
Reaffirming
the Mission of 
Our Schools

Report 
of the Task Force on 
Curriculum Reform



© Gouvernement du Québec
Ministère de l’Éducation, 1997—97-0362
ISBN 2-550-31939-7
Legal Deposit — Bibliothèque nationale du Québec, 1997



3

June 16, 1997

The Honourable Pauline Marois
Minister of Education
Gouvernement du Québec
1035, rue De La Chevrotière, 16e étage
Québec (Québec) G1R 5A5

Dear Madam Minister:

We are honoured to table our report, in accordance with the mandate you gave our Task
Force on January 30, 1997.

In our mandate, you requested that we table, in June 1997, our recommendations “con-
cerning the changes to be made to the elementary and secondary school curricula in
order to satisfy the demands of the 21st century”and specified the points on which pro-
posals for change were expected. We believe this report fully complies with your
request.

Two concerns were constantly on our minds throughout the discussions and proceed-
ings which led to the formulation of these recommendations. Our first concern was to
provide a better quality education to Québec’s children and youth. Their intellectual
and personal development hinges on our attaining this goal: with a better education,
they will be better prepared to face the challenges ahead.
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Our second concern was to address the calls for adjustments to the curriculum voiced by indi-
viduals,groups and organizations over the last ten years and more particularly during the hearings
and sessions held as a part of the Estates General on Education. We feel that we have provided a
satisfactory response to these demands. In some instances, the proposals we have made even
imply substantial revisions to current practices.

It is with great pleasure that we submit a unanimous report.

Sincerely,

Paul Inchauspé
Chair

Marcelle Beaulieu

Jean-Robert Derome

Jeanne-Paule Berger

Charley Levy

Christiane Lalonde

Paul Vachon
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1
Curriculum
Reform

T
he word “curriculum” refers to all those activities designed to provide students with
learning in a given education system. By the same token, it refers to the choices that
were made in determining the relative importance or place of each of the subjects to be
taught. In Québec, these choices are set out in the basic school regulations under the

heading “subject-time allocation.” The word “curriculum” also refers to the overall content on the
basis of which the programs of study are designed. By extension, it encompasses three of the ele-
ments that structure the actual curriculum as it is dispensed in the classroom:the system for estab-
lishing programs, the evaluation of student learning and the certification of studies.

The fact that the Western member countries of the Organization for Economic Cooperation and
Development (OECD) have settled on the word “curriculum,” even in their French texts, to
describe all of the elements of the school system which are intended to ensure that students
receive an education provides a clear indication of their concerns at the present time. The same
concerns are found in Québec. Since our mandate is to make recommendations for curriculum
reform, we feel it is appropriate to devote the first chapter of this report to an overview of the
reforms currently under way in Western countries and of the work accomplished in this area in
Québec over the past ten years.

1. CURRICULUM REFORM IN WESTERN COUNTRIES
The OECD’s Centre for Educational Research and Innovation has been studying the curriculum
reforms undertaken in various member countries for the last ten years, a fact which reflects the
interest currently shown in many countries in curriculum reform at the elementary and secondary
levels. Thirty to forty years ago, these countries were concerned about increasing school atten-
dance (democratization). Fifteen years ago, the focus was on measuring the performance of their
education systems using dropout rates and performance indicators. In recent years, curriculum
reform has emerged as another area of concern.

1.1 Underlying Reasons for Curriculum Reform
The reasons for this shift in emphasis are often explicitly stated by those responsible for cur-
riculum reform. There are two reasons why attention has turned to the curriculum, to that
which defines the very function of our educational institutions.

• Knowledge now plays a dominant role in the material and social organization
of our society

More than ever, daily life now requires that all members of society have the intellectual
skills needed to use technology and various media and to deal with organizations.

Chapter



The economic vitality and prosperity of a country are no longer contingent on whether
or not it possesses raw materials. With the advent of international competition, knowl-
edge, along with scientific and technological expertise, has become the key to wealth and
power.

The exponential growth in knowledge, the speed at which knowledge is renewed and the
explosive rate of technological innovation have led to the emergence of the “knowledge-
based society.” To feel at ease in this society, every individual needs to master more knowl-
edge and to be able to assimilate new knowledge on an ongoing basis.

Two of the most acute social problems experienced by societies faced with industrial
restructuring, social exclusion and underemployment are connected, and both have to do
with knowledge. There is a clear relation between academic failure and social standing:
from now on, the position of each individual with respect to knowledge will increasingly
determine his or her place in society.This raises the question of which knowledge is the
essential knowledge that must be provided to all.What new skills are required by the new
work systems and labour market conditions? And how should schools develop these skills?

• Schools are expected to act as agents of social cohesion

The orientations adopted in this respect vary from country to country, but usually reflect
one or more of the following concerns.

ú Schools must develop and promote the values and attitudes of the various communities
represented in the country.

