of
1ife in the region21. These subjects, which are, for the most

21. In a sixth year class in Sorel, the children, divided into
groups studied the following themes: the geography of the
region, the plants, electricity, the history of musical
instruments, the animals of North America, climate.
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part, neglected, provide centres of keen interest for the children.
What, then, happens to French and Mathematics? Instead of taking

up the greater part of the timetable, and boring the children, these
two subjects are integrated into the pupils'’ workzz. They «do»
French in discussions among themselves, in writing their texts and
in explaining their projects to others. They «do» mathematics by
measuring distances, weighing animals, etc.

And the results of weekly evaluation, in addition to daily tests,
indicate that all the children, including those with problems, meet
all the objectives of the course of studies: some even exceed them.

Such a solution cannot be applied unless elementary school teachers
have been properly prepared and receive appropriate support. Its
greatest merit lies in its demonstration that it is possible to
work efficiently to educate the whole child at the elementary level
while, at the same time, respecting the courses of study and their
learning objectives.

The Integration of Children «With Problems»

While it has a bearing on the education of the whole child, the
integration of children with emotional and learning problems pre-
sents difficulties which go beyond the classroom activities of the
teacher and pupils. The word (integrationy is not limited only to

22. Angers, Pierre and Bouchard, Colette, L'activité éducative,
une théorie, une pratique, «La mise en oeuvre du projet d'in-
tegrationy, Centre de développement en environnement scolaire

nc., saint-David, Yamaska, 1981, 110 p. dactylographiées.
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knowledge; it has implications in terms of school organization,
grouping within the school and teacher assignment.

This question will be considered from the point of view of its
effects on the learning process and behaviour of pupils in the
school environment. Even though it has political, administrative,
and economic implications, it must be faced first of all by the

teachers in a school.

In theory, elementary school teachers favour homogeneous grouping
But, how far can one go? A survey carried out by the C.E.C.M.”",
which has been interested in the question of integration for some
years, indicates that teachers are not in favour of integration and
have difficulty in adapting to it. Among elementary class teachers,
this reticence regarding integration, coloured by apprehension, goes
as far as the rejection of children with behavioural problems. The
majority of teachers are reluctant to adapt their methods, designed
for group instruction, for fear that all the children will fail to
cover the whole course.

It would be unrealistic to minimize the importance of the changes

that are required and unjust to blame the teachers alone. Integra-
tion, even when brought about gradually, is bound to disturb educa-

23. See Les enseignantes et les enseignants du Québec, Vol. 5 pp.
215-217.

24. Gingras, Gis@le, Etude exploratoire de 1'intégration des en-
fants en difficulté d apprentissage et d'adaptation au milieu
scolaire de 1'ITe de Montréal, C.E.C.M., Division des ressour-
ces et du développement , Service de 1'adaptation, 2nd Edition,
May 1980, 54 pages, typewritten.
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tors and cause them to ask questions. It would be unfair to expect
them to solve a problem which is really the responsability of
society as a whole.

Experiments provide some insights regarding the question of inte-
gration, as they do concerning the education of the whole child.
Ways can be found to effect changes in the attitudes of teachers
and pupils and to motivate them. There is reason to believe that,
if a child is placed in a position where he or she may succees,
rather than in one that accentuates past problems, there is some
possibility of progress.

In some schools, teaching is, for the most, part based on what is

know as the systematic method25

, this involves three steps: expla-
nation of content, exercises to reinforce learning, and daily
formative evaluation. A1l the pupils, including those with problems,
follow this sequence. Brighter pupils are offered enrichment ac-

tivities on their own.

Similar experiments confirm the need to apply a variety of methods
if the integration of pupils with problems is to be meaningful.
Experience also demonstrates that the .ntegration of pupils with
problems is as possible with traditionak methods as it is where

a Less conventional approach has been used.

25, See Forget, Jacques, Programme de recherche sur 1'implantation
d'enseignement systématique, final report of Jacques Bizard
SchooT to the Baldwin Cartier School Commission, May 1982,

127 pages, Photocopy.
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Teaching in Economically Deprived Areas

The Conseil has studied a third question of importance for elementa-
ry schools: teaching in economically deprived areas. The young
people of these areas represent a sort of «endangered speciesy

when it comes to academic progress. Many pupils fall far behind,

to the extent that the lost ground is almost impossible to recupe-
rate. The effects of this become glaringly obvious in the seconda-
ry school, particularly in the vocational sector.

«Designated» schools in economically deprived zones are usually
provided with supplementary resources in the form of health ser-
vices, vocational training, and, above all, additional staff. Among
the many projects carried out in these schools are included attempts
to develop more adequate teaching material, experiments with new
methods and individualized instruction. In addition attempts are
often made to reconcile the child to the school, to counteract
attitudes of boredom and rejection which make real learning impos-
sible and discourage any desire for further studies.

The experience gained by educators since the beginning of the
seventies leads to the formulation of two hypotheses. First of

all, instead of looking for a different approach because the
children come from a economically deprived area, there 45, no doubt,
morne to be gained by forcing the pace of the Lmprovement of feaching
methods in all the schools.

In the second place, unifoam measures produce poorer results in
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economically deprived areas than elsewhene. This 45 why, these
areas must have access to a greater varniety of models and methods.
It is not enough to add resources. It is also necessary to do
away with uniformity, and allow teachers freedom to experiment.
Moreover, in some cases evaluation has shown that teacher enthu-
siasm is more significant than the technical quality of projects
if pupils are to reap a benefit.
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SUMMARY

Teaching Ain the elementary school has remained Largely traditional.
It is 8L based on group Ainstruction, on the teachen as Leadern,
and on a fairly strict structure which emphasizes onden, discipline,
competition and systematic Learning. Remedial measures are foreseen
forn pupils with probLems but the system is not really adapted a-
priond to the chikd's needs.

However, despite this conventional jacade, teaching methods have
become more humanized overn the Last tem yearns. Thanks to the in-
fluence of uch educational trends as the organic concept of educa-
tion and open pedagogy, they have become more activistin calling
upon the child's personal resowrces. They akso take the emotional
aspect, as well as the development of the whole child into account.

Centain conditions have encouraged these changes: recognition of
the intrninsic value, in terms of stability and continuity, of the
hole of the class teacher; pedagogic andimation by principals and
consdultants - though st inadequate; support provided during
pedagogdie days; greater participation by parents, even though they
are sELLL on the fringes of schook activity.

This ghadual evolution in teachen attitudes and teaching methods

48 evddent in the many experiments that have been carriied out.
Initiatives taken at rneglonal fteachers' meetings, conferences oi-
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ganized by the subfect associations, gheatern feamwork among teachers
at the schook Level, attempts to make Learning more child-centred,
faking into account the pupil's experience, potentiol and problems
have all been factons. These initiatives and experiments have
gradually brought about changes in the pupil-teacher relationship
and in the teachens' attitude towarnds the cowrse of study.

Much nemains to be done regarnding elementary school teaching. A
betten integration of the subjects on the timetable must be develop-
ed. More effdcient ways of integrating children with Learning pro-
blems must be gound. A concented effornt L8 required fo Amprove
education in economically deprived areas. Such reforms call fon

the development of gheatern difgerentiation in teaching methods.
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CHAPTER 2 TEACHING SECONDARY SCHOOL ADOLESCENTS

When, nearing the end of the school year, elementary school

teachers organize a visit to the big regional high school for their
sixth year pupils, they tend to feel uneasy. Most of the time

they prefer to visit the polyvalent when it is empty, rather than
overrun by mobs of adolescents. «Otherwise the children would be
overwhelmed», the teachers claim. Nontheless, these pupils will
attend the same secondary school. This deepseated protective

reflex on the part of adults tells a lot concerning their perception
of the high school and of the adolescents who attend it. This school
and the kind of teaching found therein are the subjects of this
chapter. We shall try to see what influences teaching, what it is
and what it could be.

1. Teaching Based on Subject Matter

Its Principal Characteristics

In the secondary school, the teacher is a «specialist» in a given
subject, which is the case with only a few elementary teachers.

They are very few class teachers, and where tutors (tuteurs) are found,
they are more apt to be group leaders (encadreurs)l. Since teacher
assignments are made on a subject basis teaching tends to be subject-
oriented.

1. This encadrement involves behaviour rather than learning.
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Instead of making up stable groups which might serve as a home room
for both teachers and children, the pupils are organized according
to subject. These groups multiply according to the time allotments,
the availability of classrooms and pupil selection. A subject may
be taught at different levels of difficulty as well. The secondary
school teacher may be required to meet a very large number of
pupils, depending on the subject taughtz. It becomes very difficult
to really know each pupil and to follow his or her progress. The
best that a serious teacher can do is to prepare his, or her, courses,
give them, correct a certain number of assignments and give some
help to pupils with problems.

This focus on subject matter, due in large part to the way in which
schools are organized, is also a function of the teachers' background
and training. Since the disappearance of the normal schools and

the taking over of teacher training by the universities, secondary
school teachers have learned to 1ive with the requirement of being
more specialized in their subject. They have acquired diplomas,

have completed the first cycle of university studies, have exchanged
their Teacher's Licence, or a master's degree in French (1in-
guistics), History, Geography, etc. They are somewhat critical

today of this university training which has made them

2. In some extreme cases, this can mean as many as ten groups
and three hundred pupils for a single teacher. These case are
cited, among others by the A.Q.P.M.R. (Association québécoise
des professeurs de morale et de religion). Some teachers
of moral and religious instruction have pupils in different
years.
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into «speciah’sts»3 at the expense of flexibility and the capacity
to communicate with modern young people. This specialization,
which is part of school organization, leads to a degree of
compartmentalization which influences all school activities and
sometimes even 1imits the usefulness of certain non-teaching
professionals.

This propensity for specialization by subject leads to a type of
teaching which has its special characteristics: a predominance of
group instruction which consists of passing on content, a preference
for homogeneous grouping and the maintenance of stkeaming4. There
is a preference for teaching pupils in the general course as well

as those in the long vocational program.

There is some risk that those pupils with special needs will be
shortchanged by the teaching methods used by these secondary school
«specialistsn. Their use has contributed to the adoption, by all
secondary school pupils, of a fragmented approach, which does not
lend itself to general education. This concentration on the
subject to be taught and the accumulation of credits, has led

many teachers to see their role as one of instruction, rather than
of education. This tends to inculcate in the pupils a utilitarian

attitude, whereby they attach importance only to those subjects

3. See Les enseignantes et les enseignants du Québec, Vol. 6,
«La Fformation et Te perfectionnementy.

4. Parents also express this preference, particularly for those
subjects where there is an accumulation of knowledge over
several years.
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which «count» and ignore those which might contribute to their
personal development.

Some Variationg

There is some variation in classroom techniques. For some years,
efforts have been made in the larger polyvalent high schools to pay
particular attention to pupils in the first cycle. «Home roomsy»
have been set up in order to avoid the pupils feeling like orphans,
and the teachers being isolated. The same teacher meets the same
group of pupils for several subjects. While all the teachers remain
«specialistsy one of them devotes a few periods to the role of
teacher-advisor.

Such ¢home rooms» make possible the grouping together of those teachers
who wish to consider the socio-emotional dimension of their pupils.

A common effort is made to understand «Why Johnny can't learn»n. The
teachers carry on their work as individuals, but seem gradually to
change their attitude and begin to operate as a teaching team.

They develop a sense of group responsibility for their pupils. Where

a group of teachers is responsible for the pupils of a given «home
roomy, they cannot avoid going outside their responsible subjects

and, so, to ask themselves questions concerning teaching methods.

This cannot but be an enriching experience.

In some cases, pupils, for example, of the short vocational pro-
gram, grouping is carried out to the extent of setting up stable
groups, each with a class teacher. This brings about some continuity
in the teacher-pupil relationship and gives the pupils a sense of
belonging to a group.
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The results of these efforts seem to bear fruit in the larger
polyvalent secondary schools. Some staff members have been known

to have changed from simple teachers into educators. Whereas,
previously they were above all «givers of courses» and limited
themselves to instruction, these teachers now agree to participate
in other activities. In these cases, the evolution in the teacher's
role is brought about by the relationship established between

the adult and the adolescents. The hope for change is born in the
discovery of a significant educational relationship. Elsewhere,

the pupils of the first cycle are grouped in schools for that cycle
only. One of the basic merits of such a plan is to lessen the

shock of the transition from elementary to secondary school. The
educational value of such schools depends, in large part, on the
quality of the relationship between pupi]sland teachers. In those
cases where compartmentalization is maintained without any modification,
the junion high school cannot but become as cold and impersonal

as the larger polyvalent.

2. The Influence of Teaching by Objectives

First Signs

Teaching by objectives continues to have an important influence

on secondary education. This technique came into general use about

1972-1973°.

5. In a region where Operation «Teaching by Objectives» was
particularly strong, 1972 is held to be the date of its first
appearance. See the submission of the Commission scolaire
de 1'Estrie during the Conseil's hearings in Sherbrooke in
March 1982.
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The gradual adoption of teaching by objectives followed the

period 1968-1972, during which experiments of all types were common.
Educational Activity, (1969-1970), which strongly stressed
creativity, had, perhaps, a different effect on secondary school
teaching than on that of the elementary level. While in the
elementary school, focussing attention on the child often led to

an open pedagogy, at the secondary it led to the development of a
plethora of activities designed to stimulate and maintain the pupils'
interest, not all of which had any direct connection with well
defined learning objectives. Classroom activities developed to

the point that there was some risk of teachers and pupils losing
sight of the various course objectives.

No one was very sure of what was to be taught, or to be learned,
nor, above all, why it should. In such a situation, many teachers
had difficulty in evaluating what had been Tearned and in ensuring
the pupils' acquisition of essential content. Today's assessment
of what went on during the seventies would suggest that the
attempt to get down to the level of the pupils was carried on in
the absence of any clear understanding of its educational impli-
cations.

The course outlines of the period were open to many interpretations,
providing teachers with a minimum of guidance. Much time was
devoted, for example, to finding a ways of applying the course
outline for French as mother tongue. Those involved did their

best, without any assurance that their approach satisfied the
requirements of the subject, permitted a valid evaluation, or

met the pupils' educational needs. In 1969-1970, Educational
Activity brought forward a humanistic conception of education,
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though secondary school teachers lacked the means required
to achieve the proposed ends. This is why education at this level
has, for a long time, lacked the means to attain its stated goals.

Teaching by objectives responded to the desires of teachers wishing
for srme order and direction in a situation, which while not
completely devoid of planning, fostered quick and easy solutions,
to the detriment of learning. This willingness to emphasize
educational goals, rather than methodology and gadgets, led to a
stressing of intellectual ability. While 1ip service was

paid to the emotional aspect of learning, in practice, the
requirements of measurement and evaluation limited pedagogy to
«intellectual performancen. The first curriculum guide produced

by the ministére de 1'Education on teaching objectives in the

intellectual domain had no successor in the emotional f1e1d6.

The teachers' initial efforts involved the formulation of cognitive
objectives in response to the need for clarification and evaluation,
particularly as the latter applied to the certification of

secondary studies. They appeared to become infatuated with
objectives. Each one tried to define objectives in the «orthodoxy
manner, in accordance with the rules for the definition of
educational objectives7. Secondary school teaching reaped two

6. Gouvernement du Québec, ministére de 1'Education, Direction géné-
rale des programmes et examens, Curriculum Guide no 1 The
Taxonomy of Educational Objectives in the Intellectual Domain,
1964 . N - o T

7. Reference was often made, as if to the Bible, to Mager, R.F. Comment
définir des objectifs pédagogiques, Paris, Gauthier Villars, T972.
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benefits from this desire for clear definition of objectives. The
precise definition of objectives clarified educational goals and
more attention was paid to how children learn.

Interrelated Steps in Educational Planning

These teachers who devoted themselves to the deteumination of
objectives filled in a void, during the period when the course
outlines were limited to generalities such that it was difficult

to determine what was expected of either teachers or pupils. As

a matter of fact, the teachers were obliged to try to define course
objectives in terms of educational goals which were not, themselves,
clearly de]ineated8.

Today, the new courses of study lay down the objectives of each
subject in a precise fashion. This is why the teachers experi-
ence fewer problems in defining their educational goals. From

now on they must respect the limits of the new courses. Those who
wish to adjust their teaching to their classes may vary the

types of objectives and the taxonomic 1eve159 which indicate the

8. Operation «Definition of the Objectives of Education» was carried
on from 1972 to 1979. Chapter 2 of The Schools of Québec,
Policy Statement and Plan of Action, 1979, is the first official
statement of «the aims and objectives of formal educationy» to
which courses of study and subject content may be related.

9. Some idea of its complexity may be gained from the fact that
the two taxonomies, by Bloom, B.S. and Kratwhol, D.R. each
indicate five or six main levels and many sub-levels. In terms
of content and objectives, there are key-content, support content,
cognitive, emotional, psychomotor, behaioural, expressive
objectives, etc. See de Landsheere, Viviane and Gilbert, Définir
les objectifs de 1'éducation, Paris, P.U.F., 1976.
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stages of learning. In actual fact, the relationships between
content and objectives are so complex that very few teachers
would venture to define them, were they not mentioned in the
course of study. Most teachers content themselves with defining
the cognitive objectives a Tittle more clearly and with reaching
the emntional objectives, where possible.

Many more or less diversified techniques (stratégies) are available
for the pursuit and achievement of objectives. In fact, the
secondary school teachers, who formerly ran the risk of becoming
lost in an educational wilderness, now find, in teaching by
objectives, a rich and varied approach. This is accompanied by
clearly defined aims which are closely related. A choice of
interrelated activities, or techniques, is avaiiable for each
educational objective, without the risk of activismy or of a
methodological shopping spree.

Three criteria should, in principle, be applied in the selection

of a technique for teaching by objectives: the relevance of

the activity in terms of the objective, the type of pupil involved,
the Tearning experience called for. These criteria are not always
adequately respected in the choice of activities and techniques.
Nevertheless, they can be of use when teachers wish to look back

in order to assess the extent to which objectives have been attained.

In carrying out education by objectives, secondary school tea-
chers discover the importance of evaluation, as feedback, at

variows stages of Learwming. It facilitates the adjustment of
method and content. When evaluation reveals gaps in learning,
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they may be due to use of a means which is wide of the mark or of
an aim that ignored the pupils' possibilities.

Where such continuous follow-up is possible, the teacher re-
mains aware of all aspects of the learning process and may
adjust his, or her, teaching accordingly. It is also possible

to follow more closely the progress of pupils, both as groups

and as individuals. Before the advent of teaching by objectives,
this was the area in which teachers most eloguently stated their
needs.

Then again, the teachers made another discovery: there is more
than one way to evaluate learning. To be sure, some objectives
may be measured precisely. The evaluation of pupil performance
in the cognitive domain often situates school progress in a
continuum, by comparing results with a mean. But, there are
other objectives which are not easily measured, which must also
be evaluated because of their importance to learning, particularly
those with an emotional connotation. Their evaluation cannot

be based on performance criteria, but on attitudes, on behaviour
modification, which is sometimes difficult to observe during the
school day.

In the social-emotional, as in the psychomotorn domain, the needs
of secondary school teachers gor a means of evaluation are fan

from being satisfied after some years of teaching by objectives.
Lack of a means of evaluation in these areas could have serious
consequences for education. Until now, evaluation in secondary
schools has been almost exclusively centred on the achieving of

42



cognitive objectives, given the limited means at the teachers'
disposal. Attempts to evaluate the socio-emotional domain 1in
any meaningful way have, so far, proved inadequate.

10

The ministére de 1'Education™” appears to have embarked on a

course which should permit evaluation of the formative typell.
The application of this new policy should make it possible for
secondary school teachers to have available to them the tools
required for teaching methods which take into account both

the intelligence and emotional makeup of the adolescent.

3. The Courses of Study and their Pedagogic Extension

As Tong as the minist&re de 1'Education had not clearly defined
the aims and objectives of education for secondary schools, it
was difficult to make the course outlines any more precise.
From the moment when The Schoofs o4 Québec proposed a number

of aims and values, a vast enterprise was set in motion for the
«specifying» of the courses of study. Since 1980, the trans-
f8rmation of courses has been governed by a frame of regerence.

10. See ministére de 1'Education, Direction générale du dévelop-
pement pédagogque, Politique générale d'évaluation pédago-
gique, 1981, 23 p.

11. The Conseil urges the Ministre to move in this direction
in its opinion concerning evaluation in secondary schools
Conseil supérieur de 1'éducation, The Evaluation of Learning;
«Does It Count?y.
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«Without falling into the excesses of the former catalogue-type
course outlines, it aims at lessening the problems arising from
course outlines which are too general in naturelz».

For the secondary school «specialistsy, the new and more detailed
courses of study are a logical extension of teaching by objec-
tives. The teachers are no longer required to wonder how to
formulate their objectives, because the frame of reference lays
down the following terminology and sequence: general objectives
relating to the whole course; teminal objectives detailing the
results anticipated after a given period of time; inteumediate
objectives describing, in terms of results, actions which lead
to the attainment of terminal objectives. Learning activities
arise from these latter. Teachers are already in a position

to know what they must teach, since the compulsory objectives
are indicated. It is already possible to identify three ways

of applying the new rules from the course outlines which

are being developed or implemented. First: all of the terminal
and intermediate objectives, as well as the relevant content

are compuisory. Secondly: not only the objectives, but the
approach and method are laid down. In this case the course of
study fulfills a double function: it includes what is the normal
content of a course of study, and also part of what one would

12. Gouvernement du Québec, ministdre de 1'Education, Cadre revisé
d'élaboration des programmes et des guides pédagogiques,
Rpril 1980.
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expect to find in a curriculum guide13. In the third case, only

the terminal objectives are compulsory.

To summarize, the secondary school teachers know clearly what
is expected of them in their work: to plan their teaching by
objec*tives, to develop learning situations, to evaluate class
activities in terms of the objectives set.

Extension of the Course of Studies

The courses of study do more than set Timits. Nevertheless,

there is a great risk that this will be their effect on secon-

dary school education, not only on the part of administrators

but also on the part of some teachers. In the one case, it

is relatively easy to control matters by measuring the extent

to which objectives have been attained. In the other, it is simpler
to go on with group instruction as in the past, without taking

into account the criteria14 which should influence the choice

of methods.

As a general rule, the courses of study indicate the relation-
ships linking the aims of education, the general objectives of
a given level of instruction, and certain values as well.

13. The first may be illustrated by the course of study in
Household Science, Secondary II 1981; the second in French
as Mother Tongue; the third in Mathematics for the first
cycle of secondary school.

14. See above, page 34.
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In addition they indicate how the content is related to the previous
year's work or to other subjects. Teachers are thus encouraged

to go beyond the course of study in the creation of learning
situations. Curriculum guides will be made available in order

to help teachers in this important task. The practical suggestions
contained in these documents should help teachers to become

more creative. It is to be hoped that the courses of study will
not be interpreted so narrowly as to reduce the teacher's role

to that of a mere puppet. On the contrary, the schools have a
crying need for teachers who are active, dynamic and capable of
innovation.

4. The Predominance of Administrative Considerations

Secondary education is very much conditionned by considerations
of an administrative and organizational nature. The testimony
of those involved as well as the data compiled from various
1nqu1rie515 paints a rather sombre picture whose principal
characteristics may be interpreted as indications, symptoms,
results or causes.

Many school principals are too precccupied with administrative
problems to devote much of their time to teaching. The tea-
chers, for their part, are subjected to a system of assignment

15. Among others:
Les enseignantes et les enseignants du Québec, 1980.

Data collected from Le vécu scolaire dans les écoles secondaires,
1976-1977, 1977-1978, by Suzanne Fontaine, MEQ, September, 1980.

Statistics collected from L'école, ¢ca m'intéresse, MEQ 1979-1980.
46




and transfer which often prevents them from teaching outside
their field of specialization. When they are re-assigned, they
must often start from zero in a new subject.

They overriding presence of the collective agreements is often
a sour~e of potential conflict between the administration and
the teaching staff. Where rigid norms of school organization
are applied, teachers tend to limit their participation in
activities other than those carried on in the classroom.

The pupils, in their turn, are classified and labelled. The
selection process which begins in elementary school places many
of them in situations which lead nowhere. Their lack of
motivation and of interest in school leads too many of them to
become dropouts or mere classroom visitors, when it does not
lead to delinquency.

There are very few rays of sunshine in such a context. Aside
from a few schools, where student activities have produced
remarkable results, the majority of pupils find it difficult
to develop group activities and to manage their affairs.

In the final analysis, the secondary school would appear, to some
extent, to contradict in practice the aims of education announced
in The Schools of Québec, a document which advocates active,
democratic and efficient teaching and a return to basics.

One possible explanation of this phenonemon, which seems to be
beyond the control of those involved, or of the system itself, is
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the fact that the school is a reflection of the society of which

it is a part. We Tive in a society which puts production before
personal development, which seeks followers, rather than critics.
Our society eliminates from the school system those who are labelled
«misfitsy in favour of those who are capable of using the system

to their advantage.

Such explanations follow from a radical criticism of society.
Being too general, they do not take into account the complexity
of the relationship between the school and society, and carry
with them the risk of paralysing teachers by distracting them
from their main responsibility in the school. The danger in
such analyses is that they place problems requiring a practical
solution on a theoretical level.

The Conseil cannot permit itself to be satisfied with such
generalities. It must search for explanations which, while more
Timited, are more concrete. It has recently given its opinion
regarding subjects of major importance to the quality of teaching:
the effect of collective agreements on the teacher-principal
re]ationship]6, the pupil-teacher relationship, and at greater

17

length, 1ife in secondary school The Conseil does not share

16. See, the Conseil's opinion to the Ministre de 1'Education,
On the Improvement of the Collective Agreements, February 14th,
1982. -

17. See the Conseil's opinion to the Ministre de 1'Education,
Life in Secondary School, April 7th, 1982.

See also the Conseil supérieur de 1'éducation, The Teachers
the Pupils Need in Secondary School, May 9th, 1980.
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any of the extreme positions resulting from the usual

opposition between teaching and structures. It has no brief
either for the magic of methods nor the immutability of struc-
tures. At the same time, it places its trust in those who

teach within the structures. The Conseil believes that solutions
can be found in a discussion of the improvement and renewal

of teaching.

5. Areas for Discussion and Action

Indications of Renewal

There is some evidence of efforts and renewal. While these
are still mere straws in the wind, they could become significant
were they to become more widely publicized.

In some secondary schools educators have come to the point where
they recognize the need to change the situation as being urgent.
Their professional conscience forces them to bridge the gaps
between the various solitudes: their own, that of the pupils,
even that of the administration. School administrations have,
thus, come to re-assess the importance of the teacher's
role in the school. There is recognition of the fact that teaching
is improved when there is a sound pupil-teacher relationship.
Teachers become motivated; absenteeism diminishes; they
remain adults, while getting closer to the adolescents. Pupils
discover that they can enjoy learning, their motivation increases,
there are fewer failures and, finally, they stay in school. The
fact that self respect and respect for others as well as motivation
are sources of efficiency in teaching is not a new concept.
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Some school commissions have until now provided much in way of
resources for teaching by objectives, the development of more
detailed courses, educational planning and a more rigorous
system of evaluation. Now they consider as new priorities

the creation of a favourable climate, more attention to how
children learn, and diversification of learning experiences. All
these should lead to greater pupil motivation.