ú Schools must react to social breakdown,the signs of which are family collapse, the widen-
ing gap between rich and poor as the result of growing poverty, the values crisis, the dis-
appearance of traditional community ties,and violence.In reaction,schools must help stu-
dents find their place in society by transmitting a common cultural tradition (including
knowledge, cultural references and value systems), by sharing common values based on
common needs, and by providing for real equality of opportunity.

ú Schools must address the question of how to prepare students to exercise citizenship. As
new democracies gain a foothold around the world, their fragility is only too evident.
Democracy must also be exercised outside the institutions created to ensure its mainte-
nance, by citizens who are aware of the collective stakes and who wish to play an active
role in democratic life.

ú Schools must address the global challenges presented by current social changes:
increased migration, pluralism, sustainable development, the preservation of cultural
heritage, the expansion of the media, environmental concerns, the imbalance between
rich and poor countries, and so on.

All these issues have given rise to demands for a readjustment of the curriculum.

REAFFIRMING THE MISSION OF OUR SCHOOLS14
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1.2 Characteristics of Current Curriculum Reforms

• The political authority plays a key role in these reforms

Until recently, governments’ degree of interest in “what is taught” in schools has varied
widely. Although a basic principle of political culture in France, the question was never
addressed in Great Britain, where former Prime Minister James Callaghan described the
curriculum as a “secret garden.” Under the Educational Reform Act, passed in 1988, the
public authorities in the United Kingdom obtained the right to reform school programs,
and did so, so that there are no more “secret gardens” today. In some American states, the
basic knowledge every student must master before leaving school is even prescribed by
law. In the Anglo-Saxon tradition, political authorities formerly had little say in curriculum
design, so that schools and school districts enjoyed a wide degree of latitude. In all the
countries that have inherited this tradition, however, the situation is changing and gov-
ernments are adopting national curricula.

The task of defining the essential learning that must be included in a curriculum is no longer
the exclusive domain of experts in the field or subject concerned. Even if their interests are
divergent, all of the groups with an interest in the results of the educational process—and
this extends beyond parents—are involved in curriculum reform in one way or another.

Curriculum reform has become a political act in the very basic sense of the word.Education
has so strong an impact on the lives of so many individuals that the selection of  “what must
be taught”cannot be left to experts alone. The support and input of people from other walks
of life who are just as devoted to the public good are now essential ingredients in formulat-
ing proposals for reform and encouraging schools to play a more active role in society.

• The reforms are often a response to the concerns of the State, which are
expressed in three main forms

ú The definition of a mission.The curriculum is updated or revised to reflect a firm,explic-
it statement of the ultimate objectives of education.This approach commits the state,pro-
vides guidelines for future actions, and ensures the mobilization of society.

ú The definition of overall curriculum content.This may take a number of forms,for exam-
ple, the delimiting of broad fields of study, a statement of the reasons for their choice,and
guidelines to be followed in teaching the subjects and disciplines within each field.This
may even go as far as defining learning profiles which specify the skills students must
have acquired in each broad field of study by the end of their schooling or of a specific
stage in their schooling.

ú The definition of the skills and abilities to be developed and the common values to be
promoted. For example, former U.S. Secretary of Education William Bennett asked that
schools develop the following qualities in their students: strength of character, individual-
ity, independence, reflection, loyalty, kindness, diligence, honesty, equity, self-discipline,
respect for the law, and an ability to act in keeping with accepted and tried notions of
good and evil instead of their own personal preferences.
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• The reforms take into account the cultural context of the country concerned

Although mathematics and science tend to follow international standards, the relative
importance placed on the arts, health education, moral education and languages, and the
approach taken in the social studies, are deeply rooted in cultural traditions.

Some elements of the curriculum can be used to reinforce cultural tradition, but some are
deliberately included to transform tradition.The curriculum is an expression not only of
cultural memory, but also of a cultural project.

2. CURRICULUM REFORM IN QUÉBEC
2.1 The Origins of the Current Curriculum

The current situation can only be understood by going back to the late 1970s and the doc-
ument The Schools of Québec: Policy Statement and Plan of Action, also known as the
“orange paper.”

The Schools of Québec was published in 1979 after wide-ranging consultation on a green
paper entitled Primary and Secondary Education in Québec (1977). It proposed a major
reform of the elementary and secondary school curriculum and set out the aims and objec-
tives of public education, the organization of elementary and secondary school education
(including the subjects to be taught and the time allotted for each subject) and the rules gov-
erning the certification of studies. Major chapters were devoted to the curriculum, measure-
ment and evaluation, and textbooks.

The 1981 basic school regulations, which are still in force and prescribe compulsory and
optional subjects, subject-time allocation and the format of the current programs of study,are
a direct product of The Schools of Québec.

2.2 Early Criticism
Only a few years after their implementation, the new basic school regulations were already
drawing criticism. In the spring of 1986, over 6000 participants convened for the Estates
General on the Quality of Education, where discussion focused on the curriculum.