The new cowrses of study encourage the development of this kind
of learning situation and take the emotional as well as the
cognitive dimension into account at all levels. The new policy
of evaluation stresses the importance of formative evaluation
and those responsible propose to develop the neglected socio-
emotional domain.

There is, then, some evidence of renewal in secondary school
teaching. Renewal of teaching methods is dependent on the
finding of answers to other questions of an educational nature.

Ways toward Integration

In the secondary school, where teaching conditions are almost
always more complex than at the elementary level, the abolition

of streaming and the integration of children with learning pro-
blems represent two changes which cannot be considered separately,
and whose importance must not be minimized. This twofold change
requires thought and concerted action by educators.

This doublebarreled problem cannot be solved by pedagogic measures
alone. Nor is the solution purely an administrative matter.
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The existing compartmentalization is, in part, the product of

the teachers' specialist mentality. They would prefer, had they
the choice, to teach homogeneous groups of bright pupils. It

is also a function of teacher assignment. Too many pupils and
groups make any meaningful teaching relationship almost impossible.

Where integration has been attempted, many factors have been
consideredls. These include the stability of groups labelled
«familiesn, «home rooms» or «cellsy, teams of teachers, modi-
fications in approach and the adaptation of methods to pupils
with difficulties.

Until now, the integration of the children and the abolition

of streaming in secondary school have not led to the integra-
tion of subjects; the teachers meet the same pupils in a stable
group. But, each teacher still teaches his or her own subject.
One wonders whether multidisciplinarity should come from the
development of common courses of study, or if teachers in the
field could not find ways of sharing subject matter. This lat-
ter would seem to be the direction in which to move, having

experience in mind.

Nevertheless, these initiatives have two common factors which are
closely related: motivation and intellectual development. Such

18. See, for example, Thomas Arsenault, Mont-Eruno, une polyvalente
qui vit 1'intégration in Vie Pédagogique, no 18, April 1987,

pp. 6-8, and also PoTyvalente de tont-Bruno Educational

Project 1981-1982.
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efforts herald a renewal in secondary school teaching, which tends
more and more to associate intellectual development with socio-
emotional growth.

Pedagogy in the Vocational Sector

At the same time as the publication by the Ministre de 1'Education
of a proposed new policy on vocational training of young peoplelg,
all secondary school teachers are called upon to face the challenge
of developing methods appropriate to teaching technical and
technological classes. At the moment it is a matter of integrating
vocational training with general education, while developing a
program of vocational education closely related to the requirements
of the world of work. It is possible to examine vocational teaching

in terms of methods in current use in the secondary schools.

One basic vocational training is presently offered at this level.
No attempt is made to turn out designers, simple those capable

of carrying out a job with precision. This is why instruction

is basec on imitation and repetitionwhich lead to the acquisition
of basic skills. To go any farther would presuppose joining
manual ability with theory.

Teaching is concentrated almost exclusively on practical applications.

19. Gouvernement du Québec, Ministre de 1'Education, Technical
and Vocational Education for Young People, proposals for
revival and renewal.
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The teacher, himself a technician, sees himself as a guide,
whose role is that of showing the pupil how to master techniques
and use tools.

Contrary of the process of what we call general education, vocational
teachi=g is marked by an {immediacy: 1in this type of learning, the
results are visible. The pupils knows very rapidly whether his
technique is efficient or otherwise.

These characteristics of vocational training contribute to its
success with pupils of a technological bent. This must not be
lost sight of in any attempt to extend general education and to
postpone vocational training to a sixth year of secondary studies.

Another aspect of vocationa! education must be mentioned; the
pupil-teacher relationship is generally very close and continued.
The composition of groups is stable and, in consequence, teachers
frequently adapt their methods to the needs of pupils whom they

know quite well. Teaching in the vocational sector benefits in
large measure from the sound human relationships which develop
between teachers and pupils. This factor, which is too often absent
elsewhere in the secondary schools, must not only be maintained

but become more widespread.

SUMMARY

Secondary school teaching as carrnied on by specialists sufferns

from compartmentalization among subjects, from the Large numbers
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04 pupils the teachens must face, from an emphasis on content
and from problems of adaptation to the needs of pupils, arising
grom the way in which the schools are organized. But renewed
effonts are being made to ne-onganize the §inst cycle and %o
provide more personal attention to pupils in accordance with
thein individual needs.

The advent of Zeaching by objectives has greatly changed teaching
methods oven the Last ten yearns, not onby in terms of what should
be taught, but also in terms of how Lt should be done. The

new courses of studies have contrnibuted to change by placing an
accent on the diversdification of Zeaching methods. The evaluation
0f Learning has also shifted in the direction o4 a formative
approach, but much remains to be done in the emotional and social
domains.

The new courses of studies will attain thein objectives A4 an
equilibrium can be established between the aims of education and
teaching resounrces, methods of evaluation and a more fLexible
school organdization.

Evidence o4 a renewal in secondary school teaching indicates a
willingness to change of the part of many people. This Ain-

cludes greatern awareness o4 the need for a meaninggul relationship
between teacher and pupil, creation o4 an environment more
adapted to the needs o4 pupils, existence of a pupil-fLeacher
relationship in the vocational secton which L8 more continuous
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more progitable to both parties and more efficient. But any
solution to the problem of the abolition of streaming and the
Ztendency of the Régdime pédagogique towards common cowrses and the
Antegration of children with Learning problLems presents a
challenge which calls for constant research Linto new ways o4
doinr ihings as well as new attitudes.
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CHAPTER 3 TEACHING METHODS AT THE COLLEGE LEVEL

In studying elementary and secondary school teaching it is
possible to detect the dominant trends and to identify certain
characteristics which lend themselves to classification. College
teaciiing, on the other hand, does not appear to present any
general pattern. It is a system where extremes co-exist, and
where the outside observer is open to frequent surprises.

The production of a completely faithful portrait of such a
diversified situation, requires systematic study, which has yet
to be undertaken. Nevertheless, the memoirs and testimony
received by the Conseil are sufficient for the identification of
the main characteristics of college teaching during recent years,
its present state, as well as areas which merit study.

1. Springtime for the Cegeps: Great Variety of Teaching Methods

Fron 1967 until about 1972 the cegeps, staffed in a hurry with
young teachers, who identified for the most part with the students,
were the scene of the experimentation of a host of educational
formulae. These were more interesting and led to greater
participation than the lectures which has been the rule. Group
study, directed seminars and individualized modular teaching

were all tried at once in a variety of subjects. Audio-visual
equipment was also very much in vogue at this time: 1ibraries
became media centres. As was the case in other educational sys-
tems, the teaching staff of the college fell very much under
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the influence of the psychology of Carl Rogers1 and of the non-
directive teaching fashionable during this period.

The novelty of the situation encouraged all sorts of experiments;
for many, being a good teacher was synonymous with being avant-
garde. According to some observers, there was a ready tendency
to adopt new methods intended to interest and motivate students,
without first examining what was required for their success.
Today, these same observers indicate that the opposite is true;
teachers pay much more attention to all the implications of a

new teaching formula. Innovation has become subjected to sys-
tematic p]anningz.

2. Phase two: Consolidation and Sharing of Innovation, the

Hardening of Structures

The period 1972 to 1977 saw the appearance of two factors which
continue to influence pedagogic practice in varying degrees.

One of these is a willingness to try new things and to find the
means required to do so. The other is the extent to which the
operation of the public colleges, and consequently their teaching
activities, have become the scene of a power struggle.

1. See Chapter 8, Non-directive teaching, p. 123. <Carl Rogers
is seen as the father of non-directive teaching.

2. See a remarkable work by Tournier, M. Typologie des formules
pédagogiques, Québec, Les Editions du Griffon d'argile Inc.
A e Targe distribution of this document in the colleges
is an indication of the extent of interest in experimentation.
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Louis Gadbois and Paul-Emile Gingras describe this period as

follows:
«Three phases may be distinguished. At ginst the creation
and explosdive ghowth of the cegeps, required the development
o4 couwrses, the setting up of a system from the means at
beod, establishment of a new technical secton and the
creating o4 a public image. The fat years were those from
a mushrnoom ghowth of teaching positions, development o
documentation and media centres, the Ingo-Doc movementg,
government grants of all sonts. Sdnce that time, anothen
sentiment has become clearly dominant: Lo have done with
theony, to get on with teaching and to understand the
Learning pnoceAA4».

The program of grant for research and experimentation bequn

in 1972 to 1976, which was then redirected to cover innovation,
provides the most visible proof of the diversity of interest

on the part of teachers wishing to upgrade their teaching

methods. In a document published by the Direction de 1'enseignement
coliégial which deals with the development of this grants pro-

gram, the author summarizes the projects submitted in 1975 as
follows:

3. These were meetings of teachers from several cegeps, whishing
to discuss their experiments, organized by the Fédération
des cégeps. ’

4. Dossier-souche sur 1'innovation pédagogique (document de
travail, 2e version) [fontréal, CADRE 1981, pp. 164-165.
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«The subjects of research, which previously centred on
details o4 cowwse content, have now shifted to include the
examination of attitudes, needs and teaching techniques,

the evaluation of methods and othern activities, the develop-
ment of diagnostic tests and nemedial measures and even
such new subjects as the use of audio-visual material and
how students Learn, etc.B».

At the same time, this period witnessed the fullest flowering

of a cegep characteristic which is still not well known, a union
of the various schools of educational thought with elements

of the power structure. This phenomenon may be partially ex-
plained by the fact that the cegeps constituted a sort of sound-
ing board for the various social and cultural crises.

Be that as it may, for some time those involved in college
matters found themselves caught up in the power struggle and
its implications of defence, control, to say nothing of veto
and boycott, to the extent that development was very nearly
stifled.

This explains how, in 1981, there were.teachers who awarded pass-
ing marks to students who had left college after attending
classes for only one week in the semester: In one college, an
attempt was made to encourage teachers to teach by posting

5. Des Trois-Maisons, Louise: Dix années d'innovation péda-
gogiques dans les cégeps du Québec, Québec, ministére de
TTEducation, 1981, p. I3.
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their names on a timetable attached to the classroom door! In
some establishments the students are seldom warned of the can-
cellation of a class, the administration even more rarely. The
measure of accountability, which normally goes hand in hand
with the occupation of a post in the public service, became

a casualty of the power struggle, which was often carried on

an ideological basiss.

The relationship between teachers and pupils could not but

be influenced by the struggles going on in the colleges. It is
difficult to assess whether the slogans of the 70's had any

long lasting effect. There are those that hold that freely
encouraged liberty of expression contributes less to the develop-
ment of a critical sense, than to the adoption of a very
superficial subjectivity. The vulnerability of the teachers to
possible student pressure, or the desire to «negociaten evaluations
in some subjects, may have led the teachers to favour a broader,
rather than an intensive initiation.

In the mid seventies much of the debate involved, paradoxically
enough, not what should be decided, but who should decide it.
Since that time decision making in the cegeps has been difficult
because of the conflicts which exist between, for example, the
union and the administration, or between the departmentS’and.

6. The facts, reported in this paragraph as examples, are evi-
dence of a real malaise which the Conseil will examine closely
in the studying the institutional, professional and peda-
gogic aspects of evaluation.
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the support services.

Creative and innovative teaching are carried on, therefore,
despite a system which turns any topic of interest to a par-
ticular group into a source of controversy.

This phenomenon has produced in the cegeps an extremely closed
and inward-looking society, whose crises are incomprehehsib]e

to the man in the street7. Despite a tapering off, the power
struggle has left its marks. One of the most apparent of these
is the continued ambiguity in the roles of the various official
bodies within an institution. Thus, for example, those familiar
with the situation, would treat as ridiculous any suggestion
that the Pedagogical Council, or in an extreme case, the Board
of Governors, discuss student affairs from an educational point
of view. In one cegep, syndical rules are such that there has
not been a meeting of the heads of departments since 1976.
Generally speaking, the student associations show 1ittle interest
in participating in official deliberations, which they consider
to be futile.

7. The impression of being on another planet appears also
concerning the role of the administrators named to the Board
of Governors. The magazine «Cégepropos» of October, 1981, in
its discussion of the participation of students, teachers,
and parents, demonstrates the disillusionment awaiting any
outside observer who thinks that administrators are nominated
to act in the name of the whole community, and not to protect
interests of a particular group.
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Such educational dynamism as remains, is, therefore, found out-
side the corridors of power and communication; it is largely
a function of a willingness to become involved in confrontation.

The sequel to this institutional hardening of the arteries,
astoniching in such a young organization, is the deve]bpment

of sentiments of isolation and sometimes of discouragement. The
almost total absence of control over the work of teachers leads,
in some instances, to a system of negative rewards, where

laziness and negligence are highly regarded, and the conscientious
teacher 1is accused of being zealous.

3. The Current Situation

At the present time the period of direct confrontation seems to
have ended in most of the cegeps. If it has left in its wake
conditions unfavourable to a renewal of teaching methods, people
have learned to live with them, or to overcome them. In other
words, in the last few years concern for teaching has increased,
and means and resources have been found. These encouraging
changes are the result of changes in attitudes, improvements

in teaching methods and materials, as well as in the teachers'
access to in-service training.

Attitudes and Mentalities

Teachers of lengthy experience are generally said to have a
«classical» mentality. Without denying their interest in peda-
gogy, they remain «men of content», holding to the need for
transmission of a solid body of knowledge. At the other extreme
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are the younger teachers who often seem to stand for communication
with the student rather than the «transmission of knowledgen.

This weakens the temptation, frequent among beginners, simply

to pass on what they received themselves at the university.

Course content may suffer as a result. In reality, there is

much to be said for and against both these tendencies. The
important thing is to strike a balance between the two.

For some time the younger cegep teachers saw themselves as bio-
Togists, psychologists, mathematicians, chemists, sociologists,
rather than as teachers of biology, of psychology, etc. Their
being teachers was, for them, as accident. There is today,
more of a feeling of being a teacher and educator, rather

than the defender of a given subject against all comer58.

One element which is often the harbinger of renewal is the

beginning, on even a small scale, of communication and collab-
oration between teachers of different subjects. The teacher

of mathematics, who feels the onset of boredom and automatism

may get together with colleagues in business administration to
develop a more open, varied and motivating approach, much
appreciated by the students. The teacher of English becomes familiar
with the computer science department and vice versa. The physics
teacher and the electronics technician work together on courses

and methods. In short, for all those for whom teaching has not

8. A la recherche de 1a motivation perdue Prospectives, 1982,
pp. 58-63. Ulric Aylwin analyses the difficulties inherent
in role adjustment.
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been reduced to the level of ridding oneself of a tiresome burden,
there develops a willingness to participate in any number of
of adaptations and improvements.

On a larger scale, similar attitudes come to the surface during
event- which facilitate communications. Cases in point are the
conferences held in recent years on Biology (1977), Nursing (1980),
Chemistry (1980), the teaching of Science (1982). Thus, for

example, «the participants in the conference insist on 'the

inclusion of basic instruction', which should be the contribution

of chemistry to the student's overall education. They also

emphasize the importance to student-teacher relations of openness,
respect for rates and ways of learning, capacity for reading,
motivation, self respect, self image, problems, passing from one level

to another and a knowledge of the structure of thoughtg».

One final aspect of the conditions conducive to an improvement
in teaching must be mentioned. This is a remarkable capacity
for critical analysis, exemplified in a submission presented to
the Conseil.

«Among the teachers, professionals and administratons

thene (4in the College) there are very few trained teachers,
but many experienced pecple who are more and wmore prepared
to question what they are doding, An the Light of experience.
WhiLe they may not, generally, be wellf vernsed in Rogers,

9. Dossier-souche sur 1'innovation pédagogique, p. 135.
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Skinner and Piaget, they are prepared £o examine their methods,
cowrse content, approach to the subject, and methods of
evaluation in a cold and dispassionate manner. More and more,
the teachers are questioning any method or approach to teaching
which tends to minimise the nole of the student in his on hex
own educaiion’o».

The Adaptation of Teaching and Support

A very large proportion of the efforts and resources devoted
explicitly to pedagogic renewal has for its objective the
diversification of approaches and methods, so as to make them
more compatible with needs. This tendency is confirmed by an
examination of the developmental and experimental projects
financed by the ministére de 1'Education. In fact, of all
the projects listed more than half dealt with how students
Tearn (15%), with teaching techniques or approaches (32%),

or with ways of teaching (10%)11.

One form of the adaptation of teaching methods is becoming more
and more common: building one what the student already knows.
Many teachers have emphasized the benefits accruing from a
period of assessment and review for some students, particularly
in those subjects where learning is cumulative. It is also

10. College du Nord-Ouest, November, 1981

11. Other projects are 1isted under the headings: Tlearnings
objectives; educational resources; academic achievement;
management of resources. Dix années d'innovation pédagogique
dans les cégeps du Québec, p. 57.
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noticeable that in such areas as mother tongue, working to
correct weaknesses and to facilitate use of the written language,
leads to a deeper and more complete understanding of various
branches of knowledge.

Teach.rs also provide suppornt outside of classes for students
who need further explanations or advice regarding their work
habits. This type of assistance is possible because of the
flexibility of student timetables, and the fact that each
teacher has an office where he, or she, may meet students. It
is not easy to determine the extent to which this practice is
carried on throughout the system; it is certainly common in
some colleges. It contributes markedly to the humanization of
learning. For the many young people with chinks in their self
assurance, the presence of an adult is important. It can
encourage students to carry on, instead of dropping out, to
persevere and to convince themselves that they do have hability,
and that a failing mark, or other difficulty, is not an insur-
mountable obstacle.

There are other forms of pedagogical support available to
students. In many places teaching assistants work with the tea-
chers to provide aid for individual students according to need.
Various formulae are being tried, with the same end in view.

They are to be found in the Répestoire des projets inventorniés

de nechenche et d'exp@rimentation pédagogiques dans Les collldges

membres de £'Association des cofflges du Québec'?.

12. See the Third version, Montréal, A.C.Q. 1982.
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Teaching Materials

Since the mid seventies, college teaching has come to lean on
the definition of Tearning objectives in the articulation and
clarification of its educational goals. This has made the
cowrse plan quite significant. In many of the colleges, this
plan of the course, which is given to the students at the begin-
ning of the semester, meets a number of needs. It fleshes out
the course of study, it indicates how evaluation will be done
and list the assignments for which a student is responsible.

In the best of circumstances, the course plan represents a sort
of contract with the student; 1its development provides an
occasion for discussion and co-operation, since it is generally
examined by departmental colleagues and administrators involved
with teaching services.

These courses plans have profited from the improvement in teaching
material available in the colleges in recent years. Much of

it has been produced through the provision of special grants.

A systematic effort has made available hundreds of documents,
among which are important publications produced by various
publishers.

In-service Training

Other signs of pedagogic vitality may be detected in the many
programs of in-service training set up for college teachers.
PERFORMA which is a popular program in the Montréal area, is
one that answers the questions and helps to overcome the dif-
ficulties that arise in teaching. Among the thirty credits in
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this program, which leads to a College Teaching Certificate,

are activities, of interest to teachers of all departments,

which encourage enriching exchanges. Other activities are more
subject-oriented. The topics are chosen in such a way that

the teachers, after acquiring the thirty credits, continue to
participate actively in this type of training. The advantage

of this formula arises from the professional status of the
resource persons, who have a counselling, rather than an adminis-
trative role.

The Role and Influence of the Students

No understanding of the sources of dynamism at the college level
would be complete without a consideration of the role and influence
of the students as change agents.,

Students of this level, who are reaching the end of adolescence,
have attitudes and means which are, in themselves, a force

for change. Being older, more mature, and often working part
time, they are able to face the situations in which they find
themselves at cegep with a better developed critical sense, with
greater autonomy and more team spirit. In this period of trans-
ition, students who have lost interest and motivation during
their earlier school experience, discover new intellectual,
social and cultural needs and look often with considerable
dynamism, for the means of satisfying them.

This dynamism becomes evident, first of all, in the classroom,
where the teachers, in response to student pressure of various
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forms, are obliged to take Tegitimate demands into account.
They must redesign their courses and adjust their methods as

a consequence. It also becomes apparent in relations with the
administration and in participation in the various college
bodies; pedagogic commissions, departments, etc. No matter
whether it takes the form of individual actions, or of pressure
tactics on the part of their association, it may be said that
student presence has been and still is a force for educational
change. Students are less and less mere passive consumers

and are becoming more demanding as time goes on.

Student presence and action is often expressed in educational
experiments of a varied and novel nature.

Examples which come to mind are the survival camps, the field
studies, the field trips, social assistance (in collaboration
with the C.L.S.C.), the clubs, and the various kinds of formal
communication with other cultural groups. This is evidence of
more than a widening of the students' cultural and social hori-
zon. From it comes a more nuanced dynamism of great educational
value. The cegep must take this into account and provide greater
scope for this type of experience.

In short the role and presence of students remain the prime
cause of many educational advances. This factor must be
axploited in the future. Student interest must be aroused in
order for them to play their part in the attainment of the
great objectives of education.
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4, Technical Training and its Teaching Methods

Teaching in the technical sector has developed to a remarkable
degree at the college level. Given the ambivalence of the term
«vocational educationn (enseignement professionnel), it is pref-
erable o speak of technical training. In practice the distinc-
tion between general and vocational education has come to refer
to those involved and the types of courses: a pre-university
concentration on one hand, technical specialties on the other.
The original meaning of the expression was to indicate that any
college course provided basic education (personal, cultural,
intellectual and social) and vocational training. For example,
in the cases of courses in physical, health or administrative
science, the college-level program was to be the beginning of

a Long voeational program leading to university studies.

Technical training at the college level benefits from two durable
assets. Active teaching, involving on the job training, laboratory-
workshops and often the completion of projects as course
assignments, is a common practice. Secondly, personalized and
nelatively stable human relationships, lasting over several
semesters, act as a stimulant for both students and teachers.
Almost everywhere technical students form a psychological bond
with the department in which they are studying. In what are
referred to as the «specialist» courses, assiduity is marked and
discipline no problem. The teacher, who has know the students
for some time, is in a position to work with them to demonstrate
the relationships between theory and practice. He or she becomes
quite naturally, a resource person for the student.
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The teachers' pedagogic problems appear to be of a methodological
and didactic order; how to hold awakening attention and interest?
How does one master the required skills efficiently? Teachers

in the technical sector are quite reticent when faced with topics
such as evaluation or with theoretical questions, concerning for
example the learning process.

Despite this generally positive picture, there are some clouds

on the horizon. The ever present pressure groups and power
struggle loom particularly large. According to several witnesses,
crisis situations appear to have generally greater repercussions
on the motivation of technical teachers than is the case with

other staff membersl3.

Technical education, by its very nature, must keep pace with
technological change; this is no mean challenge. It appears
possible where there are sufficient human resources and thanks
to a good working relationship with the workplace and industry.
The organization of on the job training sessions for students
creates favourable conditions for keeping up to date. However,
this becomes less simple and much more difficult when it becomes
necessary to revise completely the course in a given speciality.

One of the most important problems in the teaching of technical

3. According to the memoir presented to the Conseil by the Collége
du Nord-Ouest (Rouyn), November, 1981), «over the last five
years a full semester has been the exception», and nothing
would Tead one to think this situation exceptional.
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subjects arises from the difficulty experienced in striking a
balance between courses such as mathematics, natural science,
human science, which provide basic information, and the technical
courses, as such. In some cases the interrelationship between

the two areas facilitates matters, but this is not the general
rule. Consequently, the «cours de service»14 which are included
in the technical programs - mathematics, physics, psychology, etc.
- are vulnerable. When there is any question of lowering the
number of credits required during course revision, the technical
specialists are often tempted to cut the time allocated to these
subjects. The standard complaint of students that the classroom
approach is too theoretical, that it kills motivation by its lack
of relevance to technical skills, is often heard. One way of
solving this problem would be to follow the recommendations of the

Nadeau-Report15

and make each program a coherent whole reflecting
the needs of a particular field. In this way courses would be
set up on a more integrated basis and less weight would be given
to interdepartmental rivalry, whose main objective is the

preservation of teaching positions.

14. By «cours de servicen (as opposed to compulsory courses)
is meant courses which are included in a given program,
but which are not offered by the department concerned;
for example, mathematics for Administrative Technology,
biology for Nursing Technology, statistics for Forestry
or Human Sciences.

15. Conseil supérieur de 1'éducation, Le Collége, rapport sur
1'€tat et les besoins de 1'enseignement collégial, Québec,
1975.
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5. Areas of Possible Renewal

If it be true that concern for the improvement of teaching has no
place in the deliberations of official bodies making up the
college's administrative hierarchy, then the department would

be the logical place for pedagogic animation. It could concern
itself, not only with discussion and analysis, but also with
improving the situation.

Furthermore the resources available to groups of teachers for
innovative activities are such as to very easily lead to the
extension of a project and the involvement of other groups.
Much is to be hoped for from collaboration, which once the
barriers are down, leads to a systematic attack on the most
serious problems.

Ensuring that students receive the required support and
encouragement calls for a degree of dedication to the cause of
education. It is not enough to publish office hours, for use
just in case ... Borderline students must be warned and
encouraged. Remedial reading, the review of pre-requisites, the
use of formative evaluation and help in the use of documentation
are all aspects of support services which have their place in the
cegep, as well as elsewhere.

The need to revise the content of technical instruction on a
continuous basis, in order to keep pace with technological
change, is a considerable challenge. Another, of the same order,
is that of ensuring the coherence of courses while respecting
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the particular requirements of each subject; much remains to

be done in this area. Those responsible for technical subjects
are very much aware of the benefits to be gained from closer
collaboration, particularly that of an inter-disciplinary nature.
There is also good reason to believe that the pre-university
concentrations would also benefit from such exchanges. A
coliege's Pedagogical Council would be the logical forum for

any undertaking of this type.

SUHHARY

In thein Lifetime the cegeps have undergone an initial period

04 gheat effervescence, o4 groping and of uncertainty in thein
seanch fon a pedagogic formula. As the dust settled, Little

by Little, and things feel into place, sthains became apparent
in the refations between stadf and management. Whike this was

a neflection o4 the soclety nound about, Lt did Little to
encourage educational proghess in the cegeps. The result was

a goum 0§ Looking Lnward and a paralysis whose effects are sELL
apparent.

Howeven, the present honizon gives evidence o4 interesting and
promising changes. These include a fendency to stnike a betten
balance in cowrse content, more grequent interdisciplinary
collaboration, an increase 4in the numberns of experimental profects
and student services, clearn cowwse plans, more effective An-
service Lralning proghams, efe.

In addition, technical education at the college fLevel L4
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chacterdized by activist methods as well as by personalized and
sthong human relations. But attempts to strnike a balance between
general education and technical training as such, have not

yet achieved complete success.

14 anything 48 to be gained §rom the expernience of the Last few
yearns, and if the future 45 to Live up to its promise, the
departments must become the source of educational renewal, aimed
at more suppont gon students a morne systematic evaluation of
Learning and gurthen examples of interdisciplinary teaching.
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CHAPTER 4 METHODS IN ADULT EDUCATION

Adult education includes a considerable diversity of activities,

many of which are also found at other levels of schooling. It

is net so much the «object» or the «content)» of courses which

makes of this vast sector of education a relatively autonomous and
original domain, but rather its ways of communicating and its approach
to teaching. We shall attempt to identify the most important edu-
cational practices and the schools of thought from which they

arise, in terms of familiar activities.

1. General Education

Many of the courses included in continuing education bear a marked
similarity to those found at the elementary and secondary levels
and in the programs Teading to vocational studies they may be
followed on a full or part time basis. In practice, the general
course subjects undergo every imaginable adaptation, in order to
meet the needs of adult students. Only in exceptional cases, is
use made of the regular course of study for younger students. The
adaptation of both course content and methods arises from a real
concern for the individualization of instruction. This has a
profound effect on the student's experience, on the organization
of instruction and, even, on the role of the educator.

In essence, the individualization of instruction is based on a
recognition of what the adult already knows and on his or her
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rate of learning. Course content is generally organized in terms

of precise learning objectives; this facilitates continuous evalua-
tion. In addition, the individualization of instruction makes the
teacher's role one of guidance and advice, rather than of the trans-
mission of knowledge.

Furthermore, the organic conception of education has a very marked
influence in the area of general adult education. It is also evi-
dent in other sectors, such as community affairsl.

The influence of the organic conception of education is also appa-
rent in the way in which some continuing education services define
their objectives. These objectives refer to the type of learning
situation considered most appropriate for adults, as well as to

the relationship which should be established between adult students
and their instructors.

the prime responsability for adult education rests with the
individual concerned. Al1 actions, supportive or otherwise,
must lead te acceptance of this responsibility;

teaching methods must respect individual rates and ways of
learning;

the learning process must come before the course of study,
instructors, methods, equipment, evaluation...... H

1. «Community affairs (accueil et référence) consists of helping
an individual or group who are experiencing problems, to make
a complete study of the situation, to become aware of what
it involves, and to arrive at a solution in terms of their
own resourcesd). Direction générale de 1'éducation des adultes,
Qu'est-ce que 1'accueil et référence?, Ministére de 1'éducation,
September 1980., p. 4.
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teaching must take into account all of the ways in which learning
may occur;

what the student already knows must be taken into account in any
teaching situation;

in order to be of value, learning must be capable of practical
application.

The organic conception of education has had two main effects on
continuing education. First of all, our understanding of the role
of the educator has been transformed; the Study Committee on Adult
Education has described this charge very well:

«The role of the educator consists.... of encouraging,
both directly and indirectly, the creation of an appro-
priate educational environment, the development of an
integrated and autonomous learning process, and the
pursuit of objectives thoughtfully selected by the
young person, or adult, individually, or as a group...
Many see this emerging role of the educator as that
of a «facilitator» or «pedagogic animator».»?

The organic conception of education has also permitted the develop-
ment in continuing education of close relationships between formal
or systematic Tearning and personal development. Operation SESAME
(Sessions d'enseignement spécialisé aux adultes par le ministére

de 1'Education), from 1967 to 1972, had this end in view with an
accent on communication and group dynamics.

In the final analysis, the organic conception encourages the develop-
ment of autonomy in learning and leads eventually to the acquisition

z. Gouvernement du Québec, Apprendre: un action volontaire et
responsable, 1982, p. 23.
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of the capacity to operate and deal with problems in any given
situation.

2. Adult Literacy

Adult literacy is an aspect of general education which merits being
dealt with by itself. For some years a considerable effort has
been mounted in the attack on illiteracy, and the teaching methods
which have been developed in this field are radically different
from those used with young people.

The initiative has been taken both by organizations outside the
school system and by some continuing education services. In varying
degrees, the objective of Titeracy is part of a wider social goal;
it is often part of a campaign to assist groups to enjoy all the
rights of citizenship. Personal growth and individual improvement
are other objectives of these programs.

Those who are involved in campaigns for adult literacy are almost
unanimous in their insistance that there be a close relationship
between what is learned and the emotional 1ife of those involved.
They must overcome considerable apprehension before deciding to learn
to read and write. The teacher must, first and foremost, bolster

the student's feeble self-confidence and work on the desire to

escape from a state of dependence.

The methods employed by the teachers and volunteers recognize the
close inter-relationships among the ability to read, the ability
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to write and vocabulary enrichment. An attempt is made to avoid
concentrating on any one of the areas basic to mastery of language.
Further, the vocabulary used is that arising from the experiences
of those involved and not something imposed from outside.

The maior part of a typical session involves independent work in
small groups where mutual <instruction has an important place. The
instructor responds to requests for explanation and adjusts to a
variety of rates of learning and to the kind of problems encountered.
The smaller the groups, the more effective is the instructor's
contribution.

In addition to periods of autonomous work, there are sessions for
the whole group. This use of both independent and group work in-
dicates a willingness to call upon the resources of the participants
to the greatest possible extent. The very way in which the groups,
workshops, or «classes» operate aims, more directly than is the

case elsewhere, at the development of autonomy and the capacity to
learn and to try.

3. Popular Education

Popular education provides some of the more original examples of
how methods in adult education have a close relationship to expe-
rience and action.

Some 200 000 adults are currently enrolled in popular education
courses involving over 125 themes. The courses are developed in
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terms of the requests made by the adults, themselves. The result is

a large inventory of courses involving such diverse subjects as sewing,
nutrition, money management, human relations, preparation for retire-
ment, personal development, second language or family budgeting.

In addition, special assistance is provided some 1 000 associations
working for the betterment of their membership. Such is the case
with organizations such as ACEF, AFEAS, co-operatives, farm groups,
golden age groups and associations of welfare recipients. Mention
must also be made of the value of such voluntary organizations as
those involving consumers, workers, tenants, parents or users of
the media.

When workers who have been the victims of accidents gather together
and agree on a common educational objective involving health, work-
ing conditions and the law, they exemplify a willingness to profit

from experience and to do something about a given situation.

There is a tremendous difference, from a pedagogic point of view,
between these courses and those in use with younger people. In

the case of young people, their knowledge of facts is minimal; they
must be assimilated as a basis of understanding. In the case of
adults, the facts are not only known, they are part of experience.
Thus, education becomes one of several ways of tackling a given
situation.

When an association, such as AFEAS organizes discussion groups in
rural communities concerning the role of women in family businesses,
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the program is based, to all intents and purposes, on the experiences
of the participants. The same is true for courses organized for
union members concerning, for example, the health problems experien-

ced by some workers.

practical application of what is involved. To the extent that it
brings about a recognition of every day Tife, it stimulates changes

in thinking habits and the development of the capacity to solve
certain problems and to bring about reforms. Adult education projects,
which are only distantly related to regular schooling, may take

a variety of forms and pursue important objectives in the political,
economic, ecological, artistic, cultural and social fie]ds3.

Popular education is often dafined in terms of an objective of inte-
rest to a particular group. In addition to being a goal in itself,
collective improvement influences the choice of means and requires
teaching methods such that the adult who is learning is not cut

off from his, or her, physical and human environment, nor from so-
ciety. This applies to workers, consumers, citizens, parents or

marriage partners.

The aims of group improvement, as it applies to adult education,
involve, from the beginning, the adoption of a critical approach
to the problems facing those involved, The development of the

3. The thesis developed by Grégoire, M.R. on the subject of youth in
La formation et 1'insertion des jeunes de 15 & 18 ans dans la
societe: un défi pour toutes Tes institutions. (Québec, MET,
198T) points out that this point of view 1s not entirely absent
from the education of young people.
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capacity for critical analysis prior to acting is certainly within
the general field of education. Any action aiming at militancy,
propaganda or indoctrination is of another order; it does not, or-
dinarily, call for a critical mind.

Popular education is extremely vulnerable. It depends very largely
on the emergence of leaders and animators from within the community.
It also has its critics. Some ridicule activities which are on the
very fringe of the cultural or technical domains. What, after all
is ¢macramé power»? There is a refusal to recognize what such
projects may represent in terms of personal development and collec-
tive improvement. Contact with those economically deprived areas
which are not in the habit of making use of their collective resour-
ces remains difficult. Response to their needs calls for patient
and imaginative exploration of a variety of approaches4,

In a more general way, one cannot but be aware of the vitality of
this specific sector of activities which is subject to political and
ideological pressures and which must resist the infatuations of the
moment.

4. The Vocational Training of Adults

Under this heading we shall draw attention to some important aspects
of the teaching methods used in the technical training of adults,
corresponding to that offered at the secondary and college levels.

4. See La contribution des Services d'éducation des adultes 3 1'é-
gard des personnes defavor1sees, un_mirage ou un espoir?, Con-
sell supérieur de T'éducation, Québec, T987.
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When this training is carried on within an adult education service,
it is the product of collaboration between the government agencies
responsible for education and manpower and the industries directly
concerned. Such collaboration usually ensures that the courses
offered are relevant to industrial practices.

In the case of on the job training, a variety of situations are

found. Some businesses may wish to upgrade the qualifications of their
emp]oyeess. They often have their own highly qualified technical
instructors, and the advisors from the adult education services who
work with them provide the required expertise in terms of methods,

evaluation and materials.

In the case of businesses with fewer resources and less equipment,
much more assistance is required if they are to set up the courses
they require. Here, the educational advisors become involved 1in
the drawing up of courses and in the training of the instructors.

The vocational training of adults, whether offered in school or on
the job, is based on the experience of the participants and, for
this reason, very often produces very interesting results. A
worker, for example, may become a technician by following a route
quite different from that used in the education of young people.

He works directly at the solution of familiar problems. He deepens
his understanding of technology and of basic scientific rules while

5. Consider banks, insurance companies and factories installing
computerised systems, technical changes in mining, in paper
making, etc.
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carrying out procedures of whose theoretical basis he had previously
been unaware.

The vocational training of adults is characterised by a good deal
of pragmatism and some latitude in the application of rules. This
permits adjustment in terms of need and leads to wnade to measure»
training programsG.

Nevertheless, the vocational training of adults is not without its
problems. Dependance on several jurisdictions and local, regional
and national variations in economic conditions occasion many diffi-
culties. Those responsible for drawing up courses must grapple with
probTems arising from the fact that the economy's needs in terms of
manpower bear no relationship to that available, nor to its
immediate requirements. In addition, it is not easy to ensure that
personal and social development will keep pace with vocational trai-
ning.

Certain characteristics of adult vocational training are of interest
to all those involved in that field: the flexibility and relevance
of courses, the use of on the job training, the joining together

of pedagogic and technical expertise. Those responsible for the
vocational training of young people could learn a great deal, for
example, from the experience of their opposite numbers in adult
education.

[«

A document from the MEQ describes it as follows: «Such training
is carefully designed. It starts with where students are, the
most careful projections possible are made of what is required
of them by the new situation, and a course is draw up to bring
them to this level». Education des adultes et développement.
May, 1981, p. 14. - o '
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5. Questions for Study

A great deal of thought has gone into the evolution and diversifi-
cation of methods in adult education. Educators have analysed many
conceptions of education and of learning. They have also studied

the interdependence of the aims or goals of education and the means
selected. Their research has also served to draw attention to the
direct connection that must exist between the questions posed by
society and matters of education. We shall return to these questions,
which involve elementary and secondary education as well as so-called
«regulary post-secondary schooling, as much as they do the education
of adults.

Two questions must be raised, since they arise from practices peculiar
to adult education: the requirement to respond to needs as flexibly

as possible and the perspective of continuing education,

Response to Needs as Difficulty and as Priority

Adult education tends to be defined in terms of one requirement which
is in no way as simple as it seems: response to need. Projects such
as community affairs and «made to measure training?, are adapted to
need so as to provide the greatest possible response.

To respond to a need appears clear and simple as long as only Tearning
objectives are considered. There is little point in teaching musical

scales to someone wishing to learn welding; it is even more pointless

to teach Russian to an aspiring hockey coach! But deciding how to
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teach, or what learning situation to exploit can make responding
to a need much less elementary. A1l of the following considerations
must be taken into account:

the development of autonomy;

getting beyond the immediate need, which is often defined
without critical examination and is the result of a social
situation, to get at the real need, of which those who re-
quest assistance are not always aware;

the temptation to take the easy way out by developing a
series of courses and related materials from which a client
may choose.

The elements must not be lost sight of in a too critical approach

to spontaneous requests, There is a risk of their being lost sight
of. The educator may, also, be tempted to keep too great a distance
from the learner, all in the name of autonomy and to the detriment
of the objectives.

The Perspective of Continuing Education

Continuing education has been a subject for discussion wherever there
has been any question of adult education, for the last ten years 7.
It is sufficient here to recall how the principal characteristics of
the teaching methods used with adults are related to the philosophy

of continuing education.

/. The Conseil has recently published a relatively global viewpoint
concerning various consequences of continuing education;See
Eléments d'une politique d'éducation des adultes dans le con-
fexte de |"écducation permanente; Cuébec, Conseil supérieur de
TT&cucation, T1578.
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The expression “continuing education™ refers to an overall project
whose aim is as much the restructuring of the educational system

as it is the developing of every possible means of instruction
outside the system. In such a project, man is the agent of his own
education through the permanent interplay of action with thought.
Education, far from being Timited to the period of schooling, should
extenc .nto all fields of skill and knowledge, and may be acquired
by any number of means, thus bringing about the development of all
aspects of the personality. Schooling is not, necessarily, syno-
nymous with education. This is why adult education represents a
particularly fertile field for creativity, where the barriers between
the usual school resources and a host of others, which may be drawn
upon for adult education, are not clearly drawn.
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SUMMARY

The orniginality in adult education comes more from its methods
0§ communication than from Lts content.

Indeed, teaching methods in adult education are generally wmore
personalized, more closely adjusted to neal needs and the parnti-
chpation of adults. At the same time evaluation L5 more AAGorouws.
The fteachen's role 48 changed and the personal development of
adults .

Adult Literacy benefits particularly from this stimulating pedagogy
which gets the Lewwen involved. The same L8 thue 4on popular
education, the field closest to the problems of adults and the most
apt to bring about orniginal activities and group Limprovement. The
vocational thaining of adults also benefits grom these same dynamic
principles of adaption to needs, fLexibility of cowwses, and pragma-
Lism.

Despite all of the effornts made over the Last fifteen yearns to
tailon nesponses to immediate needs, Zhere has not been sufficient
neseanch into the means required o meet deepern Andividual and
group requirements.

The future of adult education must be envisaged in terms of con-

Linwing education and of researnch fon orniginal teaching methods -
both within and outside o4 the school system.
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CHAPTER 5  UNIVERSITY TEACHING

Traditionally, teaching has never occupied an important place at
the university level. However, these institutions of higher lear-
ning, whose main preoccupation has always been research, are now
play®.y an increasingly important role in teaching, because of the
large numbers of young adults and mature students who are seeking
admission. ATl of these desire to improve their educational back-
grounds and to prepare themselves to carry on a profession. With
the professors, they are contributing more and more to the develop-
ment of a particular style of teaching upon which the universities
have seen fit to comment].

1. The Predominance of Lecturing (enseignement magistral)

Common Practice

The university professor, armed with a doctorate or master's degree
in his, or her, discipline and related subjects, too often takes
for granted that the learning part of teaching is the students®
problem.

He or she communicates, as a specialist, with students who are not
at the same level, feeling that they have acquired the necessary
basic knowledge within college. He or she is more interested in

1. See, for example in the Revue des sciences de 1'éducation, Docu-
ments série 4, Méthodologie et techniques de 1'éducation, La
pédagogie de 1'enseignement supérieur, Québec and Ottawa, 1975.
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the transmission of knowledge than in teaching as such. This
widespread practice leads to the use, among other methods, of the
lecture techniquez.

Sometimes the lecture consists of a description of the results of
years of research condensed into a few hours. More often the exposé
includes supplementary material in response to the students' ques-
tions. In classes which do not exceed thirty students, this practice
makes it possible for the students to react, particularly when the
lecture is followed by a question period.

The extent to which Lecturning predominates varies acconding o
department, cycle and discipline. While it is the most popular
approach in the first cycle, its use tends to diminish in the
second, particularly in the human sciences. Even though other
techniques, such as the seminar, are used at this level, lecturing
prevails in most cases in pure and applied science, and in business
administration3. An upublished report submitted to the Conseil in
the course of hearings confirms the overall predominance of lec-
turing and draws attention to the limited utilisation of other
approaches to teaching, such as discussions, directed studies and
case studies4. In the third cycle, thesis preparation is carried
on under the supervision of a tutor, in accordance with university
tradition.

2. See Tournier, Michele, Typologie des formules pédagogiques,
Québec, Les Editions du Griffon d'argile, inc, 1981, pp. 23-36.
See also Gagnon, Marc, Le cours magistral, Université de Mon-
tréal, Service pédagogique, 1982, 62 p.

See Gouvernement du Québec, Commission d'étude sur les univer-
sités, Comité sur 1'organisation du syst@me universitaire,
Partie III, Mai 1979, pp. 89-93.

4. Report of a work group from the professors' association, Uni-
versité de Sherbrooke, 12 March, 1982.
92
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Teaching practices are influenced by the professor's status and
position in a department. Sessional lecturers (chargés de cours),
who are more and more numerous in some universities, have, for
example, a very precarious status, and their position in a depart-
ment is somewhat tenuous. The time they have available, 1imited
often only to class hours, does not facilitate the use of any
technique other than the Tecture.

Teaching Experiments

The choice of method is up to the individual professor, since there
is no formal structure for the training of teachers of this level.
Very few professors have followed courses in teacher training.
Those who have changed their ways have done so on their own initia-
tive or at the request of students. In some cases the raguests

have involved confrontation.

Desp{te the limited training of university professors as teachers,
there have been a number of experimental projects, télé-université,
simulation with computers, learning contracts, directed studies,
problem solving, modular and individual instruction, etcs. These
experiments do not just involve teaching methods and techniques.

In some cases they cover the whole field of learning, the develop-
ment and evaluation of courses, the evaluation of learning and of

5. See IDEES (Innovations, démarches, axpériences dans 1'enseigne-
ment supérieur), June 1976, Vol.1, No.2 L'innovation dans les
universités, May 1977, Vol. II, No 1 Les stratégies de 1 inno-
vation pédagogique. - o
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teaching objectives, student growth, etc. These experiments have
in no way replaced lecturing, but serve to complement it. Teaching
of the lecture type retains its usefulness and, as we have noted,
is economical and efficient in many cases.

2. Examples of Discussion and Pedagogical Animation

University Teaching Services

Since 1969 some Québec universities have established university
teaching centres or services. First among these were the Service
de pédagogie universitaire of Laval, the Centre for Learning and
Development at McGill, the Service de pédagogie at the Université
de Québec & Montréal and the Service pédagogique of the Université
de Montréal.

These university teaching centres and services all have as their
objective the improvement of 1nstruction6. Their principal acti-
vities consist of animation and help in teaching. They carry out
these tasks in various ways. For professors who wish to make
their teaching more coherent, they assist in the definition of
objectives, the utilisation of methods or techniques and in the
setting up of a system of evaluation. They offer specialized
consultation and access to resources in order to improve teaching.
Moreover, teaching by objectives is becoming the preferred method
of university teaching. It is to be hoped that, instead of
employing a single method almost exclusively for the transmission
of knowledge, professors will begin to pay more attention to the

6. See La pédagogie de 1'enseignement supérieur, p. 47
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Work habits and methods of Tlearning of their students. In actual
fact, the intention is to bring the professor to examine his, or
her, teaching methods as well as more general guestions, such as
the integration of theory with practice, the compatibility of
teaching methods and the process of cognitive learning, and the
redur’ion of the gap between educational theory and practice.

In order to make their activities better known, the university
teaching services publish a magazine, Eggqgggiggggz This publica-
tion of the Association internationale de pédagogie universitaire
makes possible pedagogic discussions which go well beyond the
Timits of a single university or country. Together, the teaching
and research services organize conferences and summer schools to
all professionals involved in higher education.

A Precarious and Difficult Situation

Nevertheless, the situation of these centres and services is some-
what precarious, particularly in times of budgetary restrictions.
In addition, they cannot be said to enjoy any great degree of
importance in they eyes of many professors and administrators.
Besides, there is no great hope of benefitting from such services
in certain universities. The absence or the abolition of a uni-
versity teaching service deprives the professors of a very neces-
sary support in their teaching activities.

7. Published since January, 1976, this publication became the
official organ of 1'Association internationale de pédagogie
universitaire in September, 1980.
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In addition to experiments initiated by university teaching
services, some professors carry on what they, themselves, refer

to as “termitage”. These professors find the aims of the teaching
services unaceptable, their being too greatly influenced by techno-
systemic models. Like termites, they gnaw away (for want of a
better word) from the inside at what they consider to be the tran-
quil immunity of the traditional university.

There 1is, for example, the professor who organizes a research
seminar with the help of students who are treated as equals. Another
may invite former students to act as resource persons. Another
may publish students' papers in publications normaly reserved for
professors. A professor may even come out of isolation and share
“his™, or "her” students with someone in another discipline. In
the final analysis, these are examples of a few professors and
students contesting in their own way the dominant teaching methods,
and proposing others more human or thoughtful. This is by no

means a marginal phenomenon. In its own way, termitage leads
professors to question their routine practices and to try other
methods, to explore other avenues.

3. The Context of the Professor-student Relationship

The Importance of the Status and Number of Students

The university population has an important influence in various
ways on the professor-student relationship and, consequently, upon
teaching both within the classroom and outside it.
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The very status of the students, which is very diversified, injects
a factor of considerable heterogeneity into university affairs.
They are a mixture of youth and adults, of full and of part time
students. This phenomenon permits us to say “that while it is
true that full time students, who do not hold down Jjobs, are an
important group, at the same time they are but one group, or one
category of students among others"8. Consequently, the university
population is made up of several categories of students for whom
their studies are only one activity among others. This hetero-
geneity produces important differences in terms of intellectual
maturity, exceptions and motivation. Disparities in the back-
grounds of adult and younger students have an important impact on
university teaching. Such differences are very significant for
lecturing, since it is generally accepted that homogeneous group-
ing is necessary for this method to be efficientg.

The student population consists of very diversified groups. It is
strongly marked by the phenomenon of “massification™ and the
depersonalization which results. The large numbers with which
today's university must cope militates against more personalized
university teaching. Outside of the courses which make up their
programs, the university is seldom the place where students do their

8. Dandurand, P. et al. Conditions de vie de 1a population univer-
sitaire québécoise, Département de sociologie de 1 universitd
de MontréaT, May, 1979, unpublished, p. 64,

9. Tournier, M, op cit. p. 45
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work. Less than half of them carry on their studies at the uni-

versity outside of class hours]O.

A Displacement of Student Contestation

The heterogeneity of the university population explains, perhaps,
the evolution which has occured in student contestation and which
largely conditions university teaching. After having involved

economic matters and then participation in decision making, “the
struggles and also the negociations now involve the existence of
departments and how courses are given; they involve more and more
teaching, orientation, the content and quality of courses, requi-

rements, methods of evaluation, etc."]]

The professor-student
relationship tends to be that which prevails during periods of
negociation. Even the objectives of a department may be subject
to question. In the case of sessional lecturers, their already
precarious status is made even more tenuous by the evaluation

carried out by their students.

In attemps to avoid a power struggle, some teaching innovations
have aimed at satisfying student demands, by using, for example,
the formula of a teaching contract, in trying to make courses more

personah’zed.]2

Other forms of student contestation, to each of which there is
a reaction, find fertile ground at the university and have an

10. Dandurand, P. op. cit., p. 93
11. Ibid, P. 215 _
12. See Pédagogiques, Vol 1 no 1 September, 1980 pp.4 et seq.
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influence on content and teaching. New courses and new programs
have, thus, been introduced. The ecology movement has penetrated
the university's precincts. More and more is heard of “deprofes-
sionalization”. New professional models have come to the fore,
such as preventive and community medicine. In education there
have Fen experiments with open pedagogy, etc.

4. Practigql_Training]3 and Teaching

It would appear that, in order to respond more adequateiy to new
needs, there is movement toward off-campus training. In education
(teacher training), in health and applied sciences the practical
training, particularly that carried out on the job, has led to the
development of a particular pedagogy. The diverse requirements of
the Tabour market and the emergence of differing pedagogic orien-
tations has led to the development of many foams of practical
thaining.

In those regions where 90% of the student population is already
part of the workforce]4, the need to respond as quickly as pos-
sible to the demands of industry, calls for the most practical
means of transmitting knowledge; such conditions are not conducive
to thorough fundamental training. We must remember, hoviever, that
the passing on of applied learning is essential, particularly for
young professionals who must adjust to the increasing mobility of
the job market.

13. This type of training is the logical equivalent of vocational
training at secondary level, and technical training in the cegeps.

14. This is the case with the Centre d'études universitaires du
Nord-ouest québécois.
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Other university experiments are carried on in close co-operation
with industry. There is no hesitation in modifying the usual
format of on the job training. For example, the co-operative
system]5 provides for alternating sessions on campus and in indus-
try of four months each, starting from the beginning of the train-

ing.

Lhether it takes the form of the co-operative system or of short
courses organized by the university, practical training is based
on teaching methods which meet the requirements of the situation.
The integration of theory with practice remains the fundamental
challenge to university teaching. To be sure, the theoretical
courses which make up part of vocational training are supposed to
be given in a way that bears on their practical application. But
this is not to say that this in any way directly affects the tra-
ditional role of the university and the teaching methods of the
professors. A gap is often apparent between the theoretical content
of courses and the practical sessions where concrete answers are
sought for real problems.

Many efforts have been made to solve this important question and

to avoid this rupture between the practical and theoretical aspects
of professional training. Thus, courses have been replaced with
training sessions in cases where such courses ran the risk of being
rather ineffective theoretical discussions aimed at the development
of a social conscience, as for example, in community medicine.

15. In use at the University of Sherbrooke, since 1966.
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There is a tendency to replace Tecturing with a tutorial system,
intended to ensure continuity of personal and professional train-
ing, by means of clinical teaching better adjusted to small groups
of students. = By scheduling training sessions at regular intervals
from the beginning of their preparatory year up to graduation,
students are enabled to acquire gradually the elements of their
profession. Finally, in order to bring about better integration
of basic science and the art of the clinician, some faculties bring
together researchers and clinicians, so that professionai training
combines the indispensable discoveries of science with the requi-
rements of the service demanded by society.

5. Changes that may be foreseen

More and more university professors are becoming involved in at-
tempts to reform and revitalize university teaching, particularly
those in the professional faculties and schools. It cannot be
said that this is a mass movement16, but no university can afford
to ignore this pressing problem much longer.

An essential condition for the changing of teaching methods is

a modification of the professors' conception of their role as it
relates to their status. Many of them are of the opinion that

the possession of knowledge carries with it the ability to transmit
that knowledge. Examples of researchers who are also good teachers
are cited in support of this contention.

16. The Service de pédagogie universitaire at Laval University, for
example, which has existed since 1972, has involved some 400
of the 1150 professors, without counting the 800 sessional
lecturers.
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Nevertheless, the facts tend to demonstrate that pedagogy has a
place, even at the university level. This point of view emerges
as soon as one stops considering the university student as a
prototype and as soon as an attempt is made to respond to the
real needs of a very diversified clientele.