One of the major themes, “The School: A Catch-All?,” was largely inspired by a worldwide
trend to question existing curricula. “Today, groups that endorse the American report A
Nation at Risk consider that schools must place clear, unequivocal emphasis on cognitive
development; they advocate the elimination of optional subjects and a refocusing of the cur-
riculum on the so-called basic subjects, meaning the language of instruction, mathematics,
science and the second language...What are the most important values that schools should
be transmitting to our youth?...With relation to skills, the central questions are ‘What types
of skills will we ask our schools to teach?’ and ‘What are the responsibilities of our schools
as regards access to the various levels of education, evaluation and certification?’...The pur-
pose of these Estates General is to reexamine these questions.”1

1. “L’école de demain: autre chose que le retour du balancier” (Keynote speech for the regional activities at the Estates General on the
Quality of Education, 1985). [Where the source for a quote is given in French, either in a footnote or in the body of the text, a free
translation has been provided.]
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Although these Estates General produced few concrete results, they provided an opportuni-
ty to clarify the issues at stake. Debate on the curriculum was to continue throughout the
following ten-year period.

2.3 The Work and Opinions of the Conseil Supérieur de l’Éducation
Over the last 15 years, curriculum content has been a constant concern of the Conseil
supérieur de l’éducation. Since 1982, the Conseil has published some ten or so opinions on
elementary and secondary school subjects: the quality of French language teaching, mathe-
matics and science, second language teaching, education in the arts, intercultural education,
ethics, and new information and communications technologies.

Over the same period, the Conseil has made recommendations on individual components of
the curriculum and published opinions on fundamental education, the quality of education,
the goals, teaching methods and educational practices of elementary schools, the evaluation
of learning at the elementary level, curriculum integration at the secondary level, curriculum
content specific to the secondary level, and the second cycle of secondary school (its par-
ticularities, related issues and possible improvements).

On the basis of its work and recommendations over this period, in July 1994, the Conseil
issued a landmark opinion on the curriculum as a whole. In this document, entitled Rénover
le curriculum du primaire et du secondaire, the Conseil assessed the strengths and weak-
nesses of elementary and secondary school education in Québec and made the following
recommendations:

ú That reform should be based on a statement of the ultimate goals of education, with one of
these goals—training the mind—as the cornerstone.“Training the mind” means providing
students with a general education, which implies both the acquisition of structural knowl-
edge, the organization of information and the integration of different areas of study, and the
development of the methodological skills needed to reason,analyze,synthesize,criticize,and
solve problems.

ú That specific exit profiles should be defined for the major stages in elementary and sec-
ondary schooling. Each profile should provide a brief summary of the knowledge, skills and
attitudes to be expressly targeted.

ú That emphasis should be placed,especially at the secondary level,on avoiding an overly rigid
level of uniformity by diversifying teaching methods and introducing “true optional sub-
jects” to give students a range of choices in the second cycle of secondary school.

This landmark opinion also included assessments and recommendations concerning the
nature of the programs of study and their content, and various hypotheses regarding subject-
time allocation at the elementary and secondary levels.

2.4 Recent Government Statements Concerning Curriculum Reform
In 1992, Joining Forces, the plan of action on educational success,called for curriculum reform
in these terms: “The question, then, is whether the curriculum is too uniform, too rigid, too
restrictive. All of the actions undertaken in this ambitious campaign to ensure the educational
success of our young people must be accompanied by a review of the curriculum. The
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Ministry, [together with] the various partners of the education system... will...determine ways
and means of reorganizing the curriculum or making it more flexible...This review of the cur-
riculum is aimed at determining the knowledge,skills and attitudes that are most important for
students.The timetable, the programs and the rules for certification of studies will be examined
in order to establish with greater clarity those elements that are compulsory, those that are
optional and those that are useful for enrichment purposes.”

In August 1992,a curriculum review committee, the Comité sur les ajustements au curriculum,
was set up. It included 12 representatives of partner organizations (the main associations of
school administrators and school employees,and parents’associations) and five representatives
of the ministère de l’Éducation du Québec (MEQ).The committee tabled its recommendations
on June 17,1993,just as the new Minister of Education announced policy directions and renew-
al measures for college education in a document entitled Preparing Québec Colleges for the
21st Century. Some of these directions and measures would have an impact on the secondary
school curriculum:“Because it is very homogeneous, the Québec curriculum generates less dis-
parity than most North American secondary schools.The question, raised repeatedly before the
Committee on Education, is what the [Secondary School Diploma] must encompass to warrant
admission to a college and guarantee a minimum of success.”

In November 1993, the Minister released orientations and proposals for elementary and sec-
ondary level education. Curriculum reform is the central theme of Moving Ahead—
Elementary and Secondary School Education in Québec: Orientations, Proposals and
Issues. The document, which was submitted for public consultation, proposed measures to
improve proficiency in the language of instruction, reinforce second language learning,
broaden the range of courses offered in the second cycle of secondary school, and modify
the rules governing the awarding of the Secondary School Diploma. It also called into ques-
tion certain aspects of the teaching of English as the language of instruction, the status of
certain subjects and the time allotted for them, and access to vocational education for youth-
sector students. One chapter dealt with the need for greater emphasis on the goal of pro-
viding a quality general education to all students.