In one university, where the professors were questioned about the
possibility of teacher training, some 80% declared themselves in
favour of such a program]7. What was envisaged was, no doubt,
something on the lines of the PERFORMA program of the cegeps,
where questions of current pedagogy are taken up in short sessions.
There was no question of any lengthy period of training leading

to a teaching dip]oma]8.

However, the importance which the universities give to teaching

in relation to the other aspects of the professor's role condition
this desire for training universities engage the majority of the
professo#s to feach in a particular discipline. It is Very rare
for a professor to be awarded a chair or fellowship on the basis
of teaching ability. Lack of advancement in a professor's career
is almost always based on an evaluation of research or of the
number of scientific papers published.

17. Report of a task force of the Syndicat des professors of
1'Université de Sherbrooke, presented to the Conseil at
a hearing in March, 1982,

18. Gagnon, Marc, in la Revue des Sciences de 1'éducation, Les
universités sont-ils competents?, makes an interesting sug-
gestion regarding diversified training. pp. 22-30.
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As Tong as teaching is considered to be a minor aspect of univer-
sity life, it will be difficult to persuade professors to take

steps to improve the quality of their 1nstruction]9.

6. Possible Orientations

No matter what administrative or syndical measures might be adop-
ted in the near or distant future in order to modify university
habits, some orientations are worthy of suggestion.

The first of these aims at going beyond the passing on of knowledge
in university courses. As the Commission d'étude sur les universi-
tés stated: “University education should aim at teaching the
student to think for himself, to provide him with the capacity to
be his own teacher, rather than at covering all the subject

matter."20

A second aims at the development of a teaching approach such that

all of the subjects weould form a larger whole, such that the

various fields or subjects would come together and encourage inte-
grated instruction. Such an approach to teaching is apt to encourage,
as much on the part of students as of professors, a spirit of syn-
thesis, intellectual discipline and interdisciplinarity. This is
already the case in some faculties, such as medicine, for example,
where problem solving is integrated with several specialities and
disciplines.

19. See the Opinion of the Conseil for the Ministre de 1'éduca-
tion on The Role of the University Professor, October 1982.

20. Gouvernement du Québec, Commission d'étude sur les universi-
tés, Comité d'étude sur 1'organisation du syst2me universi-
taire, Part III, 1979, p. 81.
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Discussion of the improvement of university teaching may begin at
the same time as the development of programs, with such questions
as the following: should courses be organized in terms of a common
trunk, or as units taken in various faculties? Should groups be
organized on the sole basis of student choice or in terms of
professional training? According to the replies to these questions,
the teaching approaches could differ considerably because of choice
of courses and student groups.

The future of university teaching depends, in the final analysis,
more on serious discussion at the practical level than on some
utopic conception which might be suddenly imposed on an institu-
tion. Pedagogic innovation is not absent from this rarefied level
or higher learning, even if there be those who see no need for
change in university affairs. In conclusion, we may only hope
that the universities, go often the source of renewal for other
levels of teaching, may themselves be the beneficiaries of such a
phenomenon.
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SUMMARY

Teaching has always been of secondary importance at the university
Level. 1In the firnst cycle Lt usually consists of Lecturning on
Large aroup Anstruction which Little consdideration of the needs

04 andividual students. 1% 4is more divernsified in the second and
higher cycles.

Much of the evolution in pedagogy which is8 apparent at the uni-
versity 45 the (rudt of the initiative of individual professons
nesponsive to the needs of students. In some cases isolated
Andividuals carny on what 4s known as “termitage” and stimulate
pedagogic initiatives. Howevern, the university teaching services
are playing a more divernsified and efficient role, even though
thein existence seems quite precarious.

The students, as much through thein diversity and maturity, as
through thein capacity fon contestation, have an impact on uni-
vernsity teaching and often contribute to a Lessening of such
phenomena as “massification” and the depersonalization of teaching.
Thein contestation centres more and more on the university teach-
ng services and often stimulates change.

The problem of how best o prepare students for professional prac-
tice requines some rnadically new solutions. Among the possibilities
are thaining off-campus, on on the job, co-operate systems, on shont
sessdions Leading Lo professionnal practice, efc.
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While there 4s some interest in pedagogy at various Leveds, it has
not yet become a matter of major concern to the universities.
Steps must be taken to bring about a change in attitudes concer-
ning the teaching role of the professor and the kind of training
needed o meet his, on hern, needs. To this end, ways must be
found Lo go beyond the transmission of knowledge, to place this
activity in a Larger context and to stimulate discussion of prac-
tieal considerations.
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PART TWO

AVENUES FOR THZ RENEWAL OF TEACHING
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.Up to this point the Conseil has been content with a definition
of the characteristics of current pedagogy at the various
levels of the school system. It has limited itself to the

most readily apparent and common aspects of teaching. It
carried out this general survey in order tc be in a position to
respond to the following question: where is it possiblie and
desirable to go from here?

This interrogation, to which there is no ready answer, refers

to the immediate future and concerns every educator. The Conseil
proposes to carry out a serious study of the question in order
to Anfluence the changes that the need for action, instruction
and education requires. The subject will be examined in terms
of those aspects which are common to several levels or sectors
of education, rather than in terms of each level of instruction,
Such an integrated approach shouid not prevent the reader

from seeing how his, or her, particular situation is involved.

Pedagogic improvement may be the result of a variety of very
different measures arising from research or discussion. One
possibility arises from an examination of various pedagogic
models and the most thoughtful possible choice of an ornlentation
which combines pedagogic practice with a conception of knowledge,
man and society. This first approach lays emphasis on the aims
of education and invites educators to examine their pedagogic
beliefs.

A second approach starts from an awareness o4 the problems with
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which the schools are faced and has two objectives. The first
consists of an examination of the major overall problems -

for example disadvantaged neighbourhoods, dropping out, lack

of motivation - and of suggesting possible solutions. The
second, and more immediately pragmatic, focusses on the choice of
more varied, refined and efficient ways of carrying out the

daily teaching assignment.

Examination of the future of pedagogy easily lends itself to
these types of approach. In fact they are complementary and

not mutually exclusive. Each contributes to the solution of the
pedagogic problems encountered in the schools. It is in this
spirit and on a basis of what can be observed that this part of
the report attempts to establish what is possible and desirable,
in terms of changing pedagogic practices and of the means which
must be made available in the years ahead. The Conseil prefers
to explore a number of avenues of pedagogic evolution, rather
than Timiting itself to only one, leaving the final choice of
how to constantly improve their teaching techniques to the
educators concerned.

110



CHAPTER 6 THE IMPLICIT EFFECTS OF TEACHING

The Implicit Transmission of Values

The constant and manifold efforts for renewal which are apparent
at every level of the educational system arise, in part, from

a critical analysis of that which pedagogy communicates
implicitly, unknown to the teachers. It is true that every
teaching act inevitably produces an effect which is either
positive or negative, a result which is either educational or
the opposite. An awareness of those things which are implicit
leads to a clear understanding of the contradiction which

may be noted between what is communicated implicitly and
explicit objectives.

In effect, at the same time as it transmits knowledge, the
school inculcates values and influences behaviour. There is
even more to it; the choice of what shall be taught and how

to teach it sanctions one form of behaviour at the expense

of another. The school may encourage the development in the
child of a passive attitude, of kowtowing to the «mastern. On
the other hand, it may also stimulate critical thought and
invite the child to become an independent and responsible human
being.

The school instructs and at the same time it educates, in the
true sense of the word, that is, it develops the chi]d's'person-
ality. Moreover, society is present in both of these approaches;
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it plays a part in the choice of what shall be taught and of
which values shall be inculcated.

Discussion of the ¢hidden curricu]um»1 has drawn particular
attention to the effects of a species of «industrialization»

of the schoo]sz. It would appear that the compartmentalization

of activities, the segmentation of time, over-specialization and
the multiplication of simple executive roles, have led to the
adoption of conformist attitudes on the part of staff and students,
rather than self confidence, originality and warm human relation-
ships...

The very way in which the school is run exerts an influence.
Form and content connot be separated. The organization of the
teaching institution, the general climate, including such things
as the way in which classes are held, or courses given, or labs
and activities are run, all exert an influence. Pedagogy cannot
be neutral. Every school of pedagogy is based, consciously or
otherwise, on a conception of man. The thoughtful person is
aware that any teaching act implicitly involves a variety of

1. Richer, Stephen, Toward a Radical Pedagogy, Interchange, Vol 2
no 4 (1981) pp. 46-63. This is a particularly clear
analysis of individualism and co-operation, of egalitarianism
and critical thinking from the point of view of the «Hidden
curriculumn,

2. The researchers of OCDE, were particularly struck by the
extreme degree of industrialization of the schools, in their
examination of educational policies in the four main regions
of Canada. See: Canada. Examen des politiques nationales de
1'éducation, Paris, OCDE, 1976, pp. 115-120.
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values. It is not difficult to show that, on both the intellectual
and social level, the implicit often contradicts the explicit.
Thus, the student who is asked to consider a given topic, to
follow a logical argument and to arrive at a personal assessment,
will often be influenced by the teacher's attitude, and try to
discovry what the teacher wants him, or her, to say, write, or
appear to believe. The intellectual values, such as a critical
sense, awareness of ignorance and careful reasoning and explanation,
have naturally a preponderant place in day to day pedagogy.
However, they are not always cultivated by the way classes are
conducted.

As far as social values are concerned, there is often little
correlation between official pronouncements and practice. Teachers
have been known to talk about respect for others, without
practising it themselves. Again, it is possible to explain the
theory of democracy while being guilty of despotism. In this way
the contradiction between what is said in school and what is

done creates difficulties for young people in learning about their
rights and civic responsibilities and in participation in

community organizations.

A1l aspects of teaching require careful study and critical exam-
ination because of thein relationship to the promotion of values.
These must be An hanmony with the stated objectives o4 education.

The Question of Power

In education, the term «master» differs in meaning from one speaker
to another, and from one milieu to another. It may have
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connotations of mastery, the perfecting of an art or the incar-
nation of a model. It may also refer to the schoolmaster's domi-
nation of his or her students. This is, in a nutshell, the
problem of «power» in education, particularly at the compulsory
levels.

In some milieux the phenomenon is expressed in such a way as to
render impossible any reciprocity in communication between

master and student. There is even a risk that the problems of
daily discipline, which some teachers find almost unbearable

may lead to agressive reflex actions. The pedagogic relationship
is often compromised by routine, fatigue, the temptation to do
the minimum and a climate of violence. It may even become a
nelationship of domination.

The Pupil and the Concept of Normality

One of the traps into which teachers may fall is that of looking
at pupils in terms of what is held to be normal and of ignoring
all those who do not fit this pattern. The noamal, or what is
considered to be such, becomes the rule. Those who do not
conform of this mean, or average, find themselves sidelined.

The more a pupil resembles the others, the greater the extent to
which his, or her, social and cultural background resembles that
of the educator, the fewer the problems he, or she, is apt to
encounter. The opposite is also true. The more a pupil expresses
a personality and behaviour pattern of his, or her, own, and the
geater the gap between him, or her, and the educator, the less

he, or she, meets the criteria of normality. This can make
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adjustment to the school situation very difficult, and vice-versa.

In short, there is a tendency toward a somewhat myopic conception
of the pupils of whatever level, which ignores their aspirations

as human beings and sees them only in terms of «production» and
school achievement. Thus, there are teachers, of subjects such

as mathematics and science, who «failn» a fair percentage of

their students in principle, whether they are well prepared or not,
in order to maintain their reputation as «good» teachers. We are
too often content simply to separate those capable of going ahead
from those who cannot, to see that they are well classified, rather
than to provide individual help to those who need it. Thus, the
school becomes a place of elimination and selection rather that
one for the development of each individual's potential.

The use of average Tearning rate, of average performance and of
average cultural baggage as a noxm often leads to behaviour which
involves rejection and exclusion. This sidetracking of young
people for the sake of academic norms is a type of discrimination
which must be banished from the schools.

On the other hand, the teacher who sees each student as an indi-
vidual worthy of respect, will go out of his or her way to ensure
that failure in a single subject does not lead to the loss of a
school year, or to more serious complications. The temptation

to see problem students as marginal during committee study of
their cases must be resisted. To take steps to endure that

the pupil's academic problems are overcome as they arise, so

as not to cause further trouble, is a preoccupation which should

be basic to any pedagogy.
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Student Problems: A Challenge to Pedagogic Practice

Consideration of the consequences of pedagogic practice, explicit
or otherwise, provides any individual or group with a useful tool
for the renewal and improvement of teaching. Such study would
lead to greater pedagogic renewal and efficiency were it to be
based on an analysis of the real problems faced by students.

There might, thus, be some understanding of the fack of motivation
which seems almost endemic in some parts of the school system.

It may very well be that this Tlack of interest in school arises
from the irrelevance of classroom activities to daily 1ife, and
from attempting to force square pegs into round holes. Boredom
and the tendency toward minimum effort are symptoms of a latent
problem which may become serious if neglected.

Working with pupils who lack motivation is not easy. It is a very
trying situation for a teacher and may lead to resignation or in-
difference. The effect of this on the pupil is even more serious.
He or she begins to feel that no one 1is listening to questions,
that no one cares, that there is no encouragement to improve, and
that there is no one to whom to take problems. Surveys of how
secondary school students view the climate of their schools provide

a pretty grim picture3. Efforts must be made to bring the focus

3. For a more detailed study see the Opinion of the Conseil:
Life in Secondary School, A Springtime of Frustrations and Hopes,
ARpril 7th, 198Z. o T

116



of teaching back to the problems of individuals and groups as well
to questions of equipment, methods and organization.

The question of the school and its responsibilities in economically
disadvantaged neighbourhoods poses a fundamental problem for peda-
gogic practice. Such communities invite study of the characteristics
of *thwose who 1live there and of their problems, as well as of the
degree of coherence between the objectives sought and the means

at hand. The question must be studied and analysed, not in terms
of the difficulties which must be surmounted, but in terms of

the problems which groups and individuals must face. This is

why pedagogic practice would improve were it to apply the following
rule: to know and recognize students from disadvantaged neighbor-
hoods as having a particular identity of their own and to extend
pedagogy to include more than the difficulties faces by educators.

In putting people before school organization educators would be

led to use a system of evaluation which would increase the res-
ponsibility of the learner, be better adapted to his or her progress,
and which would help in the definition of problem areas.

It is vital that the largest number possible make the greatest
possible progress, rather than that the course be ¢covered» at
any cost. If the teacher feels overwhelmed by the course of
study, the pupil feels doubly so... If the teacher has mastered
the subject matter, teaching will be geared to the pupils'
progress in terms of discovery and comprehension.
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Metaphons such as the «school of hard knocksy on the «parallel
schooly nefer, for the most part, to all that which ingluences
the attitudes, concepts and behavioun patterns which children and
adults absornb from daily Life. Awareness of the «hidden cuwuii-
cwlumy Ain school activity refens to the same phenomenon. In ad-
dition to the parnticularn objfective of a Lesson, exercise orn Labo-
natorny session, pedagogic activity transmits, often Amplicitly,
attitudes, concepts and values. Though these are seldom explicit
at the time, they 40 become in the future. This situation can
only be avodded Lf teaching is approached with a clear mind and
criltical spindt.

Such striving fon clarnity Leads to the adoption of an analogous
perspective in the consideration of the problems to be faced.
The non-cnitical attitude calls for accepting problems as an
Anconvenience for the teachen, of deploning thein effects on the
schook on college, ete. A crnitical attitude, on the other hand,
approaches problems in terms of who is aggected by them. 14

At the slow student, motiveless and aimbess yowth, the brighten
student, the foreign student, the adult facing retraining, the
young person or adult who §inds £t difficult to speak out, on

to carny on a discussion, ete? There is too gheat a tendency
gon the school and educatons to netreat when brought into contact
with the problLems faced by some groups and individuals in Learn-
Aing and developing both personally and progessionally. On the
contrany, such problems must be seen as challenges to pedagogy.
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CHAPTER 7 MAIN CURRENTS IN EDUCATIONAL THOUGHT

Analysis of pedagogic practice leads to the consideration of
trends in current educational thought. Despite their generally
theoretical nature, these tendencies can be of assistance in

the understanding, examining and orienting of pedagogic practice.

Qur discussion will be carried on under two headings: a brief
review of educational thinking and the implications of any
choice of pedagogic model.

1. In Retrospect

Interest in education has remained high in Québec since the work
of the Parent Commission; there has been no lack of debate on
the subject. It is not our intention here to summarize all that
has been said and done over the last twenty years. The brief
summary which follows attempts only to facilitate comprehension
of the current situation by referring to some of the main trends
in educational thinking which have affected Québec schools.

Some Activist and Humanistic Pedagogic Trends

Activist and Cooperative Pedagogy

Regulation 1 of the Ministre de 1'Education was the first concrete
indication of a desire to reform elementary and secondary education.
The Co-operative School: PoLyvalence and Continuous Progress, which
was published by the ministére de 1'Education, has this to say

about Regulation 1:
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«The elementary school whose rnole 45 Limited to Zeaching
neading, wuiting and anithmetic in orndern that each

person may get along in Lige, 4is outmoded. The elementary
school 48 anochronistic L4 At Limits Ltself Lo providing the
pupdl with so Little, Ainstead of helping him to acquire the
gim intellectual background required for almost unlimited
development; At L4 Ainadequate if Lt neglects the child's
manual and antistic aptitudes. 1t 48 too nigdd when Lt
gonces all children to get to the same point by the same
route» (p. 15).

In adopting this position of the Parent Report (Volume 2, no 169)
the government redefined the aims of education. In consequence
it encouraged activist and cooperative pedagogy, and, accordingly,
it revised the status of teachers:
«The Department of Education believes, guwithern, that the
establishing o4 a system of education aimed at the development
o4 autonomy, a Apiit of initiative and freedom fon pupils,
nequines that the teachens themselves benefit from that
autonomy, initiative and greedom which they are called upon
to develop Ain thein studentsy (p. 11).

This explains why the years 1964 to 1968 were those of acclimati-
zation to activist pedagogy, largely inspired by the work of
Célestin Freinet in France. It will be recalled that activist
pedagogy is at the opposite pole from silent and passive listening.
In elementary teaching, where it was first developed, it encourages
spontaneity and curiosity. The children collaborate, often in
groups, in projects which are then discussed in class.
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The Organic Conception of Education

The year 1968, which will be remembered as one of Student
contestation in the West, particularly at the college level in
Québec, saw the entry on the pedagogic scene of non-directive
teaching. The clinical psychologist Rogers may be considered

as the father of this school of thought. The emergence at the
same time of another school of thought promoting originality

and marginality must not be overlooked. This was the period
when young people became involved in counter-culture and
withdrew into communes. Free schools, modelled after Sumerhill,
came into being at the same time. Non-directive pedagogy was the
reflection in the schools of a general questioning of authority
and of conformity, in favour of collective decision making,

the expression of emotions and spontaneity.

The non-directive educational model was introduced in Québec in
a particular way, through the publication of a Report of the
Conseil supérieur de 1'éducation entitled Educational Activity,
As its title suggests, the main thesis of the document involves
making the child, or other learner, the prime mover in his, or
her, own education and the main actor in the learning process.
The other agents, the teachers in particular, are seen as aides
or resource persons, who carry out their role perfectly, to the
extent that they are able to respond to needs arising from the
personal dynamism of someone wishing to learn. This conception of
education is referred to as «organic», as opposed to the «mech-
anistic» conception wherein the requirements of school organiza-
tion and administrative norms predominate. The «organicy
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conception, as such, postulates recognition of the inner dynamism
of the individual, to which organizational and administrative
considerations are ¢organically» related. The application of
this pedagogic model to adult education is discussed at length

in the Report of 1'Opération Départ Montréa]l.

Open Pedagogy2
At the beginning of the 1970's, open pedagogy came into vogue.

Open pedagogy is defined in terms of a flexible approach involving
learning activities which are, in part, unplanned. It is also

marked by an attempt to relate the subject matter to the expe-

rience of the group and its out-of-school environment. This

school of thought follows logically from activist pedagogy

and the organic conception of education. It is more or less
implicitly promoted in Regulation 7 and the corresponding guides3.
This school of thought places great importance on the creation

of an environment which stimulates curiosity, research and discovery.

1. When it was set up, Opération Départ was intended to assess
Québec's needs in adult education. The team responsible for
the metropolitan area went farther in its study of the
conception of education which should apply to adult education.

2. An excellent exposé of this conception of education will be
found in Paré, André: Pédagogie ouverte et créativité, 3 vols.,
Montréal, édition NHP, 1977, The magazine Pédagogie ouverte
may also be consulted with profit.

3. See, for example: Les activités de détente et de la formation
d 1'élémentaire, MEQ, Québec, 1972 and L"école miTieu de vie (2)
élémentaire, MEQ, Québec 1975.
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As does activist pedagogy, it encourages teaching through a variety
of projects of interest to individuals. In adult education, or
andragogy, to use a term which is slowly being accepted, the same
principles are applied when referring to pedagogy of a problem
solving nature4.

Further Confirmation of these Trends

The move towards activist and cooperative pedagogy brought about

an intense effort to involve and train teachers through short
courses known as SEMEA (Sessions pour les méthodes d'éducation
active). Les Chantiens Pédagogiques was established as a network
of communication and discussion of the same ideas, and published

an educational magazine. L'association québcodise pourn £'éducation
active (AQEA) was at the time closely associated with teachers'
associations and pedagogic movements as part of the Consell péda-
gogique Ainterdisciplinaine, which was itself supported by the
C.I.C. (Corporation des instituteurs catholiques) which later
became the Centrale de 1'enseignement du Québec. The important place
which activist pedagogy occupies today in elementary school classes
is the result of work carried on since the middle 60's.

It must be emphasized that the challenge to the «mechanisticy
concept of education which followed in the wake of the report of
the Conseil supérieur de 1'éducation on educational activity, has
contributed greatly, at least in elementary school teaching, to

4, In a remarkable work, Claude Couillard and Frangois Allaire
make an impassioned plea in this sense: Le temps d'apprendre,
Québec, ministére de 1'Education, pp. 39-55.
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the development of relationships between teachers and pupils which
are less authoritarian and less unilateral, while being more open,
warmer and more concerned with individuals. While they are less
apparent, similar teacher-pupil relationships exist at other levels.

The concept of «Ecole milieu de vien led to the adoption, for a
short time, of the open area style of elementary school. It led
to another perception of awareness activities. They were Tooked
upon as other than basic subjects leading to the acquisition of
certain skills. As is well known, from this developed a well
articulated and very dynamic school of pedagogic thinking which
applied the principles of open pedagogy.

Unfortunately, there is 1ittle evidence of these trends in edu-
cational thinking in secondary school teaching. Can this be because
the teacher's first consideration is his, or her, speciality,

and pedagogy comes a long way down on the list of preoccupations?

Adult education, on the other hand, has remained very open to
similar schools of thought. This sector has been particularly
successful in influencing the «teaching of teachers» by urging
them to take into account the personal resources and dynamism
of the adult student. This has had a profound effect on teaching
methods. Similarly, priority has been given to the acquisition
of knowledge and related skills. A vague exposure to learning
which Teaves few durable traces has not been deemed sufficient.
At the university level the debates of the 60's were carried

on at first in the faculties of education and of human sciences,
before percolating to other faculties and departments.
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Other Trends

Throughout the 70's, activist pedagogy, the organic conception
of education and open pedagogy remained very much alive. They
have, however been subject to more and more competition because
of renewed interest in systematic pedagogy arising from the
increased use of teaching by objectives, more frequent reference
to the taxonomy of educational objectives and the emergence of
social criticism in pedagogic discussions. This latter has
developed here particularly as a result of educational animation
carried on by the Central de 1'enseignement du Québec regarding
problems of social inequality as seen from the school and within
the school. This tendency coincides with the pedagogic thinking
of Paolo FreireS; this is why it is often referred to as the
awareness of situations to be changed and which tends to bring
out a certain degree of militancy in its adherents.

The «Systematic» Model

By «systematic» or »nsystemicy» we refer to that pedagogic practice
which aims to plan every element of the learning process as one
would plan a sophisticated process of technological production.
The trend toward systematic pedagogy spreads along three routes:
evaluation, the development of courses and the individualization
of teaching. There is no doubt that its success has been largely
due to the relative ease with which it permits the identification
of finaly graduated learning objectives. Many have been quick

to identify this pedagogic model with a behaviourist conception

5. See, in particular, Pédagogie des opprimés, Paris, éc. Maspero,
1971.
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of education which emphasizes behaviour modification. Regardless
of its disputed parentage, the appearance of this pedagogic model
has been the cause of furious debates and even, it would appear,
of the formation of rival clans in certain teacher training
institutions.

Some influence of this pedagogic model is currently apparent in
the structure of most of the courses of study, particularly in
those developed for general education and the vocational training
of adults at the pre-college level. Its influence is also evident
in projects for the individualization of teaching developed in
certain schools: Vanier in Ville Laval and Jacques-Rousseau in
Chambly, at the secondary level; Notre-Dame-du-Sacré-Coeur in
Sainte-Foy, with its «Sagen project (Systeme d'apprentissage géré
par 1'étudiant)6, as well as in other schools which have adopted
this system. The systematic approach appears to enjoy a certain
prestige at the university level, particularly among the staff

of university teaching services.

The Pedagogy of Awareness

The schools of thought which have been briefly summarized to
this point do not fail to take into account the aims of education.
They do not, however, indicate the type of society upon which

6. VYves Bégin and Gilles Dussault have recently published SAGE:
un pas vers 1'école de demain, Québec, PUD, 1982. This is
a very clear explanation of the individualization involved.
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they are based. The pedagogy of awareness operates in a way
opposite from the other: first of all it established the «othery
society which is to be encouraged7, then the sort of school which
might speed its coming and an appropriate pedagogys-

This school of thought has important affinities with the insti-
tutional pedagogy developed in France. Both are centred on the
group and the collectivity; they owe more to educational sociology
and the study of group phenomena than to the psychology of

learning and communication. This new trend has, nevertheless, some
affinity with the position expressed by the Conseil in The Social
Role of the SChooﬂg. In this document the Conseil keeps its dis-
tance from a too exclusively psychological view of pedagogy and

educationlo.

To what extent to today's educators follow a particular pedagogié
model or conception of education? A recent socio-pedagogic survey

7. See Ecole et Tutte de classes au Québec, CEQ, 1974.

8. Claude Escande, Les classes sociales au CEGEP, Montréal,
Editions Parti-Pris, 1973, -

9. Conseil supérieur de 1'éducation, Québec 1981.

10. A systematic comparison of the pédagogy of awareness with
other models of contemporary pedagogy is to be found in
Ginette Lépine, Analyse des modadles utilis&s en éducation au
Québec, Montréal, Editions Co-op., ATbert St-Martin, 1977.
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of the teaching profession, from kindergarten to the end of
secondary school provides very precise answers on the basis of data
collected in the Spring of 197911. It must be remembered, however,
that no matter how valid a statistical protrait may be for a

group, it in no way provides a valid image of each of its members.