Moving Ahead also indicated that schools were having difficulties dealing with the sheer
numbers of programs and objectives, and that the following questions needed answering:
“What are young people expected to know when they leave secondary school? What skills
and attitudes are they supposed to have developed?”

In answering these questions, the ministerial document proposed designing a “realistic and
functional ‘exit profile’ to specify the knowledge, skills and attitudes students should have
acquired at the end of each level.”Design of the exit profiles should be entrusted to a “think-
tank [which] would bring together figures from the field of education and from Québec’s
main sociocultural and economic sectors.”

The proposal was implemented on March 30, 1994, when the Task Force on Elementary and
Secondary School Learning Profiles was established.Known as the Corbo Task Force after the
name of its chair, Claude Corbo, then rector of the Université du Québec à Montréal, it pub-
lished its report on June 2, 1994. The report, entitled Preparing Our Youth for the 21st
Century, contained a set of proposals and suggestions for further exploration, centring on
outcomes and the school’s roles, the major areas of learning, and learning profiles to be
attained by the end of elementary and secondary school.
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However,on April 9,1995,before the proposals had been released for public consultation, the
newly elected government convened the Estates General on Education, one of whose goals
was “to define objectives for the school in its broadest sense, both now and in the future.”

2.5 The Opinions of the Commission for the Estates General on Education
It was only natural that curriculum issues would be a central topic at the public discussions
held by the Commission for the Estates General on Education. In a report drafted after the
first series of hearings, The State of Education in Québec, the Commission members sum-
marized what they had heard, and stressed:

ú that absolute priority should be given to improving the language skills and general cultural
competence of Québec youth;

ú that the syllabus at the secondary level should be revised to focus on essential subjects and
to eliminate overlap between programs and redundancy from year to year;

ú that greater diversity should be introduced at the second cycle of secondary school by allow-
ing students to select the courses best suited to their interests and by providing earlier
access to vocational education;

ú that it would be useful and relevant to define clear exit profiles for each level of education,
or even each cycle, in order to ensure better balance between the cycles and reduce com-
partmentalization.

It was therefore not surprising that one of the ten priority actions identified by the
Commission members in their final report, released in September 1996, was the renewal of
curricula at the elementary and secondary levels.

Since the curricula were drawn up over 15 years ago, the Commission members felt that
“clearly, the time has come to overhaul [them] to bring them in line with social changes and
demands.” They circumscribed the actions needed as follows:

ú “Besides discussions about the room each subject should have in the timetable, restruc-
turing the curricula will entail defining...fundamental learning (understood in the sense of
‘learning to learn, to be, to do and to live together,’ to borrow the terms used in the Delors
report).

ú “We believe the learning profiles should centre on the following six major learning areas:
language; technology, science and mathematics; life in society; the arts; personal develop-
ment; and general skills. While largely based on the Corbo Report, they include certain
adjustments we feel are in order and reflect our particular standpoint.

ú “In our opinion, the following principles should be taken into account in revising the ele-
mentary and secondary school curricula on the basis of the established learning profiles.
Such a revision should: respect the mission of each level of education by providing the
necessary continuity between them;encompass the three educational goals and four types
of knowledge...; keep in mind that common-core general education should extend to the
end of Secondary III and provide for diversification from Secondary IV on; ensure balance



between the various subjects; provide for a balanced distribution of subject matter
throughout the school years; consider the possibilities of interdisciplinarity and subject
integration; [and] clarify the role of other activities besides courses and of other educa-
tional venues.”

2.6 Conclusion
Given the amount of work accomplished so far and the fact that the process was never com-
pleted, Minister of Education Pauline Marois has made curriculum reform the second line of
action in her plan to reform the education system and has requested that firm proposals be
tabled by June 1997.

Some may have thought the time allotted was too short in light of the amount of work to be
accomplished.Our goal in presenting this overview has been to show that the Task Force has,
in fact, been able to build on what has been accomplished in the last ten years.As stated by
the Minister on October 24, 1996, the Task Force could, and indeed was required to,“base its
work on the proceedings of the Estates General, the opinions of the Conseil supérieur de
l’éducation, and the reports of several working groups.”This is what we have done.
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2
Expectations to Be
Met Through
the Curriculum
Reform

D
esigning or redesigning a curriculum should not be seen as a simple, mechanical exer-
cise in which one subject is replaced by another or one method of certification by
another. Each change must be designed to achieve a result that was not previously pos-
sible, or that could only be achieved with difficulty.This is why, before discussing our

proposals for specific changes to certain elements of the current curriculum, we would like to
define our ultimate goals as clearly as possible.

These goals are not merely personal preferences. They have emerged progressively during the
long maturing process that led up to the formulation of these proposals for reform. During this
process, and especially during the period of the Estates General on Education, a wide range of
groups and individuals expressed their expectations with respect to the school system.Obviously,
the diversity of the opinions expressed greatly enriched the process, but also led to the establish-
ment of divergent, and sometimes opposing viewpoints.A public confrontation of opinions and a
democratic debate were clearly needed before a consensus could emerge.From this point of view,
the diagnosis established by the Commission members on the basis of the public hearings, pub-
lished in The State of Education in Québec, together with the findings of the public forums, the
regional conferences and the provincial conference that took place subsequently, tends to support
the conclusions reached by this Task Force concerning the changes to be made to the curriculum.

We are thus continuing the process begun by the Estates General on Education. We will also
attempt to define the issues more clearly in order to rally and mobilize the individuals who will
implement the curriculum on a daily basis in schools and classrooms, and to present our reasons
for proposing certain changes.

The expectations to be met through the proposed curriculum reform can be divided into six main
groups:

ú expectations relating to the mission of instruction;

ú expectations relating to the mission of socialization;

ú expectations relating to the mission of providing qualifications;

ú expectations relating to the use of time;

ú expectations relating to the use of leeway and autonomy;

ú expectations relating to evaluation and certification.

Chapter
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1. EXPECTATIONS RELATING TO THE MISSION OF INSTRUCTION

1.1 Focusing on the Mission of Instruction
One of the questions that gave rise to the most heated debate during the Estates General pro-
cess was the definition of the mission of our schools. First, a great deal of resistance was
encountered, particularly among those working in schools, to the proposal that the mission of
providing instruction should be made the primary mission of schools.The Commission never
really settled the matter:“Although schools do not have a monopoly on instruction, any more
than they do on socialization or qualifications, it is clear that as institutions devoted to formal
education, they are the places where instruction can be most successfully undertaken.”
(Renewing Our Education System:Ten Priority Actions, Final Report of the Commission for
the Estates General on Education [Québec: Ministère de l’Éducation, 1996], p.5).

The debate as to which mission should take precedence over the others, based on an exam-
ination of the nature of the school as an institution, appears to us to be sterile.The relative
importance of each mission is determined by the current context. Once the functions per-
formed by schools have attained a certain degree of permanence, a given society, at a given
moment in its history, will decide to place more importance on one function, and then on
another. The reformulation of the mission will reflect the new direction that schools are
being asked to take. Such reformulations can sometimes appear to break away from previous
models, but radical change is never entirely possible. Rather, reformulation represents a shift
in emphasis or direction intended to mobilize various key players. It must never be inter-
preted as an absolute, but rather in relation to the situation that must be changed and the
new challenges which schools must meet. For example, one explicit new ultimate objective
of the Japanese school system,currently undergoing reform, is the “realization of each child’s
potential.” Should we conclude from this that Japan is setting up the kind of schools pro-
posed in The Schools of Québec? Obviously, we cannot grasp the meaning of the change
without knowing something about the current characteristics of schools in the competitive
world of Japan.

Over the past 20 years, schools in Québec have been marked by ultimate objectives such as
those proposed in The Schools of Québec, which focused on personal growth, the instilling
of values, and individual independence. Students’ overall development is cited as the single
most important objective to be pursued by schools.

Practically nothing was mentioned about the cognitive objectives of schooling, even though
most of the activities carried out in schools centre on this specific function. The Parent
Report targeted the modernization of society through education, and broke away from the
older mistrust of intellectual qualifications characteristic of the Duplessis era. The Schools of
Québec, by focusing the work of schools essentially on values and individual development,
was sometimes used as an excuse for neglecting tasks relating to intellectual development
and for not taking the means to achieve the standards set.This is the context against which
we must now react, especially since schools are now facing a wide range of new challenges
in connection with intellectual development, some of them without precedent.This alone
would justify an increased emphasis on cognitive functions.

Placing emphasis on intellectual development and the mastery of knowledge is not a new
idea in the education field. It has served as the basis for creating niches within education sys-



tems where the brightest students could benefit from this type of approach. The novelty
today is the proposal that this type of education should become the system-wide, universal
norm. Underlying this proposal is a concern that was not as strong 20 or 30 years ago.
Constant references to the “knowledge-based society” which lies ahead and which will
require the development of higher-level intellectual skills reflect this shift in expectations. It
would no longer be acceptable to define the mission of our schools without specifically
assigning priority to cognitive development.

1.2 Raising Standards
The raising of standards was a constantly recurring demand at the Estates General on
Education. It covered a range of concerns, including:

ú the need to make sure that students do master reading and writing skills when they are sup-
posed to master them;

ú the need to increase the cultural component of the curriculum;

ú the need to increase course content in certain subjects: science at the elementary level, his-
tory, and the second language.