The study provides information concerning the pedagogic practices

of educators; this has already been mentioned in Part I (Chapter 1).
The picture that emerges from the data collected is one of a
majority who follow what the authors of the study refer to as the
mechanistic modef. This involves relatively uniform group instruc-
tion, more or less authoritarian attitudes, an accent on normative
evaluation which is more comparative than criterion-reference,
stress on discipline and emphasis on the course of study. Further,
the survey investigates teachers' opinions, not only concerning what
is being done, but concerning also what should be done. This
neveals a marked contrast between what educatorns would Like to

do and what they are doing. In fact, even though only 10% of
teachers appear to identify their daily work with an organic

model, the survey shows that a strong minority (some 40%) identify
ideally with an organic conception of education, adopt its prin-
ciples and share its beliefs and values. The same analysis indi-
cates that a much smaller minority identify themselves clearly

with the pedagogy of awareness model]z.

i1. Les enseignantes et les enseignants du Québec. Une étude socio-
pédagogique. Vol. 4: Valeurs éducationnelles, Service de la
recherche, MEQ, 1081, T80 pp.

12. Ibid., pp. 57 and 129.
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These data, particularly those relating to the trend supporting
pedagogy of the «organic» type, correlate very neatly with
perceptions and opinions collected elsewhere. It would, then,
appear that today's teachers are greatly influenced by the values
and beliefs pertaining to open pedagogy, even though they do not
consciously apply them in their daily work. It seems, however
that this trend exerts a more significant influence on attitudes
and relations between teachers and pupils than it does on materials

and teaching methods]3.

At this point it is important to realize that, where conditions
are gavourable, a pedagogic model based on the onganic conception
0§ education 48 capable of influencing and guiding important and
positive changes in educational practice. Over the last ten
years, this organic conception has, itself, evolved. When it
first appeared, as part of Opération Départ (Montré&al), there

was a rush to emphasize the emotional and social aspects of life
at the expense of the intellectual component of learning. Sub-
sequently, work carried on at the Centrne de développement en en-
vironnement scofaine, directed by M. Pierre Angers, gradually
drew attention to an analysis of the steps in the learning process:
discovery, intuition, systematization and understandingl4. The
application of the organic conception in classes of a number

13. See pp. 15, 74, 94 etc.

14. Angers, Pierre, Les modéles de 1'institution scolaire, CDES,
Université du Québec d& Trois-Riviéres, 1977.
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of elementary schools in the Sorel region, in terms of the inte-
gration of subject matter in learning experiences based on

group projects, clearly demonstrates a convergence, or even

a symbiosis, between Learning and personality deueﬂopment75.

2. MWhat is at Stake in the Choice of Pedagogic Models

The Dependence and Partial Autonomy of Pedagogy

The various schools of thought that have been mentioned are
subject to many pressures. Influenced by many factors, they
reflect the culture, thought processes and values of a given
milieu; 1in turn they have an effect on the environment, society
and its future.

No pedagogy 1is independent, absolutely free of any outside influence.
Hence, the importance of identifying what «detenminesy and Angluences
pedagogic practice, that is to say the working conditions of the
educator, as well as the economic situation or, even, what is
expected of teachers. At the same time, discussion of what it

is that directs it along a given path is equally important. In

any pedagogic practice the two forces meet: the orientation which

it receives, and the constraints to which it is subject. This is

why there is no such thing as neutral pedagogy, pedagogy which is

15. See Angers, Pierre and Bouchard, Colette: L'activité &ducative:
une théorie, une pratique. La mise en oeuvre du projet d"inté-

gration. This working document outlines the basis for these
classes.
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not influenced and which does not, in return, influence individuals
and society as a whole. This dynamic interdependence confirms in
another way what was suggested by our examination of the implicit

. .1
effects of pedagogic practice

Were pedagogy the simple result of various forms of conditioning,
the question which follows, that of making a deliberate choice
among the multiplicity of possible pedagogic models and orienta-
tions, would make no sense.

Awareness of the «hidden curriculum» enables us to perceive how
certain negative characteristics of society have become part

of school Tife, often as a result of how schools are organized
and the attitudes of these involved. Such unfortunate examples
as racism, the sidetracking of those considered «too differenty,
the abuse of power and strength in the face of rights, the rule
of minimum effort and the substitution of competition for

mutual assistance, Come to mind. What characterises the principal
pedagogic models farthest removed from current teaching methods,
is their deliberate option for a counteracting of the negative
aspects of the society round about. In some ways they postulate
that pedagogy is indissociable from a system of personal values
and social characteristics. Any pedagogic practice must be
consciously chosen and oriented in terms, first, on a conception
that sees men and women as more authentic, more active, more

16. Vide supra p. 88
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complete and autonomous and Tess subject to events and circum-
stances; and secondly, in terms of a conception of a society
which may be reconciled with this notion of the personality and
which makes it possible.

The process of choosing a pedagogic model which might stimulate
renewal is no easy matter. An attempt has been made in the
present text to bring out those points of view which might be of
assistance in the making of a clear and reasoned choice. No
attempt has been made to present a single possibility and to
discredit all others. We have simply tried to provide points

of reference for those desiring to be more informed and critical
and, at the same time, more responsible.

Pluralism an Asset

Brief reference has been made to the principal schools of thought
which have influenced the pedagogic debate of the last fifteen
years. No one can deny the existence therein of a pluralism of
ideas, opinions and purposes. At the same time attention has
been drawn to the diverse ways in which teachers express their
choice of educational concepts and values. All of this goes to
show the relative permanence with which a pluralism of pedagogic
ideas has taken root.

It may be said, nevertheless, that in today's debate there is less
polarization of analysis. Polarization is the tendency to think
in terms of opposites, of either... or, to set up two models

as the two opposed poles of a sphere, such that one may not leave
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one without approaching the other. Polarization comes from a
dualistic attitude, which often tends to place all the good on
one side and all the bad on the other.

The confrontations which marked the years 1965 to 1975 are sound
evidence of such polarization. They often took the form of the
pursuit of a cause, almost of crusades. Much effort was expended
to make those who thought «otherwisen feel guilty. Many a debate
for or against the organic conception of education, for or against
«the measurable objectives of behavioury, for or against «the
school at the service of the working class» were carried on as
though the de facto pluralism was something to be deplored. These
attitudes, which seemed to draw upon a nostalgia for a lost una-
nimity, vitiated the quality of the discussions; to some extent
they may have rendered them sterile.

As this tiresome tendency toward polarization diminishes, it is,
nevertheless, necessary to avoid the opposite trap of eclecticism
The universal reconciliation of opposites is not necessarily more
valid or more fertile than those debates which often betrayed a
secret appetite for ideological monopoly. This is not to say that
pluralism does not pose some problems. It faces pedagogy with two
important questions. First, is there a limit to pluralism, beyond
which one no longer educates? Secondly, are all pedagogic models
equally acceptable?

To provide a useful answer to the second question would require,
at this point, a critical analysis of each of the models to be
found in Québec schools at the present moment. Such a study is
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more a matter for specialized research than for this report. It
is, however, possible to identify, in an official document,

such as the Schoofs of Québec, for example, descriptions of aims
and values which exclude no pedagogic model. Humanistic values,

such as love of beauty, the ability to communicate experiencé,
creativity are mentioned. Reference is made to systematic values,
such as a sense of method, Tove of work well done, and a sense
of effort and discipline. Such consclence nelated values as cri-

tica1~judgment,‘a sense of democracy and team spirit are listed.

As Tong as the models do not become irreconcilable ideological
systems, the pedagogic practices developed from them remain |
open and provide a basis for truly integrated training. Models,
trends and pedagogic practices must be challenged to the extent
that they radically contradict the recognized and accepted values
of a society. Any pedagogy which, for example, aims at indoc-
trination, or interferes with student creativity should be bann: -
from\q\qem0cratic society, like that of Québec. Thué. B orT
when a bgaégogic model is in direct conflict wrth the ve aq @red
and accepted values of a society that the Timit i< res¢rec ans
there is no further education. This is how the fonseir  aoi -

reply to the first question.
fducaz onal Models and Social Projects

Marv tocal initiat-ves, particuiariy those based or 3 tvs eme



17 or of

model of the order, for example of mastery learning
the «individualization of teaching» type, such as SAGE, have been
attacked and disqualified because they did not tend to produce

the type of man cor woman which some see as needed for the society

of tomorrow.

Every pedagogic model relies upon a conception of knowledge and

of how it is acquired (the psychology of learning and of intel-
lectual comprehension), a conception of the personality and

a conception of society. Thus, a pedagogic model could have a

very practical basis, or, at the other extreme be founded on a
variety of the theoritical conceptsl8 (materialism, idealism,
dialecticism, spiritualism as they apply to the personality). Thus,
we come upon deep pedagogdic beliefs, closely related to an
existential choice of values.

17. Mastery learning is the teaching practice inspired by
Benjamin Bloom's research hypotheses on the rhythms of
learning and on the possibility of influencing educational
factors (ways of learning, requirements for specific learning,
use of time, etc.) in such a way as to reduce greatly the
chances of failure and the wide divergences in the rhythm
of learning. See Yves Bé&gin and Gilles Dussault's article
«La pédagogie de la maTtrise ou la découverte du bon
enseignementy Vie pédagogique, no 10, Décembre 1980, pp 4-6.

18. Jean Proulx has placed these tendencies in the perspective
of modern philosophy in Le projet éducatif québécois,
Québec, CSE, 1980.

135



Some interesting research has been done on this subject in Québec.
Its conclusions are to be found in Les options en éducation’q.

This research, following the thesis of actionalist sociology of
Alain Touraine, develops first the interpretation of the coherence
between «conventional» pedagogy and the general climate («paradigme
socio-cultureln») of industrial society with its effect on power

on «doing», on having, on knowing, and on the group-being (&tre-
ensemble) in society. The authors then develop other relation-
ships based on educational options centred on the personality

or centred on the group (institutional pedagogy). They finally
present a pedagogic model in harmony with the socio-political
notion of «new democratic communitiesy, decentralized, pluralistic,

more livable (conviviales) than existing industrial society.

The proposal or thesis of these authors is still too recent to
have had any noticeable impact on pedagogic practice. However,
it does have some merit in that it systematizes the relationship
which exists between society and pedagogic choicezo. When one
examines other societies, the concordance between political
priorities and educational policies is obvious. Whether it be
American, Austrian, Dutch, East German, or French, education

19. Valois, Paul, and Bertrand, Yves, Les options en éducation,
Québec, MEQ, 1980, 471 pp.

20. A summary of this report appeared in MEQNEWS, no 67, May 1982,
under the title Choice of School: Choice of Society, pp 11-15.
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inevitably shows evidence of the consensus and conflicts of such
societyZ]. Québec education is certainly no exception. One feels
within it the need to ensure coherence between the activities of
the Québec schools and the society from which they spring. Some
on the officially recognized aims of education would become more
meaningful were educators to re-interpret them in the light of a
stricter understanding of the Tinks between the school and
society. '

They are indications which lead one to believe that we are gra-
dually getting away from an understanding of the aims of education
which is centred too exclusively on personal belief and growth,

in favour of an understanding which requires that the schools
produce individuals capable of living together, of gradually taking
on their responsibilities and of taking a hand in the solution

of social probiems of collective concern.

In the new elementary and secondary courses of study, whether it
be physical education, biology, ecology, history or economics,
the accent is placed more and more on social attitudes and
behaviour. It is only natural that the «instructions for use»,
to return to pedagogy in its most restricted sense, be in har-
mony with such content.

Similar stirrings are apparent at the post-obligatory level: a

21. The analysis of national education policies undertaken by
OCDE clearly indicates these educational differences based
on social differences.
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literacy program aimed at social reintegration; the search for
greater social and economic awareness among the least fortunate;

an insistence on an understanding of living conditions and their
effects in medical and psychiatric training programs; an awareness
of social and economic needs of the region on the part of the

adult education services of some colleges and schools boardszz.

The increasing involvement of the universities in community ser-
vices is another indication of greater awareness of the relation-

ships which should exist between education and social choice.

From this point of view, it is increasingly important that
teaching be open to questions concerning the future. The accent
that has been placed on social studies at the secondary level

in recent years is a straw in the wind. The approach must,
however, be taken in a way that does not 1imit it to a given
subject. The efforts towards synthesis in contemporary science
and culture provide increased evidence of such openness by they
insistence on social and environmental interdependence.

It is not the place of the Conseil to make a choice among the
manifold theses which are being developed in Québec, and elsewhere,
and which issue grave warning of what the future will hold 4§

certain steps are not taken in time23. What is important is to

22. The collaboration carried on by the teaching institutions
of Bas Saint-Laurent are a good example of the turn around
in pedagogic practice.

23. In this perspectives, see: Julien, P.A., Lamonde, P. and Latouche
D.; Québec 2001: une société refroidie? Montréal, Editions du
Boréal Express, 1976.
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continue our discussion of educaticnal choices, of the aims to

be followed, of what should be the content and of practical

pedagogy24.

There can be 1ittle doubt that pedagogy and the school are in a
position to positively influence the future of the collectivity.
For the last ten years pedagogic belief has been markedly pessimis-
tic: the school will not change much, it was said, if one takes
into account all the other factors affecting an individual's
academic future. Today's questioning of such an overall judgement,
encourages a return to a less pessimistic and defeatist attitudezs.
The conviction, which is becoming more and more common, that the
schook and pedagogy Litself count for something in the determination
o4 owr guture strengthens the feeling that it is both possibie

and important to renew pedagogic practice. The critical examination
of pedagogic practices is an invitation to action rather than to
defeatism.

24. It will be recalled that the Report on the Teaching of the
Arts, commonly called the Rioux Report, posed these questions
as early as 1970. This was also the idea of J. Grand'Maison:
Pour une pédagogie sociale d'auto-developpement en éducation,
Montréal, éd. Stanké, T976. Valois and Bertrand, In Les op-
tions en éducation, gathered together much of the research
on this theme done internationally.

25. See, in particular, Trottier, Claude: L'impact des facteurs
scolaires sur la réussite des étudiants au niveau secondaire:
perspectives d'analyse et avenues de recherche; dans Ta Revue
des sciences de T'éducation, vol VIT, no 2 (1981) pp. 287 to 298.
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SUMMARY

1t A5 dmpossible to undernstand the evolution and the divernsity
o4 pedagogic practices, from the university to the «Little ned
school housey, without considerning the complex influence exerted
by the various schools of thought that have marked them.

Brieg reference has been made to these debates in ornden to baing
out the mannern in which any discussion o4 pedagogic practice As
Anevitably connected to pedagogy both as a theory and as a
technique.

The diverse conceptions of education which co-exist in our society
demonstrate very well that the most important choices do not
concern only phojessional teachens.

Attention has been focussed on what Ls at stake in the chodice of
pedagogic models. 1In the extreme case, a method which 48 known
to be effective, may be discarded because it conflicts with a
mone general choice which s rooted in a conception of the person-
ality and of society.

Analysis o4 pedagogic practices in the Light o4 the main cuwvrents
o4 contemporarny thinking on education shows that they involve a

varlely of conceptions of the personality and various choices of
society, and that as such, they are o4 interest to the whole col-
Leetivity, and consequently must be the subfect of pubfic debate.

The analysis ftouches directly upon the foint and shared nesponsibility
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04 parents, pupils, teachers and administrative ofgicers o4

the school system. Tt 48 up to all of them to develop the
school's educational project in accordance with soclety's project.
by means of discussion founded on explicit choices, based on
conceptions o4 education and carviled out in pedagogic practices.
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CHAPTER 8 ESSENTIAL ATTITUDES FOR ANY PEDAGOGIC PRACTICE

1. Links to be Established between Attitudes and Means for any

Pedagogic Renewal

Like any conscious and organized human activity, the teaching act
requires the application of means in order to reach an objective.
On occasion, however, the anticipated results do not always follow
the application of certain means. Having examined in earlier
chapters questions concerning the aims of education which merit
discussion and involvement, the Conseil now proposes to consider
others pertaining to results and the means required for their at-
tainment.

To begin with, one basic fact must be kept in mind. Ambitious
projects of pedagogic innovation have failed miserably because of

a belief that a situation could be improved by changing a faulty
organization, by acquiring sophisticated materials, through recourse
to new teaching techniques. Disappointment came quickly. The fact
that a change in structure and materials does not mean a change in
mentality was overlooked. In such cases the expected benefits are
always problematical.

This is well illustrated by the implementation of the new policy
regarding children with learning problems, proposed officially
since 1978. It was necessary to change norms and structures, and
this could be done fairly rapidly.
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However, the far-reaching changes foreseen as being part of this
policy, and which were desired by a majority of educators, required
that all those involved have enough time to understand their new
roles and to develop the attitudes needed to fulfill them.

When taking up the question of means and teaching approaches, atti-
tudes must also be considered. No opportunity has been missed to
draw the attention of the Conseil to situations which clearly dem-
onstrate the important role which attitudes play as far as pedagogy
is concerned.

One example involved a certain kindergarten teacher who paid more
attention to some children than to others, quite naturally to those
who best understood her. Then, there was the case of the cegep
student who dropped out because of her feeling that she would become
emotionally upset if she accepted the ideology promoted by some of
her teachers. ' The Conseil has also been made aware of the uneasi-
ness felt by some teachers who have been required «to go beyond the
course» in order to deal with pupils with behaviour problems. Fi-
nally, others have drawn out attention to the fact that a pupil's
attitudes are not all seen in the same light by all teachers who
have him, or her in their classes. According to some, he or she,
is difficult and insolent, to others a good student. In other
words, attitudes are often a major factor in the academic progress
of some pupils, and a source of failure and regression for others.

144



2. Communication and Pedagogy

The teaching act involves, among others, a dual relationship, one
between the pupil and the subject matter, another between the
teacher and the pupil. Within this double relationship, attitudes
of one-way thansmission may displace open two-way communication.
Such openness to reciprocity is evident where the teacher is not
the only one to ask questions, but permits the pupil to exercise
curiosity. We have learned from secondary students, particularly
in the television documentary «lLes enfants des normes’»1 that need
for explanation is not often satisfied. Sometimes, what communi-
cation there is, is wide of the mark. Thus, in a school situation
where authoritarianism and harsh discipiine are the rule, the timid
pupil is well thought of; in reality such a child bottles up his,
or her, difficulties, his, or her, personality is smothered and he,
or she, becomes finally too much the well mannered child for his,
or her, own good.

In order for there to be communication, there must be a real open-
ness to the cultural and psychological universe on the part of those
responsible. The teacher who wishes to remain capable of really
communicating, cannot be uninterested in the social, family, economic
and cultural lives of young people.

The individual who seeks education and training is in no way simply
one item among others on a production 1ine. There is no way of sepa-

1. A Georges Dufaux production of the National Film Board, 1979,
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rating the child, adolescent or adult from environmental influences.
The acceptance of this principle is one of the most noticeable char-
acteristic -traits of the pedagogy practiced at the level of adult
education: it takes into account the student's experience in phys-
jcal and human, as well as in intellectual terms.

Pedagogic practice turns its back on one way transmission and becomes
real communication to the extent that it abandons recourse to coercion
and demonstrates attitudes of tolerance and opennessz.

Here we return to some of the basic ideas behind the sessions which
were part of SEMEA, that no education is possible unless «heart speaks
to heartn. Deficient communication in often the result of a relation-
ship in which the teacher appears all-powerful in the eyes of the pu-
pil. Those who do not listen to or respect others are not in a posi-
tion to themselves demand acceptance or respect.

3. Confidence and Mastery Learning

Educational research has contributed a great deal to the confirmation
of the hypothesis of the existence of a direct relationship between
selfimage and success in school. A relationship is inevitable between
what others expect and what one feels able to accomplish. It is gen-
erally recognized that any dynamic learning (originality, acceptance
of responsibility, curiosity, taste for discovery) presupposes the

2. This point of view is presented, for elementary schools, in a
pamphlet published by the Commission de rénovation de 1'enseigne-
ment fondamental, Ministére de 1'éducation nationale et de la cul-
ture francaise, Belgium, Le cycle 5/8, ol en est-on?, Brussels,
1981.
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existence, on the part of the learner, of a positive self image
and of a minimum of confidence in his, or her, ability.

Various studies have shown that, for children from disadvantaged
communities, the manifestation of Tow expectations as far as they

are concerned may produce «self-fulfilling prophecies». In other
words, the demonstration of low or limited expectations concerning
such pupils will create psychological conditions unfavourable to

the development of positive attitudes to the point that their re-
sults will invariably live up to expectations. The opposite is also
true. A comparative study involving a large number of American
schools demonstrates that the more pupils are continually and explic-
itly convinced of their ability to reach a goal, the higher their lev-

el of achievement3.

Mastery learning, without keeping to any particular approach, ex-
ploits everything that enables a pupil, young or adult, to become
aware of his, or her, capacity to learn and understand and to develop
a feeling of self confidence which will remain 11'fe1ong.4 Such ped-
agogy calls, naturally, for formative evaluation, which detects the
pupils' problems as they arrive, identifies their causes and helps

in their immediate solution.

Comments from the adult education sector lead one to believe that
self confidence is just as necessary for adults as it is for young
people. An adult may seem to be very self assured while working,

3. Mastery Learning represents a concrete application, which is
becoming more common.
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but very vulnerable in an organized learning situation. It is some-
times said that the greatest apparent difference between regular
university students and adults who have returned to their studies,
particularly those doing so part time, is the fact that the young
people seem better able to extricate themselves from complicated
situations - an unsuitable course, etc. - whereas adults often feel
l1ike acrobats performing without a net!

A1l those who are subjected to unfavourable 1living conditions re-
quire teachers with special interests and attitudes which will en-
courage them instead of letting them remain defeated. This is why,
in the case of particularly disadvantaged communities, the means
must be found to attract, on a voluntary basis, those teachers best
prepared to take up a task much more difficult than the average.

What is true for educator is also valid for the pupil, and vice
versa. The pupil who is subjected only to suspicion and indiffer-
ence will have considerable difficulty in becoming selfconfident.
For their part, teachers who lack self assurance will have difficul-
ty to reconcile the tendency to expect too much from the bureaucrat-
ic hierarchy and to blame it for all that is lacking, with self con-
fidence; it indicates, rather, a feeling of dependence.

4. A helping Attitude

Some of those responsible for teacher training have redefined their
function by assigning to teaching a place among the helping profes-
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sions.5 This tends to confirm that the inclination to help someone
in need constitutes, on the level of interpersonal relations, a
fundamental aspect of teaching.

Help in various forms, adapted to need, constitutes the first level

of educational support provided a pupil for the prevention of seri-
ous learning problems. There is no way of estimating what proportion
of slight learning problems have become serious difficulties because
appropriate help was not available when required. But one thing is
certain: lack of help brings in its train the risk for the pupil of
the cumulative effect of difficulties. In some cases, the establish-
ment of diagnostic services or of special classes tempts some teachers
to neglect part of their responsibility for pupils with problems.

The placing of «problem»n pupils in special classes has often been
nothing more than a shifting of responsibility from the shoulders of
the regular teacher to those of the specia]ist.6 Nowadays any such
referral (intervention «en cascaden) 1is carried out in terms of help
and responsibility. Most such situations are resolved in a spirit of

5. See La formation aux «professions d'aide» (helping professions)
d 1'université du Vermont; in Missions d'observation sur Ta for-
mation des enseignants, Québec, Conseil d'orientation pour Ta
prospective et T'innovation en éducation, 1979, vol. 3, pp. 93-117.

6. The «systéme en cascadey refers to the organization of referrals
in a series of steps between the regular and special class (the
special school, in extreme cases) such that the pupil undergoes
the least possible separation from a «regular» learning situation.
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collaboration, such that the intervention of the specialist is no
way undermines the regular teacher's responsibility. This new
approach to the question of children with learning problems makes
remediation available to them within the framework of the regular
class. The action of the specialist is such as to supplement that
of the regular teacher and increases the ability of the latter to
be of assistance to children experiencing problems.

5. Non-directivity and Teaching

Non-directivity became extraordinarily popular during the sixties
and its influence, both explicit and implicit, is still present in
many classrooms. It is in the name of non-directivity that the
teacher is seen as an animator rather than as a professor or master.
The techniques of group animation which are used apply, for the most
part, to the teaching relationship between the teacher and the stu-
dents, and we refer, as the case may be, to different teaching meth-
ods. The teacher is referred to as being autocratic» when the ap-
proach to content and learning methods is directive, as «democraticy
when directive concerning methods only, and as «easy-going» when
neither is the case.7

Non-directivity sometimes results in a situation where the teacher
«no longer teaches» or keeps a «hands off» attitude. At the elemen-
tary level he, or she, is satisfied to remain on good terms with the

7. See Jean-Marie Aubry and Yves Saint-Arnaud, Dynamiques des grou-
pes, Montréal, Editions du Centre pédagogique des Jésuites cana-
diens, 1963, 109 pages.

150



pupils, without having any clearly defined goals. In secondary
school the teacher remains «buddy-buddy» with the adolescents and
does not «bug» them too much to learn. In the cegep the students
acquire their «science» by scanning the columns of the daily news-
papers. In adult education care must be taken not to put forth
explanations which run counter to that adult experience which is
held to be the mainspring of learning. At the university stress

is placed upon what the students decide to do as a group and on

the animation of group discussions to which each participant brings
what he, or she, already knows, without Tearning anything new.

The basic characteristics of some practices influenced by non-
directivity reveal an attitude which, if carried to the 1imit, could
involve the negation of the very act of teaching. The non-directive
educator who wishes to be consistent and to respect complietely and
unconditionally the development of each pupil, leaves to each ¢self
educator» the initiative for his, or her, «auto-instruction»n. He,

or she, is content to act as a «facilitator» of the pedagogic rela-
tionship. «He, or she, gives neither explanations nor lessons (un-
less asked to do so). He, or she, carries out no evaluation, offers
no criticism, unless the student requests an opinion regarding his, or
her, work. The passing of examinations is not required. He, or she,
is not, alone responsible for the final mark (...) the facilitator is
not a teacher».8 Strictly speaking, it cannot be said that the faci-

. . . 9
litator does not intervene: he, or she, intervenes, not as a teacher”,

Carl Rogers, Liberté pour apprendre, Paris, D-nod, 1973, pp. 143-144.

9. This differs from the Summerhill concept, where the educator does
not intervene at all. For today's theories and practices in peda-
gogy, see Jacques Ulmann, La pensée é&ducative contemporaine, Paris,
P.U.F. 1976. 5]




but, as a sort of catalyst which permits each person to be him, or
her, self.

This stream of non-directivity in pedagogy has undeniably contri-
buted to the modification of the teacher-pupil relationship. In
Québec, it has led to a relaxation of the teacher-taught relation-
ship, to the benefit of pupils. Any rigorous approach has, thus,
been rejected in the name of spontaneity and creativity, because
of the association of methodical learning with an authoritarian
and repressive attitude on the teacher's part. «The sophism of
non-directive teachers consists of confusing the method with the
constraint, more precisely with the external and alienating con-
straint».10
Further study of the act of learning and of teaching should lead to
real learning by pupils, without the teacher's abstaining from inter-
vening. There is no methodological oppression or imposition as long
as the choice of one of several methods is permitted or encouraged.
In the final analysis, is not the aim of the exercise to permit one
and all to find his or her own way of learning to learn? In which
case, it is just as well that the pedagogic attitude remain non-
directive and facilitating.