Our proposals for change to the curriculum should allow these expectations to be met.There
are, however, a number of elusive factors which combine to push standards lower, and cur-
riculum design alone cannot rectify the situation.The implementation of more stringent pro-
grams with clearly defined requirements should serve as a bulwark against the lowering of
standards that many consider inevitable. If this is to be the case, though, we must resist cer-
tain beliefs that act as obstacles to any improvement in students’ results.They are:

• The belief that a common-core curriculum can only be implemented if based on
the lowest common denominator

The best way to counter this belief is by using facts and past experience to present the
opposite viewpoint.Every child can be educated,using the appropriate means.The impor-
tant role played by teachers in this regard, and their capacity to encourage students to
learn, has been underestimated. Certain teachers have shown that they are able to instil a
desire to learn in even the most recalcitrant students.We have set artificial limits on what
we think certain children can learn: they are capable of assimilating more complex forms
of knowledge than was previously thought possible. Moreover, there are ways of adapting
teaching activities to different ability levels within a classroom and they produce valid
results.

• The belief that the process leading to a result must be of the same nature as the
result itself

This is a constantly recurring mistake in the field of education. Results are never instanta-
neous, and are not necessarily an integral part of the process. Although developing stu-
dents’ creativity is a praiseworthy goal, creative writing workshops will not produce the
intended results if the basic rules of grammar and composition are neglected. Similarly,
being able to think for oneself is an outcome, and not a starting point. Students who are
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asked to think for themselves without any preparation will produce only banal results.A
true ability to think for oneself can only be attained through intimate, but critical, contact
with the thoughts of those who have gone before. In musical terms, the soul can only
express itself if instrumental technique is transcended, but the basic technique must have
been acquired beforehand.

Teachers must know how to stimulate, challenge, direct and charm their students in order
to liberate their potential.They must, to borrow a famous paradox from Rousseau, con-
strain students to be free, providing for their future freedom by placing limits on the free-
dom they enjoy in the classroom.This was the message delivered to the Estates General
on Education by a group of young university students.They felt that not enough had been
required of them, that they had not been forced to master the more elementary learning
that would later have made it easier for them to acquire more complex forms of knowl-
edge.

• The belief that schools should not go beyond the limits of what society in gen-
eral considers worthwhile

Teachers often experience anxiety about the frequent situations in which they seem to be
out of phase with society. Once again, resistance is the key. If reading is disregarded by
society, schools must emphasize reading; if society seems indifferent to democratic ideals,
they must be promoted in schools.The success obtained by schools in underprivileged
areas is often achieved by maintaining high expectations with regard to students’ work,
and by providing intellectually and culturally stimulating environments.

The widespread demands for a raising of standards are sometimes ambiguous, and in fact
are limited to a raising of standards for the brightest students. Although these students
must not be forgotten, we believe that it is important to respond to a broader-based
demand for higher quality throughout the school system that would affect all students.
Not only must standards be raised, but more students must be enabled to reach them.
Certain defeatist beliefs must be resisted, and methods to help slower or weaker students
to reach higher standards must be applied.We will come back to this point later.

1.3 Improving Cultural Content
The landmark opinion issued in 1994 by the Conseil supérieur de l’éducation, Rénover le
curriculum du primaire et du secondaire, underlined the deficiencies of the current cur-
riculum with regard to culture.The first report released by the Estates General on Education,
The State of Education in Québec, expanded on this point, and identified cultural content
as one of the major deficiencies that needed to be corrected.For many people,however, cor-
rection would involve merely increasing the time devoted to literature, the arts, and history.
This, in our view, is not sufficient.The curriculum as a whole must be adjusted to ensure that
the cultural aspect is more firmly embedded in it.

An examination of the OECD surveys of ongoing curriculum reforms in Western countries
shows that these reforms tend to orient the curriculum towards one of three ultimate goals.

ú A utilitarian goal. Education is seen, not as an activity that has intrinsic value in itself, but as
a means to achieve other ends, which in general means economic activity and economic
growth.



ú A cognitive goal. Education is seen as a way of developing the mind. In this approach, stu-
dents are first introduced to the various modes of intelligence and knowledge, and more
specifically to the concept of rational thought. Once provided with these tools, they will be
able to understand and solve the problems they have to face.

ú A cultural goal. Education is seen primarily as the appropriation by a new generation of the
store of cultural knowledge that constitutes the human heritage and the essence of the cul-
tural rather than natural world in which we live.

In actual fact, however, no curriculum can be directed towards a single ultimate goal, since
all three goals are indispensable if students are to be provided with a balanced education.
The decision to place emphasis on one goal rather than on the others, though, is the sign of
a weakness in the curriculum.

Thus, the cultural goal needs to be reinforced in our curriculum, which until recently has
focused mainly on the utilitarian and cognitive goals.The utilitarian goal has even penetrated
popular consciousness to such an extent that the saying qui s’instruit s’enrichit (he who
studies grows rich) is taken literally to mean that education provides an opportunity to earn
a living, rather than to broaden the mind. The cognitive goal also has its place although,
regrettably, it is smaller than it should be. In actual fact, we have laid greater emphasis on the
transmission of knowledge than on students’ cognitive development.The Parent Report was
the first to define the problem of education by contrasting general education, designed to
produce a well-rounded mind, and specialized training.The increased importance attributed
to the notion of basic education throughout the Québec school system in the wake of the
Nadeau Report (1976) does not need stressing here, nor does the current interest in cogni-
tive psychology. The cultural aspect, however, has received very little attention. Despite a
passing mention in parts of the Parent Report, it has practically dropped from view, and to
bring it to prominence now is an uphill struggle. If the cultural aspect is to take its rightful
place in the curriculum, three types of action must be taken.