6. From Classroom to School

The development of «educativen attitudes is a function of the orga-
nization of the school and of the group of educators who work there.

10. Olivier Reboul, Qu'est-ce qu'apprendre?, Paris, P.U.F., p. 57.
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There are two corollaries of this which have a bearing on the idea
of an educational project and that of an educational team.

As is the case with any group, the staff of a school or department

may appear to be an informal collection of individuals, a compact

group organized for defense or opposition, or even a group united

by a common educational task, capable of communicating and evolving.

The quality of the communications between the teachers is a measure

of the vitality of the team. Once such vitality has been assured, it

may take the form of a «co-operative school», which encourages relationships
based on confidence and communication among teachers, a like dynamism

among the pupils and openness in the teacher-pupil relationship.

The second corollary applies to the organization and operation of
the schoof. The climate of a school inevitably affects the «lives»
of the pupils and what they learn there. Pedagogic practice cannot
but be coloured and conditioned by the collective environment and

the way in which the school is organized: the organization of space,
the use of time, the latitude left to initiative, the availability of
help and support services, etc. It would be well to recall the ex-
tent to which institutional constraints may influence and handicap
pedagogic practices. Thus there are more volunteers to supervise

11, than
there are to animate a science club, operate a remedial mathematics

the cafeteria, in terms of those activities called «B,C,D»

workshop or to set up a model parliament. In addition, how many
times has the criterion of ease of administration taken precedence

11. Articles of the collective agreements dealing with supervision,
encadrement of pupils, remediation and student activities.

153



over the real needs of learners in matters of evaluation or choice
of method? Too many isolated teachers have thought at first that
they might accommodate their pedagogic convictions on the system
of norms and the requirements of school organization; they have
finally given up their initial convictions while deploring the

lack of the means to carry out their pedagogic credo. Fortunately,
there are always those who believe that regular pressures resulting
from pedagogic renewal will bring about the adaptation of struc-
tures and the modification of norms and methods of organization.

This is one way of escaping the classic dilemma before which many
have given up, no major pedagogic changes are possible without
changes in structures. The modification of structures and of orga-
nization does not, of itself, guarantee beneficial results. When
attitudes change and give rise to a new mentality, it is possible
to «get on the bandwagon» and to adjust methods of organization.

As a very minimum, there must be a general situation such that the
essential attitudes of communication, of confidence and of help can
be applied in practice. The ideal would be to have the tone, the
atmosphere and even the attitudes of the establishment reflected in
its organization and structures.

If, to begin with, educators discuss the methods to be employed

they will be in a position to identify and ensure conditions consis-
tent with their objectives.
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7. Development of Attitudes and Pedagogic Efficiency

The development of attitudes depends for the most part on the orga-
nization of the school, on the quality of the relationships esta-
blished, and on the degree of participation of the pupils in school
activities.

Student attitudes, as revealed in behaviour, are indicative of the
sort of action carried on by the school and of the extent to which
it has succeeded in achieving its goals. Whether they be attitudes
of participation or of individualism, of the passive consumer, or

of the critical citizen, whether they be open or masked, these atti-
tudes counteract or reinforce classroom activities and contribute 1in
the final analysis to the effectiveness, or otherwise, of teaching.

The development of attitudes is such an important part of teaching
that it should be one of the school's goals in all that is done and
not the aim of particular courses only. More than syllabi and

courses are required; all of the school's activities must be involved.
Their contribution is greater to the extent that they form part of the
total pedagogic package and are not regarded as mere decorations. It
is symptomatic that the courses involving personality development have
always been, and continue to be, those whose integration into the dai-
ly life of the schools has posed problems. Consumer education, pre-
paration for life in society, health education, interpersonal relation-
ships and sex education are all courses which involve attitudes and
values, as much as they do information. Despite the pedagogical (and
ideological) problems resulting from any attempt to develop attitudes,
for the school to restrict itself to the «objective» content of per-
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sonality development courses, would be to discourage the attainment
of the objectives of such courses.

In other words, the development of attitudes cannot be left to
courses in personality development. It should be part of every
activity in every teaching establishment. Educators have known

this for a long time. Their awareness of it has increased, however,
in recent years.

Experience shows that in order to ensure the gradual development

of the pupil as an autonomous individual, it is necessary, first,

to develop those attitudes which precede and prepare the way for

the development of intelligence. Later on, intellectual growth
provides a basis for the assimilation of emotional, cultural and
social values which find expression in attitudes. It is to be hoped
that pedagogy will more be often able to reach the published goals
of educational policy concerning communication and relationships in
a practical way.

SUMMARY

Some attempls at educational renewal have not come to complete
fuition because of a failure to recognise the Links between changes
0f stwcture and of organization and changes of mentality and of
attitudes .

At the same time, enthusiasm for a method or a technique is not
enough, in Ltself, to bring about real pedagogic innovation. Any
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nenewal of teaching methods must be based on a change Ln attitudes,
as well as know-how. Otherwdise, the Linnovation may very well be
mistaken forn a passing fancy.

The attitudes of the educatorns are as important, Lf not more im-
porntant, than arne the teaching methods and equipment used. The
impact of a change in attitude on the part of educators may be seen
to have an incrheasing influence on structures and organization. The
climate o4 an educational Linstitution, on the one hand, and the pro-
pensity of educatorns to discuss theirn teaching methods, on the other,
are two Amportant indicatons of the quality of attitudes and o4 the
possibility of thein being developed and ingluenced.

Thorough discussion of both attitudes and methods would ensure bet-
ten understanding of innovation and would make possible solution o4
the dilemma which exists between change in sthucture and change in
mentality. Then structural changes would more and more tend to
gollow the gradual modification of pedagogic practices resulting
grom open, patient and Lengthy discussion.
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CHAPTER 9  EFFECTIVE PEDAGOGY

The theme of effective pedagogy will be studied from three differ-
ent angles: from behind the closed classroom door, within the
school, and at the level of the educational system. But, first

of all, it is necessary to define what is meant by effectiveness
and the teaching conditions which make it possible.

1. Effective Pedagogy: Meaning and Conditions

What is meant by Effective Pedagogy

Pedagogic effectiveness is attained when use is made of those
means which permit the achievement of various levels of objectives:
knowledge, emotion, creativity, socialization, etc. Effective
pedagogy makes possible, in addition to the usual cognitive skills,
the development and growth of all aspects of the pupil's person-
ality. Effective pedagogy will be examined in terms of this
definition.

Anyone who attempts to define the extent to which pedagogy is ef-
fective, in terms of the production, or performance, of a child,
adolescent or adult, is on the wrong track. Such effectiveness is
very often brought about by very simple methods and may appear

to be overdone. The opposite is not the case. In fact, that
which may guarantee satisfactory academic progress offers no
assurance that the learner's full potential for personal develop-
ment will be realized.
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Some Necessary Conditions

Teachers look upon pedagogy as their personal preserve, an area

of professional activity in which they would prefer to be .ndepen-
dent.] This attitude is found at every level of the educational
system. It helps to explain the grievances of those who, in their
appearances before the Conseil, complained of being reduced to the
role of simple cogs in the school system through the application
of regulations and courses of study which they held to be restric-
tive. It also explains, in part, the teachers' resistance when

the question of evaluation, and, by impiication of the teaching
act, is raised.

A major pre-requisite for effective classroom teaching is that
the teachers feel themselves to be 4ree and responsible. There
are always those who will abuse the situation. But the risk is
less than in the case of the opposite situation, where teaching
is reduced to mere repetition and fulfillment of norms, and
little thought is given to the welfare of pupils. This condition
is intimately linked to the question of relationships in teach-
ing: its basic element is trust. Where teachers who are worthy
of it operate in a climate of confidence, there cannot but be a
spilling over of trust in their relations with pupils; this is
an essential condition for effective teaching. Even though some
will always abuse their trust, the game is worth the candle.

1. This autonomy finds its ultimate expression un the «academic
freedom» of the university professor.
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Teacher efficiency depends upon a second condition which may be
referred to as practical economy, that is the best possible use
of resources, given the restrictions to which teaching is subject.
Through neglect of consideration of the impact of this condition
on teaching efficiency many a reform has not progressed beyond

the classroom door. Sometimes this condition assumes a negative
aspect. In some cases it may mean resistance to change, routine
or ageing. But, generally speaking, it more often indicates the
presence of common sense, realism and the desire to carry on.

The teacher, faced continually by groups of young people who de-
mand the most of his, or her, energies, uses a carefully selected
mixture of well-tried teaching methods and others whose adoption
has been suggested. In some cases a carapace is developed as
protection against such unsettling conditions as too abrupt change
of syllabi and methods, lack of equipment, incessant demands for
up-grading and in-service training, or the uncertainty arising
from the provisions of the collective agreement regarding transfer.
Such situations can bltock any pedagogic innovation and undermine
the effectiveness of daily teaching.

Teachers at any level generally agree to innovation, or to a change
in method, as long as they do not feel threatened, either person-
ally or professionally. Once these minimal conditions are assured,
many teachers become more effective, especially where they enjoy
the support of the administration. Similarly, effectiveness can

be the result of common discussion of pedagogy and of how the
teaching of pupils may be improved. There is every chance that
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contraints will be overcome in teaching which finds fulfilment and
a raison d'@tre in the harmonios development of student potential.

To sum up, it may be said that teaching methods are effective in
the classroom or Tecture hall to the extent that they are a func-
tion of the teachers' autonomy, freedom and responsibility, and
to the extent that they take into account the special relation-
ship between teacher and pupil in order to foster general person-
al growth as well as the pupils cognitive development.

2. Behind the Closed Classroom Door, and Beyond

Effectiveness in Terms of a Perspective of Personalization

The pedagogic effectiveness described above lies clearly within

a perspective of personalization which calls forn various methods
and deghees of individualization of Learming, given the conditions
that have been outlined. Rather than being a mere philosophical
idea, individua]ization2 involves recognition of the diversity
existing among pupils, particularly within heterogeneous groups.

In a Homogeneous or Heterogeneous Group

After due consideration, it is not surprising to realize that a
majority of teachers favour the homogeneous grouping of pupi153.

2. In practice, individualization may be narrowly or widely inter-
preted. In the first case it is merely the adaptation of teach-
ing to the rate of Tearning of each pupil. In the second, it
may extend to include the adjustment of objectives, content and
methods to meet the needs of each pupil.

3. See Les enseignantes et les enseignants du Québec, Vol 5 p.61.
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This measure may be said to represent a somewhat unsubtle approach
to individualization, to the extent to which it meets the needs of
pupils having some common characteristics. This type of grouping
of pupils Tends itself to efficiency. There is, however, a risk
of its emphasizing uniformity if too much attention be given to
results which follow a “normal curve”.

The breaking down of a heterogeneous group into more homogeneous
sub-groups permits greater refinement of teaching in terms of
personalization and individualization. In this way teaching may
be better adapted to the needs of each pupil, less uniform and
avoid being pitched at the so-called “average” pupil. This break-
ing-up of heterogeneous groups is held to be effective in the
case of such subjects as mathematics, writing and reading, but
seems less needed in such fields as physical education and the
artistic subjects. This way of doing thing corresponds quite
closely to the suggestions made in L'Gcole coopbrative: poly-
valence et prognés conténu4, published by the Ministaére de 1'é-
ducation.

In the case of its being impossible to subdivide a heterogeneous

group because of the too great diversity of its members, it would
be preferable to adapt the course of study so as to motivate the

students and to attempt to use learning situations such that each
pupil might benefit by progressing at his, or her, own rate.

4. Gouvernement du Québec, Ministare de 1'éducation, L'école
coopérative et progrés continu, commentary on ReguTation I,
Quebec,September, T966, T05 pages.
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Making Learning Relevant

Whether the class be divided into sub-groups or not, teaching must
be relevant if it is to be effective. This is so for pupils who
have not yet reached the stage of “formal thought™ as well as for
those at the “hypothetico-deductive™ 1eve15. This desire for
relevance is not new among teachers who deal with children and
adolescents. Testimony gathered by the Conseil demonstrates,
however, that this desire has seldom involved an analysis of

what happens when we Learn. This would appear to be indispensable
to the following of pupil progress, particularly in the case of
those with learning problems. Those elementary school teachers
who have acquired some understanding of the learning process

are convinced that they are better equipped to respond to the
needs of each child. Had teachers at all levels shared their
experience, they would, no doubt, improve their teaching methods
by discarding those that are outmoded and by keeping those which
lend themselves to the individualization of instruction,

Such a study could prove fruitful within a given tield od interest
for pupils grouped by subject or «specialityn. In a perspective

of personalization the subject matter is regarded quite differently.
Rather than being restricted to «things» to be learned, it is

approached in terms of the students' lives and experience of in-
tellectual Tearning and involves the linking of experience with
Tearning. It is much more open to daily Tife and culture. The
subject matter no longer consists of a group of more or less unre-
lated ideas. Teaching is based on the conviction that learning is

5. These terms refer to the work of Piaget on genetic psychology.
They are found in his discussion of the development of the
thought process. 164




a matter of seeing the relationship between several aspects of a
subject, or between several subjects and that relevant Tlearning
implies effort on the part of the learner.

Styles of Learning and Diversified Approaches

Research6 indicates that pupils' learning “styles™ vary greatly.
"Style” refers to that personal way of Learning, acting and be-
having which remains the same regardfess of what is being taught.
This characteristic, peculiar to each individual, is expressed in
terms of a marked interest in people or tasks, of different percep-
tual capacities (auditory and visual), of a greater or lesser
awareness of the physical environment, of a propensity for working
alone or as part of a team, of a preference for structured teach-
ing, etc.

No matter to what extent one accepts the theories concerning the
styles of learning, it is clear that interest in this aspect of
pedagogy is based on more than a mere passing fancy. It is rooted
in an observation which has struck every experienced educator: all
pupils do not learn in the same way, and at the extreme, each of
them has his, or her, own way of learning and working intellectually,
This statement gives rise to another question on the part of the
teacher who would be efficient: How can one respect the learning
style of each pupil and one's own approach to teaching in a heter-
ogeneous group situation?

6. See, for example, a brief analysis of some of these studies
by Gérard Provencher in the magazine Vie Pédagogique, Nos 15
and 17.
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It is possible to answer this question in a way that would dis-
courage any teacher from even opening the door of a classroom or
lecture hall. One need only conclude that the teachers' teaching
styles should match the learning style of each pupil. The only
possible solution would be one pupil per teacher. Any teacher
required to work every day with dozens of pupils in heterogeneous
groups would regard this suggestion as somewhat less than realis-
tic, and would immediately fall back on his, on her, oun style
with all the pupils.

Nevertheless, there is a middle ground between an unmanageable
diversity and no change at all. The taking into account of
Tearning styles would make possible the improvement of teaching
through greater personalization of learning, which is, in itself,
desirable. It would be difficult to guarantee that each indivi-
dual would learn in his, or her, own particular way. It would
be possible, however, by a variation of approach, to encourage
the exercise of diverse styles of learning. This variation in
approach has absolutely no connection with the craze for the
latest gadgetry on the market. It arises, rather, from that
attention to each student which prevents any real educator from
using stereotyped methods. This desire to meet a need which
differs from one pupil to another, ensures greater pedagogic
efficiency, even though it does not go so far as to take into
consideration every variation in learning style.

This topic is taken up in several of the curriculum guides:7

7. In Religious or Moral Instruction, for example.
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these documents always suggest at least two teaching approaches

for each objective. It is up to the teacher to select that most
appropriate for the class concerned and the objective in question.
This is still far from being adjustment to the style of learning

of each individual, but it is equally distant from a denial of the
very existence of style. The result is a pedagogy which stresses
individualization by attempting in a variety of ways to respect
different learning process, rather than that of unwillingly follow-
ing a required procedure.

Formative Evaluation and Individual Growth

The more that pedagogy is focussed on the individual and the more
the temptation to consider all the pupils in relation to an
average is avoided, the greater the extent to which classroom
evaluation becomes formative. Summative evaluation ceases to
occupy centre stage and assumes its proper ro1e8.

Formative evaluation may be carried on a daily basis without any
extra effort or problems. For example, in some classes in Sorel,
which are carrying on projects based on a humanistic conception

of education, the children carry out a daily evaluation with their
teachersg. Each team evaluates its progress in the presence of

8. See the P011t1que genera]e d'évaluation pédagogique of the
Ministere de T'éducation which provides clear and functional
definitions of summative and formative pedagogic evaluation.

9. See Pierre Angers and Colette Bouchard, La mise en oeuvre
du projet d'intégration, pp. 95-107.
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the others. Each child Tearns where it stands within the team and
all work together to keep in step with the overall class project.
The teacher intervenes periodically in order to see if a given
topic has been mastered, knowing that it will be possible to
review the material on an individual basis without interfering with
the work of the team, or of the class as a whole. While it may not
be possible to carry out formative evaluation in the same way in
all learning situations, it nevertheless, remains extremely flex-
ible and comprehensive. It focuses on the individual, facilitates
synthesis of various aspects of learning, and may be seen as a
continuum which includes the measurement of more than intellectual
performance and which provides a profile of individual growth in
relation to that of others.

Whereas the methods of evaluation in use in many classes are seen

as threatening, formative evaluation is stimulating for both

pupils and teacher. However, any time that the question of eva-
luation is raised in any consultation with teachers or other school
people, one gets the impression that the subject is tabu. Depending
on where one sits in the school system, the evaluation of pupils
appears as an an obligation which must be carried on for reasons
having Tittle to do with learning, or as a neglected but recurring
task which brings on feelings of guilt. It is difficult to under-
stand how evaluation can foster such sentiments when one considers
the significance of formative evaluation to the Tearning process.
Although it is carried out in a school context, formative evalu-
ation makes it possible to identify the highlights of the learner's
experience, because each pupil provides at least an informal summary
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of activities. Each one draws conclusions from what has gone on,
rectifies what is awry and builds on the results. Such a process
liberates rather than enslaves. It stimulates and provides the
drive for further undertakings. This is, to the fullest extent,
the role of formative evaluation in the learning process.

The Ministere de 1'éducation's new policy of evaluation stresses

the importance of formative evaluation. An important step has

been taken, at least theoretically. The success of the new measure
depends on two conditions: first, that priority of consideration

be given to teachers and pupils by all those responsible for eva-
luation (ministére, school boards, school administrators): secondly,
that the teachers be provided with the basic equipment required

for daily formative evaluation.

However, even should such equipment arrive late on the scene, its
tardiness should in no way compromise the success of formative
evaluation in the classroom, since it is, for the most part, a
function of the teacher's skill, particularly of those skills

which go beyond the purely technical and are the product of ex-
perience. The creativity of too many classroom teachers has been
stifled by too great dependance on outside help. Those who have
overcome the limitations imposed from outside have found a new sense

of freedom in teaching, have been borne along by the creativity of
their pupils and have been astonished at their own inventiveness.
Such teachers no longer see in evaluation a sort of educational
parasite because it has become formative both for pupils and for
themselves.
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Readily Available Pedagogic Approaches

Certain pedagogic approaches, which may be used at more than one
level of instruction, are available to teachers everywhere. Use
has shown them to be effective and they lend themselves to per-
sonalization. No teacher is advised to try them all at once in
the same class, but prudent use of one or more of them has the
merit of relying on sound experience, rather than on the latest
fad.

The Project Method

Particularly where groups are stable, the project may be used as

a method of learning. A project may be individual, but it normal-
ly implies contributions by members of a team. It aims to produce
results which may be checked and passed on to others. With very
young children, for example, the project may be identified with

a given theme, or subject. Class activities, grouped about one

or more themes, polarize the interest of pupils and contribute

to the breaking down of the barriers to learning. Instead of
Tearning by subject - now I'm doing French, then geography, then
plastic arts - the pupil uses several skills at the same time
while participating in a common task. Classroom projects have

the advantage of school conditions, which are different from those
of the world of work. The pupils have «freen time. They are
allowed to make mistakes. They make use of what they have learned
in order to learn something new without being obliged, 1ike the
apprentice, to master a faultless technique as quickly as possible

10. See Olivier Reboul, op. cit., p. 65.
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The Tearning experiences resulting from a project may go well
beyond the narrow, artificial or imaginary world of the class-
room through a choice of themes which involve the culture of a
community, of a town, or of a whole region.

The efficiency of the project method depends for a large part on
its capacity for personal involvement on the part of each pupil.
The Tevel of interest of the chosen theme, its scope and its
cultural connotations may permit the introduction of individual
projects as part of the collective effort. Each member of the
group responsible for a project benefits from the learning experi-
ence involved, not only as an individual, but also as a partici-
pant in the educational development of others.

Where pupils are grouped according to subject, the project method
may be used, subject to certain limitations. It is difficult to
develop a common, group or individual project when the classroom
population changes with every ringing of the bell. Some elements
of the method may be applied, such as centering learning around

a broad theme which includes several objectives. It is also
possible to organize short term group projects, individual assign-
ments which may be completed in school during one or two periods,
or to organize projects as a substitute for home assignments.

Projects which involve the world outside the classroom may become
more significant if they are properly structured. This is the case
with L'alternative at the Colleége de Sherbrooke where the organi-
zation of «human science without mathematicsy encourages the use
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of projects: «optional projects for credity and «projects contri-
buting to the community»]]. Projects of this type are not the

result of the classroom initiative of a lone inventive professor;
they require organizationlz, multidisciplinary objectives13, a

team of professors and the grouping of the students involved.

Workshops

The workshop has become the most popular form of organization for
any teaching situation which involves the sharing of information.
Its popularity is due to its great flexibility, its relative effi-
ciency and its potential for individualization.

A teacher may organize a workshop on the spot, for only one period,
provided, of course, that the subject matter is appropriate and

the classroom suitable for the undertaking. In other cases the
pupils may be organized in teams for a Tonger period of time, such
as a term or semester.

Surprising results may be forthcoming in cases where the task of
each team is clearly defined and the teams well organized. A
teacher would be well advised to take careful stock of his, or her,
capacities before allocating the same task to all the teams, or
giving each of them a different assignment. This is particularly
advisable where a teacher meets five, or more, classes.

11. See the basic documentation and explanatory pampnlet published
by the Collegge de Sherbrooke.

12. See above, Chapter 5, «University Teachingy

13. The idea of multidisciplinarity may be enriched by that of
«transdiciplinarityn» which involves not only the combining of
disciplines, but their acting together within the experience of
the learner. See Louis Legrand, L'école unique: & quelles con-
ditions?, Paris, Les Editions du Scarabée, T98T, pp. 163-194.
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Under certain circumstances, workshops, or team assignments, permit
a teacher to spend more time with each pupil. It is easier to
discover the work habits of each member of a five-member team, to
identify problems and to suggest solutions. In fact, one of the
easiest ways to individualize instruction is to alternate sessions
of group instruction with team assignments.

Mutual or Peer Group Instruction

The teaching of one pupil by another is inherent in almost all
forms of working in teams, apart, perhaps, from some discussion
groups. This kind of mutual assistance between members of a peer
group may, in some cases, be extented to include formal instruc-
tion by older members. Examination of the various levels of the
educational system leads one to the conclusion that this teaching
technique is not really exploited, considering its potential for
efficiency and individualization. In fact, it is a truism, from
kindergarten to the university, that a classmate understands a
pupil's problems best, and is often in a position to suggest a
way out of an impasse, a method of solving a problem, how to
grasp an idea or how to study for an examination.

Mutual instruction also carries considerable social impact. It
teaches pupils the value of co-operation. In learning with and for
each other the pupils come to outgrow their egocentricity and the
competitive spirit of our industrial society. Mutual instruction
serves both the strong and the weak. The weak learn better without
Tosing face, the strong deepen their knowledge by passing it on.
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Any competition that may exist consists of working together to
solve a common problem.

This teaching method and the ideal of co-operation which it 1'nvo1ves14
may rapidly disappear if they are not fostered by educators through
the judicious use of sources of documentation and through attitudes
which demonstrate sincere acceptance of the value of working as

a team.

Team Teaching

Team teaching is the formula preferred by educators who believe in
mutual instruction by pupils. While in some cases it may involve
an entire school staff, its commonest form is that of two teachers
working together with the same group of students.

The formula, even in its most modest application, calls for a mini-
mum of agreement between the teachers, whether it involves a class
or subject group. In the first case there is usually a class
teacher, or tutor, and a specialist, who acts as a resource person.
In the second case, two teachers of the same subject may share their
classes, or two teachers of different subjects may bring their
classes together for particular activities or projects.

In both cases teaching becomes more effective. Team teaching makes
it possible to pay more attention to the pupils' work habits and

14. This is in the same spirit as the opinion on education concer-
ning co-operation which the Conseil adressed to the {linistre
in January, 1982.
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to specific problems, thereby permitting the attainment of a
greater degree of individualization. The exchanges between the
two teachers and the pupils may vary considerably, but their pe-
dagogic relationship remains unchanged. One of the advantages of
the formula is that it makes possible, among other things, imme-
diate feeback regarding the efforts of the teachers concerned.

As it is presently practiced, team teaching represents an inter-
esting possibility for renewal. The twinning of teachers presup-
poses a basis of common interest and requires constant consulta-
tion. But the formula has the advantage of being a simple one
which does not call for complex structural changes.

The Tutorial System

In addition to referring to a particular method of teaching, the
term tutorial system has, for some years, also designated that
larger responsibility of educators to help the pupil, or student,
to find his, or her, way through a maze of courses and activities
of all descriptions. Thus, the tutor must be prepared to discuss
the organization of the student's work load, difficulties which
may occur and progress as it develops. Because of a more personal
understanding of the student and his, or her, problems, the tutor
is in a position to make teaching colleagues aware of any parti-

cular difficulty.
When referred to as a teaching method, the tutorial sustem appears

to be a personalized teaching technique in which the professor,
as resource person, puts the student in contact with sources of
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information and appropriate documentation. Through a series of
regular meetings, the professor checks, with the student, the
progress made toward the objectives of each stage, as well as the
efficiency of the student's work habits. Then after a formative
evaluation, they establish, together, the objectives of the suc-
ceeding stage. This form of the tutorial system is often found
associated with other individualized teaching methods, such as
modular teaching or programmed learning.

The tutorial system is also used in conjunction with projects and
workshop sessions. It may alternate with sessions of collective
instruction, where for example, a given number of class periods
are devoted to work as individuals or in small groups.

This teachinq]5method becomes interesting when the teacher's desire

for efficiency plays upon the individual work habits of each pupil.

The interview between tutor and pupil, repeated at reqular intervals,
will certainly cover most aspects of the teaching relationship. However,
the first objective of the tutorial system is that the pupil Tearn,

by being shown how to do so.

Methods with a Technical BRasis

From among the large number of possible methods, the Conseil has
selected four, because of their pedagogic interest and because of
the questions that they pose for the future of teaching; program-
med learning, modular instruction teaching, multi-media instruc-

15, As is well known the tutorial is used in various ways at the
university level in individual meetings between student and
professor. It also appears more and more in the form of the
team tutorial, where a professor becomes the tutor of a small
group of students.
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tion and télématique. The first three are, to all intents and
purposes, teaching methods; the fourth brings pedagogy into contact
with the every changing network of modern communications.

Programmed Learning

For some years programmed learning, sometimes referred to as.micro-
graded learning, has been used in several subjects with adult
students, in correspondence courses and with juvenile delinquents,
etc...]6. In the case of students whose learning experience occurs
in fits and starts, it is advantageous to have available teaching
material which is broken down into small pre-determined sections

and which offers some guarantee of success to all.

However, programmed learning has not attracted a great deal of
attention in Québec. «Experience seems to indicate that program-
med learning has not lived up to expectations and that its popu-
Tarity has declined over the years. However, it is quite possible
that this phenomenon is due more to the intrinsic limitations of
the formula, than to any resistance to change resulting from
attempts at its imp]antation»]7. In addition to locking teaching
into a very mechanistic approach, where everything is planned
beforehand and extremely fragmented, programmed Tearning involves
considerable investment of energy in the preparation of materials
and in the development of courses which must be kept up to date.

16. At Boscoville, for example, materials compiled over the last
ten years, known as «Le Boulot» permits young drop outs to
complete their studies.

17. Mich&le Fournier, Typologie des formules pédagogiques, p. 157.
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Notwithstanding these important limitations, programmed learning
could be less stereotyped were it to be associated with a computer
and were the pupil to have some control over the programme]8

Modular Instruction

Other experiments in the field of success teaching have been car-
ried on in Québec, such as modular 1nstruction19. The pupils
work with kits of documentation structured in terms of units of
content, or of objectives, a pre-test, Tearning activities and a
post-test. The pupils work as individuals and success in a module
is required before moving on to the next one. Depending on his,
or her, rate of progress, the pupil has access to review modules,
may decide not to cover a module which the pre-test suggests has
already been studied, or may deal only with selected objectives
of a given module. According to the method, every pupil should,
in principle, master 80% of the objectives of each module. The
number of modules covered successfully may vary from one student
to another.

It would not be easy to use this formula on a generalized basis
because of the volume of material in kit form which must be pro-
vided for each pupil. In auuition, this rather sophisticated
teaching material must be revised regularly. Those who wish

the maximum in educational efficiency must ask themselves some
pointed questions. It may be possible to develop a medified

18. See Francis Meynard, On apprend en programmant, in Vie Péda-
gogique, No 11, February T98T, pp. T6-18.

19. See René Beauchamp, Une histoire & succds: Ta pédagogie de la
réussite. This articTe makes two references to experiments in
Québec: S.A.G.E. at the elementary level, and that carried on
in the Vanier polyvalent in Ville de Laval.

178




version based on the new courses for elementary and secondary
schools, which are already structured in the form of modules.
One might even go so far as to suggest that group instruction be
restructured on a modular basis. This would be infinitely more
flexible than the current linear approach to learning.

Multi-media Instruction

When audio-visual techniques are used solely in support of other
teaching methods, their full potential is not necessarily ex-
ploited. When they form part of a multi-media approach, there is
greater likelihood of their stimulating experiences corresponding
better to the variety of learning styles of the pupils and in
greater harmony with the needs of the present generation. Multi-
media instruction attempts to combine the written and the audio-
visual in a harmonious whole. This effort to make use, simulta-
neously, of several media creates a multi-dimensional teaching
experience making for greater instructional efficiency. The impact
is increased to the extent that the pupils cease to act as passive
recipients and begin to use the various media as a means of personal
expression,

Study of the various levels of the school system indicates that

the multi-media approach has been adopted by the colleges after

some years of popularity in secondary schools. This may be explained

in part by the fact that multi-media instruction requires the availabil-
ity of well equipped audio-visuel centres and the presence of well
qualified technicians to assist the teachers. It is surely desirable

to consider the expansion of the use of a technique which is known

to be of considerable value.
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Télématique

Télématique is, to a certain extent, an extension of multi-media.
But the possibilities are greatly enhanced by linking together the
computer and the television screen. «In fact it makes use of an
instrument found in most homes in the western world, television,
by the mere addition of a decoder and a selector which very much
resemble a small calculator. It makes possible the instantaneous
dispatching of texts, graphs, animated drawings and, in the near
future, of pictures and sound, from a given source to any number
of receivers, no matter how far away. Each receiver is able to
select his, or her, own «menu» in an appropriate language. With
the flick of a switch each receiver can be converted into a sender
capable of transmitting messages, answers and questions. All of it

instantaneous]y»zo.

When one considers the application of the computer to teaching,

the mind Teaps to adult education and the myriad possibilities for
the expansion of what Télé-université has already accomplished. It
would make both individual and group activities not only more eco-
nomical, but also more efficient. The student would be in a posi-
tion, not only to pursue independent study, but also to communicate
easily with others, without their having to travel in order to
discuss mutual problems.

It is already quite apparent that the results of the computer

revolution may be applied, in a general way, to the whole school
system. The mini computers on the market suggest that the cost
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of new equipment would compare favourably with that of the teaching
materials presently in use in the schools. However, the production
of the software required for teaching would, in the short term, be
a more serious problem than the purchasing of equipment. Any
decision to make use of computers in teaching on a large scale,
would require training sessions for teachers and a variety of ex-
perimental applications. Many countries are ahead of Québec in
this regard. This time it is not a matter, as has been the case
in other fields, of bringing pedagogy up to date but rather of
making an effort in the name of efficiency, knowing full well that
there will be repercussions in terms of structural changes within
each school and throughout the whole school system. It is vital
this time, however, that pedagogy dictate the structural changes
and not the reverse. The pedagogic and technological tools which
the computer represents are no more magical than any other. What
is different is that it creates a new language and a new culture,
comparable in many ways to the revolution caused by the advent of
printing during the period of classical humanism. It is also
important to establish its capacity to counteract demotivation as
a pedagogic problem in communications, as well as to see whether
it will make for more effective pedagogy.

Classroom studies carried on between 1975 and 1978 indicate the
efficiency on instruction carried on with the aid of mini-computers:
«Most of the students were able to complete a course of study

20. Francis Meynard, La télématique en éducation: lubie ou prévoyance?
Speech delivered at the Conference «Télématique en Cducationy.
Gouvernement du Québec, Minist&re de 1'éducation, Service général
des moyens d'enseignement, 82-01-28, (code 54-9559), pp. 7-8.

See Also, by the same author: Demain: 1'ordinateur & 1'école
Gouvernement du Québec, Ministére de 1"éducation, Service géné-
ral des moyens d'enseignement, Québec, 1981, 105 p.

181




in as little as half the normal time, with greater efficiency in

terms of achievement per time unit, improved skills and the provi-
sion of instruction previously unavailable by conventional methods»Z].
Adults would be remiss to permit children to work only with the

tools of yesterday and to deny them access to what the computer offers.

3. Effective Pedagogy: Everybody's Business

Analysis of effective pedagogy brings to light any number of possi-
bilities. But it also concludes by demonstrating that such efficien-
cy can never be completely achieved without the support of the whole
school and the assurance of favourable conditions throughout the
educational system. Pedagogic effectiveness must be bolstered by
actions based on personal and group decisions, on a minimum con-
sensus of educatons, on measures supported by the administration

and pedagogic structures, in the final analysis on a climate and
sense of responsability which £s not parachuted grom the outside,

but which anises grom the very Life of the school, department, facul-
1y on college.

Meeting of Teachers for Educational Purposes

Meetings of educators are made use in a variety of ways at all levels,
school commission and region, throughout the school system. Teachers

21. Peter Matijosaitis, The microcomputer Revolution in Education:
What are we Doing about it? in Comment on Education, VoTl. 12,
No. 13, February, 19827, p. 22.
See, also, Jay Phipps, The Electronic School, Canadian Education
Association, Toronto, 1982, 39 p.
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meet regularly on a formal or informal basis on a departmental or
syndical basis and during pedagogic days. The matters of main
interest at these many encounters is not always teaching or or

how to improve the lot of pupils. 1¢ {5, however Amportant to
encourage the organization of meetings of teachers gon the dis-
cussdion of pedagogic questions. This may be done on a departmental,
class, subject or other basis.

Teachers are the first to recognize their need to meet in order

to discuss the needs of pupils. Not to do so would be to ignore

a professional obligation. There is a risk of teachers and pupils
existing side by side without there being any useful dialogue.

On the other hand, it often happens that when teachers do agree

to meet, the discussion hinges on those problem cases which upset
classes and lessen efficiency. FEven at the level of a discussion

of behaviour, it should be possible to go beyond mere comments and
descriptions and to grapple with some of the basic problems and

to bring about the necessary changes.

It seems to be difficult, throughout the educational system, for edu-

cators to communicate with one another on a truly pedagogic Tlevel,
Nevertheless a discussion of current practices would be sufficient
to keep people on their toeszz. Such discussion and sharing pre-
suppose, naturally, a disposition on the part of educators to be
interested in the progress of their pupils. Once minor irritations
have been eliminated, such meetings can only be of benefit to the

pupils, as well as a source of satisfaction to the teachers.

22. Questions such as the following might be asked: To what extent
do present methods actually encourage learning? What method
is appropriate to a given situation? How successful are present
methods and approaches?
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The Common School or «the School within the School»

As is well known, the school has several objectives: to encourage
the development of attitudes and behaviour attuned to civilized
princip]es23 and at the same time, to develop the intelligence

and capacity for judgement of the pupils. These two fundamental
objectives of the school cannot, however, be attained without
efficient and varied means of doing so. Meetings of educators to
consider student behaviour and other pedagogic questions are in
conformity with these objectives and are one means of ensuring the
setting up to teams of teachers and of more stable groupings of
pupils. Such groupings constitute, for want of a better word, «a
school within the school» desirous of respecting a diversity of
clienteles and of learning experiences. The school within the
school, thus, pursues the general objectives of the larger group,
but in a way which takes into account the special needs of particular
groups of pupils.

In the case of secondary schools, there may be a grouping of the
pupils of the first cycle in the larger polyvalents. The pupils of
the first or second year may have all their classes in a given part
of the school, providing ther with a stable environment. This
arrangement may have little direct effect on classroom teaching,

it does, however, create a climate favourable to learning. Class-
room teaching may be carried on without the complications arising
from the rather traumatic climate of the huge school.

23. See the Québec Human Rights Commission, Jeunes, €gaux en droits
et responsables, Québec, 1981, 38 p.
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In some school the same system has been used with pupils in the
Short Vocational Course. When based on the voluntary participation
of teacherns, this type of organization seems to give the pupils a
feeling of self-congidence. Instead of feeling like outsiders,
they develop a group identity, to the point that there is often a
drop in absenteeism as motivation increases. These pupils feel
happier with school, they apply themselves and have greater
success. This principle of the school within the school may serve
to illustrate that homogeneous grouping is not always discrimina-
tory, and that it may contribute to efficiency, when used properly.
That is to say, where it recognizes people for what they are and
acts as a spur to succe5524. Should the suggestion that the Short
Vocational Course, with its special courses, be abolished as a
separate program, then this system should be kept in mind as a
means of assuring the pupils effective instruction in a climate of
security. An individualized approach to teaching would also be
required.

The school within the school is a response to particular needs of
pupils by means of an encadrement which makes for more effective
teaching. This nrespect fon difgerence in school population may
also be applied to differences in teaching experiences. Any such
grouping would be based on pedagogic requirements. In exceptional
cases, pedagogic diversity and the requirements of renewal might

24, Criticism is valid to the extent thqt it demonstrates that the
unskilled worker is inevitably the mechanical slave of capitalist
exploitation. Such criticism is aimed at the whole school system
which does not provide Short Vocational pupils with quality
instruction. But it creates paralysis when it prevents the
utilisation of teaching methods which might be useful with some
pupils.
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call for the setting up of a «college within the collegen. In such
a case, the grouping together of both pupils and teachers, the orga-
nization of courses, and the overall organization would tend to form
a homogeneous whole, favouring a given school of educational thought.
This type of homogeneity has no connection with the organization of
homogeneous groups on the basis of achievement, as was the case with
«streaming» in secondary school. Rather, it is based on the parti-
cipation of pupils and teachers in a pedagogic project.

These examples of pedagogic renewal are among those which do not
change the appearance of existing structures. It may be not the
whole school, nor a school within the school, but merely some
classes within the school that develop a pedagogic project which
does not affect the overall organization of the institution. 1In
other words, pedagogic renewal may be a matter of attitudes and
skills within the framework of the system as it exists.

During its consultations and visits, the Conseil has been able to
discover two different methods of bringing about pedagogic renewal
within the classes of the same school. One involves teachers who
apply within their classrooms teaching methods acquired outside

the school during an inservice training-program. Generally speaking,
their classes are like islands, having 1ittle influence on the rest
of the school, the other teachers or the administration. The other
involves the administrations' bringing in resources from outside.

It provides teachers with a model which may be used in connection
with one or other of the objectives, to the extent that the teachers
may wish to do so. The classes are all different from each other,
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and each of them tends to borrow those aspects of the model which
suit its purposes.

This is not the place to predict which of the two has the greater
chances of success. But in every case there is evidence of a «peda-
gogic contract» between the administration and the teachers and that
outside resources contribute to the launching of a project which
then takes on a life of its own.

Support for Pedagogy and Pedagogic Support for Pupils

The addition of resources, principally human resources, to any project
for pedagogic renewal brings up the whole question of support for
pedagogy and of the resources required for its development. The
question of support for the teachers, in terms of in-service train-
ing or of the provision of advisors and specialists, is intimately
related to that of support for the pupils, particularly those who

most need it, on the part of the teachers and all those who are

called upon the facilitate the development of the pupil's personality.
In the final analysis, all pedagogic support should be intended for
the pupils, and should be examined with this in mind.

In practice, pedagogic support is provided in two ways. The first
consists of providing assistance outside of the classroom. This is how
«free f]ow»25 is carried on in most cases. This is true also of

25 «Free flown refers to the system whereby pupils are withdrawn
by the special class teacher from regular classes for varying
periods of time, according to need; this technique preserves the
pupil's feeling of belonging to a regular class.
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special class teachers who work with pupils having particular
problems outside reqgular classroom activities. There is some risk

in this case of fragmentation of teaching and of the pupil's develop-
ing a feeling of inferiority, or of being side tracked, if too much
attention is paid to the problem.

The resources of the school may also be used within the classroom.
In this case, specialists are associated with pedagogic project and
participate directly with the teacher in classroom activities. They
act as partners, paying attention as much to attitudes and behaviour
as to the subject matter.

The teachers feel that they are being supported, rather than spied

upon and judged. Everything is done as part of a flexible program

which fosters a climate of mutual confidence. This form of assis-

tance makes possible very rapid individual progress on the part of

pupils. The integration of pupils with learning problems into re-

gular classes will be successful to the extent that such pupils are
provided with this type of support.

These two methods of providing support are an expression of two re-
concilable pedagogic attitudes. One stresses motivation, requirements
and the obstacles which prevent a pupil's succeeding, despite an
acceptable I.Q. The other, ignoring prerequisites, tends, right

away, to place the pupil in a situation where success is assured.

The second leads pupils to believe that school achievement may be

a source of personal satisfaction and that improvement may result

from it. Whether one approaches pedagogic assistance must be reso-
lutely aimed at the pupil and towards teaching, and the classroom.
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Pedagogic Renewal and the Environment

No matter from what angle it be approached, if it is to be efficient,
pedagogy requires a particular environment and partners who are
interdependent. There is no question of repeating what has been

said e]sewherezq but it is essential to recall the requirements

for the renewal of pedagogic projects within an institution and for

their successful completion.

The first of these is an open attitude towards colleagues and parents,
who may sometimes be asked to participate in classroom activities or
to supervise at home activities begun in the school. This openness

is based on freedom and mutual confidence. While working together

no one feels obliged to show off. Effectiveness results from the
fact that it is not an end in itself, but is sought after in order

to meet the needs of the pupils.

Secondly, pedagogy then brings out an attitude and a capacity for
initiative on the part of all involved. Once it is clear that no
one is threatened, enthusiasm for the project increases and, at the
same time, resistance to change lessons.

It is usually a fact that, in any innovative pedagogic project, per-
sonal initiative overcomes material constraints. This is not to say
that poverty of resources should be considered an ideal. However,

many a pedagogic project has been brought to fruition with the rela-

26. Marthe Henripin and Gilles Ayotte, Se prendre en main pour les
enfants: Tle projet éducatif de 1'école, (uébec, Conseil supe-
rieur de T'éducation, T. Des Ecoles se mettent en marche, 1980,
203 p., 2. Comment s'y est-on pris? La démarche commune de
onze &coles et de Teur commission scolaire, 1987, 277 p.

189




tively modest resources at hand, thanks mainly to the strong motiva-
tion of those invoived. This willingness to push ahead helps to
find ways around the obstacles created by the regulations regarding
labour relations.

In pedagogic renewal projects at the elementary and secondary levels
parents are almost always involved as collaborators or partners.

Once teachers have learned how to welcome them and to involve them

in educational activities, they are no longer seen as being a menace.

The effort involved in the renewal of pedagogic practice encourages
teachens to take on responsibilities which Lead to self satisfaction.
It is unrealistic to assume to any educational project can be carried
on without the agreement of the teachers. Pedagogic renewal requires
more than simple agreement; it calls for a conscious act of voluntary
participation. In order for the teachers' participation to be more than
lip service, they must be convinced that their action will improve
the Tot of pupils. Nor must the teachers feel threatened by their
accepting or taking the initiative to bring about pedagogic renewal.
The inclination to change evaporates rapidly when the security of

the profession or of colleagues appears threatened.

The suppont and Leadership of the administration play a crucial role
in most projects of pedagogic renewal. Even when the action is
limited to one or several classes within a school, the principal’s
support is vital. It goes without saying that, when the renewal
covers the whole establishment, such support is essential. It
should show itself in how the collective agreements are applied,
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in measures as practical as the equitable distribution of texts and
other equipment, and by constant interest in teaching and, finally,
by giving priority to the pedagogic needs of pupils over purely
administrative considerations. In addition to facilitating, encou-
raging and supporting a pedagogic project, the principal can show
educational leadership by becoming involved in the project in a
practical way. Thus pedagogy becomes not the prerogative of a
particular group, but the 1iving evidence of a common commitment

to education.

The most direct effect of any effort to bring about pedagogic effi-
ciency is to make the educational environment more meaningful. Of
all the components of the educational environment, it is people

who exercise the greatest influence on the pupils. When they meet
together in the context of a common pedagogic endeavour, they con-
tribute to the creation of a meaningful educational environment for
the pupils. Some agressive behaviour on the part of pupils is in
reality only a form of rejection of an adult world which ignores
the school's essential objectives. When the adults in a school work
together to improve instruction, there are repercussions in terms,
as much of pupil behaviour, as of academic achievement. Pedagogic
renewal is not confined only to the school. It has effects on the
community and spreads to other schools in the region. Pedagogic
renewal in a school has a ripple effect on the whole community.

Observation of efforts at pedagogical renewal at the classroom and

school levels sometimes lead one to believe that effective teaching
is being carried on in various ways despite the rigidity of Tabour
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relations, and by paying limited attention to the régime pédagogique
as well as by giving the course of study a rather liberal interpre-
tation. It is true that these administrative documents and policy
statements leave much to be desired when viewed in the Tight of

the requirements of day to day teaching. The rules governing peda-
gogic practice could benefit from improvement in several areas.

But it is also advisable to establish what action is possible to
improve teaching, while respecting the spirit of the terms of refer-
~ence, regulations and agreements, at every level of education, before
attempting to make any important changes in structures.

The Courses of Study and Pedagogy

Any consideration of teaching materials should be undertaken in the
context of Operation New Courses, which will occupy centre stage in
elementary and secondary education for several more years. This
operation should make it possible to improve teaching, as long as

the courses of study and curriculum guides which are to follow are
not held to have magical properties. Once the new courses have been
developed and put into practice much will have been accomplished, but
much more will remain to be done. Steps must be taken to ensure that
text books and teaching materials will be available in the class-
room.

The attitude of teachers, and of school people in general, towards
these new courses of study is somewhat ambivalent. Everyone re-
members the time of the general course outlines. It was, at the
same time, productive and trying. People often felt naked and
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alone. Many were the possibilities for initiative. Looking back

on this period, teachers experience a certain nostalgia and uneasi-
ness. They can remember, in addition to a feeling of being alone,
the efforts that were made, the successes and failures, and that
they 1lived through the experience, despite everything, and cannot
but feel proud of what was achieved. On the other hand they real-
ize that the overly generous guidelines of the course outlines made
it difficult to arrive at that minimum consensus needed for coherent
and effective teaching. However, they have no desire to have im-
posed upon them new objectives and ways of doing things which ignore
the time and effort already invested. They have no wish to exchange
unlimited freedom for a situation which would deprive them of their
pedagogic beliefs and practices. They would prefer a new freedom

in line with reasonable economy and teaching efficiency. They

have no interest in a pedagogy which is stifled and controlled.

Wi11 the new courses of study provide a way out of this ambivalence,
and, above all, will they respond to the legitimate aspirations of
conscientious educators? There is, as yet, no clear answer to this
question, since the courses have not all received official sanction
and have not come into use in certain regions of Québec. It is not
possible to give a theoretical answer based on intentions published
during the introduction of the courses. A definitive answer will
be forthcoming from those who will use the courses of study with
their pupils on a daily basis. It is only possible to inquire as
to what the new courses of study emphasize, what they do or do not
exclude, without making any judgement.
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Before going any farther, it might be well to discuss that general
tendency known as «covering the coursen. As is well known, this
tendency existed Tong before the advent of the new courses of study.
It occured during the whole period of the course outlines which
were not particularly restrictive. Is this reaction based on some
form of instinctive caution which demands obedience to a syllabus,
as to a sort of outside authority? No one can be blamed if the
pupils do not succeed, as Tong as it can be demonstrated that what
was required was covered. No matter the extent of the plausibility
of the explanations, those responsible for the educational system
must examine this tendency in order to arrive at its cause. The
courses of study exist for the pupils, and not the opposite. They
also exist for society, but all that is included therein cannot be
found within a course of study.

There is no way of denying that the new courses of study involve
pedagogic choices. They consist of modules, or units of content,
and of precise teaching objectives. They seem to favour teaching
by objectives. In some cases they determine the approach or pro-
cedures to be followed. They use a systematic, or systemic, tech-
nigue. At the same time no attempt is made to impose a method.
They open the door to a diversity of educational situations which
Tend themselves to teaching with environmental overtones. Atten-
tion is drawn to emotional and behavioural objectives as much as
to cognitive ones. They make possible both formative and summative
evaluation. They call for the adaptation required by the rate and
style of learning of all types of pupil.
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In the final analysis, it cannot be said that the new courses of
study stifle pedagogic initiative. They are not, in themselves,
creative, nor do they demand slavish adherence. They define the
goals to be attained, but leave room for a great diversity of
ways of so doing. They influence teaching by providing guidelines,
but they are not restrictive. The real pedagogic answer concer-
ning the courses of study is a matter for those in the field who
will evaluate them periodically in terms of their experience and
initiative.

The Régimes Pédagogiques: Methods and Attitudes

In order to ensure teaching of high quality and effectiveness, the
régimes pédagogiques provide for services of all sorts (personnel,
support, educational) for teaching materials and courses of study.

The multiplicity of student services is of significance to the
educational 1life of the schools, but nowhere does the régime péda-
gogique specify how they will be provided. In some cases, such as
the integration of children with learning problems, a step by step
process is recommended for successful imp]ementation27. Experience
in the field indicates great diversity in the initiatives under-
taken, not only in terms of pupil encadrement and integration, but
also in terms of the provision of specialized services for the pupils.

Among the numerous matters which the régime pédagogique emphasises
is one that merits particular attention because of its eventual
impact on teaching. 1t 4is that 0§ teaching materials, including
that which &5 commonly nederrned to as the basic material.

27. This prudence is sometimes contradicted by «brutal» techniques
of integration.
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The obvious intention to draw the schools away from their love
affair with the photocopier must not bring about a return to the
limitations of yesteryear. The desire to provide each pupil with
at Teast one text in order to cover the course will be ineffective
if it is accompanied by a refusal to permit the utilisation of
other materials required for effective teaching.

Generally speaking, to provide every pupil, in every class and in

every subject with at least one textbook would appear to be a step
forward. In order for it to be effective it should take place at

the same time as the implementation of the courses of study.

In this regard, one would expect, in the name of effective teaching,
the Ministére de 1'éducation, the school commissions and the publish-
ers to provide joint dynamic leadership in providing the schools

with adequate materials at the earliest possible moment. It is not
enough to lay down the required characteristics for didactic material.
Once again everything must be done to provide what is too often
tacking for effective teaching.

There is no question of the Minist2re's becoming involved in the
production of materials for the schools, but it should at least
ensure favourable conditions for their development and production.
There is a great deal of talent among teachers which could be
tapped in order to provide Québec schools with materials of high
quality. Creative pedagogy in the classroom would certainly gain
therefrom.
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The application and coming into force of the Régimes Pédagogiques
pose another question, not of means, but of attitudes.

As do the courses of study, and to an even greater extent, the
Régimes Pédagogiques have implications, not only for pedagogy, but
also for the organization of the schools. From the point of view

of those working closest to the pupils this package appears uniform
and limiting. However, the commentaries which accompany the official
texts of the REgimes Pé&dagogiques are far from lacking in flexibility
and scope. Hence, where do teachers get the feeling of being con-
trolled from on high and far away?

In large part this feeling is the result of the way in which the
Régimes Pédagogiques are seen and applied, something which is common
to all levels of the school system. The Ministére, itself, does
not publicize nor draw sufficient attention to the freedom inherent
in the Régimes Pédagogiques. In a school system where there are

no accredited institutions there may be a fear that too great
diversity will not always guarantee minimum standards. In the
schools and school commissions there is often a preference for a
frame of reference in order to avoid too much improvization. There
is often hesitation to do what is permissible and the possibilities
of a situation remain limited to what the Ministére's minimum
requirements.

It would clearly be preferable if, while respecting the required
coherence, different approaches could be developed without the
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necessity of going through the whole hierarchy of the system each
time, from the school to the school commission and from the commis-
sion to the Ministere. Innovation would be possible within wide
limits. It is possible, for example, to conceive of individuali-
zed modular instruction which would call for greater latitude in

the application of courses, of the teaching of English as a second
language in communities where most of the children are already
bilingual, of an allocation of time in terms of the teaching methods
employed or, of providing moral instruction for all of the chil-
dren in ¢alternative» schools.

In the final analysis, it is important that school organization
cease to be given priority over pedagogy. A régime «pédagogiquey
is intended, first of all, to favour quality instruction, Or is
it?

Labour Relations and the Daily Task

One is tempted to say that collective agreements are as important

as Régimes Pédagogiques and courses of study. These collective
agreements regulate the conditions for a professional activity which,
lest we forget, is teaching. We must, therefore, attempt at this
point, to look at labour relations from a teaching point of view.

It is important to examine the limitations and possibilities of

daily teaching as they are affected by labour relations.