• The cultural perspective governing the selection of subjects for inclusion in the
curriculum must be made more explicit

“The learning schools must impart to students is not generated spontaneously,but is rather
a product of the work done by previous generations in the various fields of human culture:
art, literature,science,technology and lifestyles.Students are introduced to culture at school
in order to allow them to better adapt to, and join, a cultural system built up over the cen-
turies—the complex world in which they will have to live.Another goal is the assimilation
of culture,allowing students to construct their intellectual and personal identity and in turn
innovate and, in some cases, create.” (Preparing Our Youth for the 21st Century, Report of
the Task Force on Elementary and Secondary School Learning Profiles [Québec: Ministère
de l’Éducation, 1994], p.15).The message that students must receive from a curriculum is
the following: “In school, you will learn how to become more human. How? By being
brought into contact with the most significant human achievements, since the world in
which you live is the result of human achievement. By seeing what humanity is capable of,
you will learn that you too are an enterprising, inventive, cooperative being continually
searching for something better.You too can now make a contribution to improving our
world, like those who have gone before you.The instruments you will need to participate
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actively in the construction of the world will be developed within you:reason, imagination,
a critical faculty, and the open-mindedness that stimulates the intelligence.”The overall cur-
riculum content presented in Chapter 3 is an outline of the essential knowledge to be
included in the curriculum and has been designed to emphasize this approach.

• The content of certain courses must be rebalanced to allow a more thorough
understanding of cultural achievements

Many deficiencies must be corrected.At the elementary level, almost no science is taught.
At all levels of the school system, the science program does not place enough emphasis
on technology, the history program does not place enough emphasis on the cultural
achievements of the eras studied, and the French as the language of instruction program
does not place enough emphasis on literature.

• The cultural aspect must be present in every subject taught

Simply stating that the cultural aspect must be present in all subjects,or relying on the ini-
tiatives taken by a minority of cultured teachers, is not sufficient. The curriculum must
explicitly identify the elements of culture to be taught to every student, at every level.All
the current programs must be revised to integrate cultural elements,since even apparently
cultural subjects can be taught without any kind of focus on the cultural aspect. Courses
in the arts, for instance, can focus exclusively on the creations of the students once they
have been taught the basic techniques. In order to integrate the cultural aspect, the teach-
er should, in addition,bring the students into contact with the artistic achievements of the
past or the present, and provide them with keys to understanding them. Similarly, history
can be taught with a focus on political events. In order to emphasize the cultural aspect,
the teacher should, in addition, familiarize students with the characteristic achievements,
lifestyles and institutions of the era concerned.We will specify, in Appendix 4, the correc-
tions to be made to the various programs to reflect this kind of approach.

1.4 Taking Lifelong Learning into Account

The new realities that influence the teaching methods used in schools are many and varied,
and will constitute a major concern for educators in years to come.The most obvious is the
challenge imposed by the rate at which knowledge now evolves.This phenomenon is not
expected to decrease in the foreseeable future, nor is any end in sight for the explosion of
technological advances. Given these new conditions, it is no longer possible to imagine that
two decades of study will provide a student with the knowledge needed for gainful employ-
ment for decades to come. In light of this,compulsory schooling must meet a new challenge,
that of preparing students for the necessary lifelong learning process. What exactly must
schools do, however, to ensure that the initial training they provide equips students with the
foundation and methods, and the commitment they need to continue learning?

The responsibility of preparing students for lifelong learning cannot be left solely to teachers,
who are supposed to ensure that their students “learn how to learn,”to repeat the ritual phrase.
This concern, if it is to be properly addressed, must be included in the curriculum itself.This
implies that the reform of the curriculum must be based on the following principles.
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• Special attention must be paid to making sure that students master essential
knowledge during their basic schooling

By basic schooling, we mean the years spent in elementary school and the first cycle of
secondary school, which constitute the platform on which all other knowledge is based.
The more years students spend in school, the more they are able to continue learning. On
the other hand, insufficient mastery of basic knowledge becomes a handicap to ongoing
learning, since basic knowledge is needed if new occupational skills are to be mastered.
The retraining of unskilled or highly specialized workers as a result of the taylorization of
their tasks is doomed to failure if their knowledge of the first language, mathematics, sci-
ence and social studies is deficient.The experience of Weston Bakeries in this connection
is highly revealing: the workers required literacy training before they could be retrained
for the automation of the plant where they worked. By basic knowledge, we mean the
overall curriculum content defined further in this report, but also basic skills such as read-
ing, writing, and arithmetic. Schools must ensure that all students without fail acquire
these skills, without which an individual is considered to be illiterate, especially since life
in present-day society requires ever-increasing proficiency in so-called elementary knowl-
edge.1

This approach lies behind several of the recommendations we will be making concerning
the curriculum for basic schooling, since elementary knowledge must be mastered by a
certain age. If it is not assimilated at the right time, it can be lost forever.This is why it is
better to devote more time to elementary knowledge in the early stages, and leave the
learning of more complex knowledge for later in the process.