The collective agreement has both a positive and a negative influen-
ce on day to day teaching; it both stimulates and paralyses. It pro-
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vides broad profession protection which guarantees daily bread,
but at the same time it creates insecurity for teachers, classes
and the schools, when, for example, through a combination of
contract rules and administrative decisions a teacher is obliged
to change classes or schools because of seniority. In other cases
a teacher may be required to teach subjects for which he, or she,
has neither the competence nor the experience. Such a situation,
unacceptable from many points of view, affects the quality of
teaching, even though the means for evaluating its effect on the
whole system have yet to be developed.

It is necessary, as the Conseil itself, has pointed out28 to correct
the main weaknesses of the collective agreements by measures more
likely to encourage quality and effectiveness in teaching; greater
flexibility in the definition of teaching assignments, a more
practical approach to the integration of children with Tearning
problems, a better use of available human resources, etc. It is
also necessary that the schools be able to enter into local arrange-
ments that guarantee better classroom teachingzg. A1l too often it
is not the collective agreement that influences teaching as much

as it is the nature of labour relations.

While taking into account these indispensable reforms which involve
all those involved in the system, is it utopic to re-iterate that
the key to any possible renewal resides primarily in fundamental

28. See the Conseil's Opinion to the Ministre de 1'éducation, For
the Improvement of the Collective Agreements, 14 February, 1982

29. Such local arrangements exist already in the cegeps.
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educational attitudes and in a collective concern for effective
teaching in classes and schools, and consequently on the whole
educational system? It is clear that where pedagogic experiments
designed to meet the needs of pupils are being carried on, the

dead hand of the collective agreement is felt to a lesser extent.
When instead of being administered exclusively in terms of statis-
tics and a narrow interpretation of labour relations, schools en-
courage teaching aimed at personalization, pedagogy has some chance
of escaping from the restraints implicit in the collective agree-
ments and of being, as a result, more effective.
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SUMIARY

In a perspective of personalization, teaching 4is effective if it
48 differentiated. The means are not selected because they are
atthactive orn interesting to teacherns or because of their economy.
Teaching approaches and materials should be selected primarily
because they are suitable for a variety of usens and because they
meet the needs of divernse persons and groups as adequately as
possible.

Individualization £56 not caried on fon Lts own sake, non as a
matten of belief. However, personalized teaching may Lead to
extreme foams of Andividualization. 1t may well happen that some
members o4 a group of pupils require, fon example, mastery teaching
as an efficlent means of assuiing thein Lewwing of the fundamen-
taks. But this does not call for the provision of individualized
Anstruction forn all pupils, indiscriminately.

Digferentiated pedagogy L5 a pedagogy of participation. 1In a con-
stant attempt to meet the needs of students, teaching calls fon

a consdderable effort to differentiate. This requirement cannct
be met by a single teacher acting alone. 1t nequines that teachers
wonk togethenr and share approaches and materials fon the benefit
04 the pupils. 1In orndern fo be effective, differentiated teaching
rnequines the active collaboration o4 all those involved in the
operation of a school.

The contribution of specialists should be adjusted to the class-
hoom sdtuation for Lt to be of greatest benefit to the pupils.
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There 8 a way in which specialists orn consulitants in various Sub-
jects can work with teachens without impinging on theirn teaching

on accentuating areas o4 responsibility. 1t consists of becoming
involved in classroom activities and working with the teachens to
s0Lve problems as they arise. Such an association, directed Loward
common seanch for pedagogie solutions, is based on the mutual convic-
tion of teachens and consultants of being equal and diggerent part-
nens Ain the service o4 young people.

When teaching involves the use of methods associated with sophisticated
technology, new and particular experiments are wnecessary. Not all
teachens can, at the same time, become competent in the use o4
multi-média, telématique, on in the development of modules ox

matenials gon proghammed Leaning. But it is Amportant for the fu-
ture of teaching, that some of them become familiarn with one oxn the
other o4 the various techniques. They will then be in a positicn

to form teams with othens forn the renewal of day to day teaching.

Any nenewal of pedagogy, which {nvolves the use of technological,
on even more simple means, requires a minimum of Logisiical support.
This suppornt may take various forms, from the provision o4 gheaten
flexibility in school organdzation, to the granting of funds for
specific projects. In the vast field of teaching materials good
intentions often require support at the beginning and along the
way. Administrative and ginancial support may, then, contribute

to the trnansformation of a simple Local experiment into a real sen-
vice to the Québec collectivity.
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CHAPTER 10 THE SCHOOL AND THE FUTURE OF A SOCIETY

Pedagogy cannot escape from social pressures, no matter what the
sector or level of teaching involved. These influences are both
explicit and subtle.

Social implications are particularly noticeable in adult education,
notably in those courses whose objective is the improvement of

the 1iving conditions of the participants. Socio-political contro-
versy and subsequent involvement in the power struggle have not

only flourished at the college and university levels for the

last fifteen years, they have held the centre of the stage for

much of that time. At the elementary and secondary levels, the
preoccupation with rooting the educational project in the community,
which has been referred to as «The school in the milieu; the milieu
in the school», bears testimony to this interdependence of school
and society. It is, therefore, necessary to analyse pedagogic
practices in terms of this social dimension. It now behooves us

to bring together and clarify important factors in the social
background of pedagogic practices.

1. The Temptation to Reduce Education to Instruction

Some professors claim that they no longer are aware of what it

is to educate. Others abdicate their role as educators and

Timit themselves to their special field of competence. Finally,
still others question the capacity of the school to éducafe, given

the influence exercised by other organizations.
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It is certainly possible to conceive of the school's role in
different ways, for example, in terms of the degree of autonomy
which it enjoys.

If it be a question of the extraction of square roots, or of
teaching a second language, or of writing, the school is to a

large extent autonomous. If it be a question of enabling the pupils
to criticise a show or the information transmitted on the small
screen, or of acquiring social attitudes free of racism and sexism,
or of understanding and respecting nature, educational institutions
are not the only influence at work. The classic way of simplifying
any debate of the aims of education consists of reducing it to the
making of a choice between the acquisition of knowledge and of
special skills and the more balanced development of the whole
personality. There is, therefore, a tendence to want to stay
within the Timits of what the school can accomplish in an autonomous
way and with relative independence.

If the teachers do not desire to take into account the family
situation, the economic conditions and the cultural and social
environment of their pupils, and if the school tends to limit
itself to the purely academic domain, we are witnessing a dissoci-
ation of instruction and education. Any such tendency must be
strongly resisted. To reduce the scope of the aims of education,
to a consideration of only those areas in which there is little
chance of interaction of the school, college, or university with
the family, the media, causes or business would in no way meet the
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expectations and needs of society, nor of its membersl.

There are those who take pleasure in blaming the school for a good
many, if not all, of the problems of society. The Conseil wishes
to make its analysis in a different perspective, one which avoids
any dissociation of the school from society or any opposition of
the one to the other. This perspective consists of taking the
problems of society as challenges to be taken up by education and
the schools.

2. Problems of Society and Educational Challenge

The Struggle against Social Inequality

Social inequality, which is expressed as socio-political marginality
and economic misery, remains a major social problem, one which very
much concerns the educational system. It is hardly necessary to
challenge those who take the position that social inequality is

a problem brought on by the schools. This is a concept of the

world as seen through a looking glass.

Educators who are able to see their pupils, not as individuals
to be reduced to a given common denominatorz, but as persons, each

1. The Schools of Québec includes a restatement of the aims of
education which opts very clearly for a broader rather than
a restricted role for educational instruction. See pp. 26-28.

2. The effects of treating the norm as an average and of normality
were referred to in Chapter 6, p. 91.
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with a particular background, are in a position to ensure
everyone an education of quality, including those who come from
economically disadvantaged areas. Focussing the school on ‘the
pupil, or pedagogy on the learner, is a principle which has
for too long been interpreted as encouraging individualism.
When faced with the problem of economically feeble communities
it is vitally important to see this principle in a social as
well as a psychological context. Taking into account the
attachment of people for their community, whether they be young
or adult, involves considering their experiences, their attitudes,
their aspirations and profitting from them. In other words, it also
means respecting differences. Not only must consideration for
the learner have priority over «covering the coursen, but in
addition this «refocussing» must encourage the educational insti-
tution to take people as they are, making sure that they are not
treated primarily in terms of the all too handy label of their
socio-cultural handicaps. The new courses of study appear to
conceive of teaching in the following terms:
«As seen by the authons of the cournses of study, teaching
depends on those vital forces which influence human be-
haviour, fon young people - as The Schools of Québec notes
on page &4 - have an intimate rnelationship with thein family
and socio-cultural swuoundings, with that human fabric which
marks the personality of youth and provides Lts principal
sounces o motivatéong».

3. Fernand Toussaint, Nouveaux programmes et pédagogie, Vie péda-
gique, April 1980, p. 7.
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As Gilbert de Landsheere writes:
«The means provided by reseanch for nrespecting individual
nates and methods of development find thein main application
in the effective comrection of the simplistic demand gon
Yequality of opporntunity through equality of educational
treatment'. Following a period of pedagogic romanticism,
0§ which the unbridfed non-directivity witnessed about
1968 was onky one of the symptoms, objective observation and
evaluation and the educational developments which we have
just mentioned Lead us today to demand equality of opportunity
through inequality (by this we mean personalization) of
trheatment. Thus, at the same time the research activity into
compensation for soclo-cultural handicaps, begun as L5 well
known, at considerable expense in Zhe United States during
the 60's, and spreading across the world between 1965 and 1975,
has nun L4 counAe4».

The struggle against social inequality on the educational scene
calls for the unequal division of resources, a division which

is proportional to need; this principle is more and more accepted
in the norms governing an entire system. There is, however, a

risk of this principle's not becoming a reality if it is not
reflected in the attitudes adopted by teachers in the classroom.

A pedagogy is required which pays attention to people as individuals
and as groups, and which encourages flexibility of approach.

4. Gilbert de Landsheere, La pédagogie expérimentale, in Histoire
mondiale de 1'éducation, Paris, P.U.F., 1981, vol 4, p. 49¢.
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Statistical studies indicate in advance which children are most
likely to experience academic failure without in any way establish-
ing the causes or the results. These studies may demonstrate the
existence of a close correlation between socio-economic factors
and academic achievement, but this does not show that any greater
probability of failure is practically inevitable. It is extremely
harmful, from the human point of view, to transform the subtle
truths of statistical analysis into ideological absolutes. To do
so is to encourage passivity and resignation on the part of

school authorities and to bring those with nothing to renounce
their legitimate aspirations or to become agressive, two attitudes
which do nothing to enhance their chances of success.

Social inequality and the injustice that goes with it constitute

a problem which merits study. It is necessary, however, to go
beyond individual considerations and to stimulate collective
discussion. Social inequality is a collective problem which

calls for personal and collective involvement. Any adequate solu-
tion depends on concerted action by educators and on the exercising
of Leadership at the institutional level, leadership which strives
to establish an institutional climate favourable to mastery learning.
The child or adult from a disadvantaged neighbourhood needs,
perhaps more than anyone, the help of others to become convinced
that he, or she, is capable of reaching his, or her, educational
objectives. There is, equally, a need to analyse the source of
problems and to solve them by using the pupil's knowledge and
protential.
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One controversial study, Fifteen Thousand Howus: Secondary Schools
and Thein Efgects on School Chiﬂdnen5, contributes as do Cherkaoui's
Paradoxes de La rhiussite seolaine® and others (see Chapter 2,
section 3) to Contestation of «Holy Writy according to which, among
the many factors involved, those of an academic nature count

for very little in the difference of results, in comparison with
those of an economic and cultural origin.

. We must work to reduce social inequalities beginning in the
elementary schoo17. It is clearly understood today, that if no
start is made at this level, it will be extremely difficult to
combat the effects of these inequalities later on. Very often
the greatest challenge is thought to exist at the secondary Tevel.
One feels quite helpless there. There appears to be no way of
coping with the heterogeneity of backgrounds, states of mind or
aspirations. The diversification of courses may very well lead
only to the development of files or of «streams» leading only
to quicksands. Because of its failure to ensure the promotion
and development of all those it takes in, secondary education
Jends itself to failure and the practice of academic selection
which, then, leads to social inequality.

5. By Michael Rutter, B. Maughan, P. Mortimer and J. Ouston,
London, Open Books, 1979.

6. Paris, PUF, 1979.

7. Vide supra, Chapter 1
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A goodly number of young people manage to get through secondary
school with 1ittle or no difficu]tyg. Among those who do not
succeed in pulling their chestnuts out of the fire is a
disproportionate number of children from disadvantaged areas.

If those who are now left by the wayside are to be better served,
the challenge represented by the need for the adaptation of content
and teaching methods must be met. To this end, any measure

which attracts the most gifted and devoted teachers to those groups
of pupils least able to fend for themselves must be encouraged.
Should the school boards take steps to assign their best teachers
to such groups, their efforts would have the results anticipated.
In some areas it is simply a matter of common sense...

Education and Social Change

Like that of many other developed countries, Québec society has
entered into a period of rapid change, following many years of
relative stability. This is due to both economic growth and
technological progress. In any traditional society education

is synonymous with stability. It naturally encourages conformity
with existing standards and integration into stable social
structures. The education reserved for a minority permits its
members to become part of the socio-economic elite, while the
majority of citizens, who have difficulty in completing even

8. Statistical studies show that 56% of young people obtained a
Certificate of Secondary Studies in 1976. Five years later,
in 1981, the figure was 63%.
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elementary school, have little to say concerning the operation

of society. The concept of continuous progress has gradually

come to the fore in Québec schools, especially since the Second
World War. The post war economic boom, along with fundamental
changes in industrial methods (sophisticated technology, auto-
mation, instantaneous communication...) have lead to the association
of the notion of unlimited progress with blind confidence in the
ability of technology to solve any problem. This phase in the
development of industrial society seems to have been concurrent
with a kind of individualistic euphoria and a feeling of unlimited
freedom in the educational field.

Education has not emerged unscathed from this transition from
one type of society to another. Education no lTonger signifies
acceptance of conformity, but the capacity to adapt oneself, to
find one's place in a rapidly changing, heterogeneous and unstable
social system. Education also means to exercise one's critical
faculties, to learn to live with questions, to resolve tensions
and to overcome conflicts. Education also means, given the

very rapid evolution of scientific thought, that it is no longer
possible to acquire all that there is to know. Hence, such
notions as «learning to learny» and «continuing education» must
be considered.

Nevertheless, this phenomenon may be viewed from another and

somewhat contradictory perspective because of the 1inks between
education and social change and between teaching and the cultural
values of a society. For one thing, unlimited growth is unthinkable,
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because of limited and, for the most part, non-renewable resources.
For another, there is the spread of a school of thought which is
more ecologically than analytically oriented. This is more con-
ducive to greater awareness of the interdependence of man and the
environment, of the individual and society and of the biological
and the psychic. At the same time, the requirement that clearer
and more critical consideration be given the human problems aris-
ing from technology is being pushed to the fore by the media, in
political platforms and by various associationsg. The use of
urea-formaldehyde foam in housing is a case in point. The rapid
development of a general awareness of the problems of environmental
preservation are but an indication of the emergence of schools

of thought with a broad ecological perspective, that is with

great attention to interdependence, the complexity of life

systems and to long term considerations. Such thinking is a
stimulus to pedagogic considerationslo; it focusses quite naturally
on the social, cultural and political aspects of problems.

This way of seeing things finds expression in terms of objectives
and of application. As much emphasis is placed on the need to
become aware of the human and social aspects of problems, going

9. The recent report of the Club of Rome, entitled We Never Cease
to Learn (D. Botkin et al., edited by Pergamon) presents a )
clearTy stated argument in support of this approach.

10. See, for example, Jo&T de Rosnay, Le macroscope, Paris,
Ed. du Seuil, 1977 or Marilyn Ferguson, Les enfants du Verseau,
Pour un nouveau paradigme, Paris, Calmann-Lemy, 1087.
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beyond technological breakthroughs and economic progress, as on
the need to develop attitudes and responsibilities relative to
these problems. Liberty is still viewed as a fundamental value,
more collective than individual, without, however being completely
the former. Studies carried out by various researchers into

the possible evolution of the education which would produce this
sort of man, or woman, and society certainly pay much attention

to the social aspect, but to much lesser extent than is the case

with some ana1yses]].

A Society Confronted with the Problem of Violence

Social violence is another field which provides the educator
with two extremes: to give up and to remain within clearly
controllable objectives, or to become involved, often in a
minority situation, on extremely delicate ground, by trying to
influence situations with the means at hand. Violence does
not need to be explicit for it to be a part of some teaching

12 for example, in a class where the young people are

methods
not able to pose questions or discuss them, there is a denial of
the right to pluralism. Anyone wishing to educate children to
struggle against violence must take steps to eliminate it, both

explicitly and implicitly from the classroom.

11. See Paul Valois and Yves Bertrand Le paradigme inventif de
1'éducation, McGill Journal of Education, Autumn 19871, vol
XVI, no 3, pp. 267-281. The same subject is convered at greater
length by the same authors in Les options en éducation, Québec.
Editeur officiel, 1982, second edition) Jacques de Grand-Maison
expresses much the same opinion, particularly in Pour une péda-
gogie sociale d'auto-développement en éducation, Montréal, &d.
Stanké, 1976, or Une philosophie de la vie, particularly
pp. 177-186, Montréal, éd. Leméac, 19//.

12. Vide supra, Chap. 6.
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Today's education stresses an openness towards others which shows
itself in acceptance of differences of colour, language, sex
and culture as well as in co-operation and solidarity.

That the school should ensure the socialization of the young people
who attend it is freely acknowledged. However, it cannot be said
that the school always completely fulfills its role as far as its
objectives involving social training are concerned. Such training
is often neglected, even more so than is the much discussed sex
education course. Real social training is carried as much through
explicit teaching as through social relationships experienced at
school. How many educators and schools provide unflagging examples
of the values they preach? Above all, how many have taken it upon
themselves to civilize the relations between the various groups in
their populations and to introduce objectives related to life in
society as part of life in school? Learning to live as a good
citizen is just as important for each person as learning to read

or to understand scientific phenomena. A society which wishes

to continue to exist and to develop cannot expect any less of

its citizens of the future.

For an Open School in a Welcoming Society

The twentieth century is characterized by the mobility of popu-
lations and Québec society, 1ike many others, has for a long time
welcomed citizens from elsewhere who have come to settle in our
corner of America. On the social level, the presence of various
ethnic groups, the result of more or less recent immigration,

represents an undeniable cultural asset. Some observers even
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consider Québec to be a remarkably welcoming society, due no
doubt, to an attitude which respects differences while rejecting
the melting pot approach to immigration. While society as a whole
may appear to provide a warm welcome to immigrants, refugees,

and ethnic minorities, the same cannot be said for the school
system. If the school's role, vis-a-vis a society which is
becoming more and more pluralistic, is to be taken seriously, the
efforts which have been made to welcome pupils from other parts

of the world to the schools, must be stepped up.

3. To Instruct/Educate for what Kind of Future?

No forecast can lay claim to predicting exactly what the future
holds; it can only identify those present actions which, if
continued will influence events in one way rather than in another.
It sketches the future in terms of the present. As with forecsting,
discussion of the present state of pedagogic activities attempts
to identify avenues for action which may be both possible and
desirable in the near future. It is also related to forecasting
in the sense that the school is not seen as holding fast to

the lessons of the past, nor yet as the home of the «new many.

It would be idealistic to believe that the school, by itself, can
solve society's problems. What society requires of the school

is that it continue to provide the leaven which will encourage

us to continue to build our future together, without losing sight
of the past.

Faced with the rapidity of social change, many teachers feel
helpless as far as their role as educators is concerned. They
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are tempted to wrap themselves in the relative security of their
specialty.

There is a way out of this puzzle, this dilemma. The role of
the educator has too often been represented as being «above and
beyond» mere teaching. To learn is not primarily a matter of

accumulating information13

, it is to get to the bottom of things,

to see how they relate to one another, to interpret them and to
establish their value. To teach is to stimulate interest in
fundamental intellectual and cultural values: curiosity, awareness,
respect for truth, a taste for discovery, a feeling for complexity

and a search for beauty.

The educator must, today as always, bear witness to the truth.

He, or she, cannot permit himself, or herself, to become bogged

down in that subjectivity which distorts to an extreme any relation-
ship with reality. Nor can he, or she, take refuge in a narrow
view of reality: one explanation only of a given phenomenon, a
single answer to every question. A classroom in which for every
question there is only one answer distorts reality and, in conse-
quence, responsibility and intellectual honesty.

These Tatter values are not unrelated to those social values

which make possible life in society and contribute to the develop-
ment of the collectivity. This is why the emphasis must be returned
to the social aspect of education in particular, but by means

of teaching, itself, which remains a preferred means of communication
and which assures contact with reality.

13. 0livier Reboul. EE_EiE'
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CONCLUSION

It was the intention of the Conseil to discuss, with the school com-
munity, current pedagogic activities in the schools of Québec.

From the analysis which it carried out last year concerning the
social role of educational institutions, and following its obser-
vation and analysis of current pedagogic practices, it returns

once again to questions involving society. It notes that these
questions involve stimulating educational challenges.

The Conseil realizes that the school does more than place
instruction and education in juxtaposition to each other, but

that it educates while instructing. It is in the teaching act
that the school educates in terms of intellectual, social, cultural
and ethical values. It is by giving preeminence to intellectual
values in the schools that children receive education in human
values.

At the same time the Conseil has noted that the transformation
of attitudes and the use of teaching methods, which are central
to pedagogy, cannot be practised in isolation. Attitudes without
means run the risk of remaining at the stage of wishful thinking
by focussing on educational goals which lead nowhere. Teaching
methods which are not based on changed attitudes often become
sterile techniques whose actual impact on pupils leaves much to
be desired.
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Some of the questions posed at the end of the Conseil's Annual
Report entitled The Social Role o4 Educational Institutions,

can now be answeredl. First of all, the school of pedagogy
encouraged by the Conseil ten years ago, based onan organic
conception of education, has had an appreciable effect. It has
contributed to the humanization of the schools in varying degrees
at the different levels. However, if it has succeeded in

bringing about changes in teachers' attitudes, it has only mar-
ginally influenced teaching methods. Among other things, the
Conseil is in a position to state that at the present time methods
are undergoing a period of maturation which will encourage teachers
to become aware of new possibilities. Today's methods are less
entangled in the overtones of competing ideologies and also less
dependent on the latest technical gadget.

One important perspective developed in the present report consists
of uniting attitudes and methods in grappling with the problems
faced by both groups and individuals in their progress from one
level of the school system to another. This taking on of res-
ponsibility for group and individual problems in teaching leads

to the conviction that it is not possible to separate the various
Tevels of the educational system from each other. For example,
the problems of elementary and secondary school pupils would be
solved more easily if the teachers of the two levels were to

1. Gouvernement du Québec, Conseil supérieur de 1'éducation, The
Social Function of Educational Institutions, Annual Report 1980-81,
Vol II. p. 68. )
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attack them together. Or, again, the universities should cease

to criticize the lack of preparation of students from the colleges
and the colleges should do more than merely complain about
secondary school teaching. Otherwise each runs the risk of being
shut away on its reservation while teaching becomes fragmented
instead of educating.

In the Tight of the difficulties faced by children, adolescents,
young adults and older people studying in educational institutions,
it is important to find methods of teaching without any barriers.
As we have seen, many teaching methods are available. The use

of such methods, here and there, in the school system, is an
invitation to all educators to diversify their practices in

order to respond better to a variety of needs.

In its analysis of current practices, the Conseil wished, above

all, to carry out a critical and forward-looking diagnosis of
pedagogic activities. On many occasions analysis was conducive

of admiration: many interesting initiatives exist in spite of
fairly serious constraints and teaching experiments are sometimes
carried out without much in the way of resources. The present

study of pedagogic activities is an attempt to improve the situation,
and not to single out the incompetent or the guilty.

The evaluation which the Conseil recommends to all educators is
a vital and essential element of a process which aims, once edu-
cational objectives have been defined and the necessary resources
to attain them have been allocated, to assess the extent to which

219



such objectives have been reached. It then becomes possible to
adjust approaches and methods or to build on success, as the case
may be.

Why should there be any reluctance to evaluate an educational
experiment? Is this not the way in which to establish its trans-
ferability and applicability to other situations? The lack of
enthusiasm with which the educational community sometimes regards
the results of experimentation is, perhaps, the result of the
way in which administrative decisions come down from on high with
no real involvement of the teachers affected by them. No real
educational experiment can be imposed from outside. It must be
based, in the final analysis, on a desire to respond more effec-
tively to correctly defined needs and to find a better way.

Could Tife itself continue if it ceased to be an experiment?
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APPENDIX II

Individuals and Organization Received by the Conseil and the Annual
Report Committee.

As part of its preparation of the Annual Report on "pedagogic
activity" the Conseil held two public hearings in 1981-1982 in the
regions of Abitibi-Témiscamingue and the Eastern Townships and
organized a colloque at Lévis.

Hearings

At Rouyn, on the 12 and 13 November, 1981, the Conseil received
submissions from twelve groups involved in various levels of
education. The Conseil encountered school principals, parents

and commissions from the Association des commissions scolaires

de T'Abitibi-Témiscamingue, the commissioners and principals

and teachers of the Western Québec School Commission, administrators
and professors from the Coll&ge du Nord-Ouest, as well as the ad-
ministrators and professors of the Centre d'é&tudes universitaires
d'Abitibi-Témiscamingue.

At Sherbrooke, on the 11 and 12 March, 1982, the Conseil once again
received twelve groups in public hearings. These included persons
involved in education at the following institutions: the Commission
Scolaire de Sherbrooke, the Commission Scolaire Régionale de 1'Estrie,
the Eastern Townships Regional School Board, the C&gep de Sherbrooke,
the Université de Sherbrooke and Bishops University.
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Colloque

At Lévis, on the 18 and 19 February, 1982, the Conseil devoted two
days to concentrated study of the theme of the Annual Report.

Twelve persons were invited to present their point of view concer-
ning pedagogic activity in their particular sectors.

Elementary Education: Mme Colette No&1, Professor of Education,
Université de Montréal, Messrs. André Paré, Professor of Education,
Université Laval and Alan David, Principal, Harold Napper School,
South Shore Protestant Regional School Board.

Secondary Education: Messrs. Robert Goudreau, Director General of
Institut Teccart, André Langevin, Director of the Educational
Projects Service, Montréal Catholic School Commission, and

Raynald Legendre, Professor of Education, UQAM.

Adult Education: Messrs. Jean-Canac Marquis, Director of Adult
Education, Commission Scolaire de Saint-Jérdme, Alcide Daigneault,
Coordinator of Continuing Education, Cécep de Rimouski, and John
Daniel, Vice Rector Teaching and Research, Concordia University.

Posit-Secondarny Education: Mme. Micheline De Séves, Professor of
Political Science, Université Laval, Messrs. Ulric Aylwin, Service
de développement pédagogique, Cégep de !Maisonneuve, and Gilles
Leclerc, Director of Educational Services, Collége Marie-Victorin.
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Visits and Meetings

The Annual Report Committee made visits to elementary and secondary
schools where meetings were held with teachers and administrators.

Similarly, the committee entered into contact with any bodies
interested in pedagogy in all sectors of teaching: university
teaching service, Direction Générale de 1'Enseignement Collegial,
Direction Générale de 1'Education des adultes, vocational training,
educational services in school boards and centres for educational
research.
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