• Special attention must be paid to developing students’ minds

Debate about the respective meaning of “teaching” and “instruction” has become a per-
manent feature of the school system. In many cases, two terms are placed in opposition,
and the debate takes the form of a confrontation between two pedagogical approaches.
The following is a non-exhaustive list of opposing terms that, in recent years, have given
rise to debates of almost religious fervour: instruction/education, learning/understanding,
information/knowledge, discipline-based education/basic education, teaching/learning,
knowledge/skills and attitudes, learning/knowledge. In other words, we are on uncertain
ground and must move with caution, since in this type of “war,”every word becomes a ral-
lying cry.
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1. This is particularly true for reading skills, now measured along a continuum of literacy rather than by using the former categories
of “literate” and “illiterate.” Literacy means being able to understand and use written information in order to function in society.

The OECD recently conducted an international survey to measure literacy levels in several member countries.The survey examined
three types of literacy:

ú prose literacy (understanding and using information from texts including editorials, news stories, poems and fiction);

ú document literacy (locating and using information contained in various formats, including forms, tables and graphics);

ú quantitative literacy (applying arithmetic operations to numbers embedded in printed materials).

Participants were asked to perform tasks at various levels of difficulty.At level 1, they had to locate one piece of information in a sim-
ple text.At level 2, they had to locate one or more pieces of information despite the presence of distractors in the text, or make low-
level inferences. From level 3 on, they had to make deductions or match information. (See OECD and Statistics Canada, Literacy,
Economy and Society: Results of the First International Adult Literacy Survey [Ottawa: Statistics Canada, 1995].)



In order to try to move the debate beyond the stage of sterile confrontation, we would
like to point out that these oppositions often stem from different beliefs about or con-
ceptions of the way in which the human mind works.For some authors, the mind is a wax
tablet on which messages are imprinted; the mind then orders these random messages by
association.This conception lies behind teaching methods based on rote learning, repeti-
tion, and exercises. For others, the mind is active, selective, designed to solve problems,
and constructive.What is remembered, or “enters” the mind, depends on previous knowl-
edge, the way in which it is structured, and the hypotheses made about it.This conception
gives rise to teaching methods based on intellectual activity in which discovery and con-
struction replace the mere reception of knowledge.

Obviously, elementary knowledge can be transmitted using teaching methods based on
the first conception described above. Memorizing multiplication tables, learning the rules
of arithmetic, conjugating irregular verbs or learning words in a foreign language are still
part of classroom learning. More complex knowledge, increasingly present in schools,
must be imparted by teaching methods based on the second conception. However, stu-
dents develop a love of learning, which they will need in order to continue learning, only
when demands are made on their minds. This element must therefore be taken into
account during the design stage of curriculum development. It must also influence the
design of the evaluation process, to determine the most appropriate form of evaluation,
for example, multiple-choice questions or open-ended questions calling on the students’
powers of analysis and judgment.

• Special attention must be paid to developing students’ interest in culture

A taste for and interest in knowledge is developed when students come directly into con-
tact with other active minds.The mind cannot be formed in a vacuum: intellectual activi-
ty and isolation are incompatible.An active mind seeks dialogue with other active minds.
These other active minds can be those of fellow students or the teacher,but they can also,
and indeed should, be the active minds that have preceded us, the active minds that have
left us their heritage of cultural achievements.The intellectual curiosity of students can
only be fostered through an understanding that the evolution of the human mind has been
based on the development of representations of the world we live in and the construction
of a store of knowledge. At any given point in time, this knowledge reflects the way in
which the world is understood and society organized,before being passed on to and trans-
formed by succeeding generations.The history of science and the history of art are both
the history of the human search to improve or discard the ideas initially received. Once
this has been understood, we are ready to accept the idea that knowledge must be
renewed, and to take part in its renewal.This is another reason why the cultural aspect
must receive more emphasis in the curriculum.
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• Special attention must be paid to all of the elements that can contribute to the
integration of knowledge

In the field of education, the integration of subjects has received a lot of attention.The
integration of knowledge, though, is a much broader concept. Integrating subjects means,
for example, applying grammar rules in a written geography assignment or, in an English
school, giving a visual arts class in French. Integrating knowledge means applying what is
learned in one subject to learning another subject, but it extends much further, to merg-
ing new knowledge with previously acquired knowledge, and restructuring knowledge, in
other words, transferring knowledge to a new field. In all cases, it involves making con-
nections.

Those who have a capacity to integrate knowledge have always been admired or envied,
but in today’s world, this capacity will become increasingly necessary, for three reasons.
First, the mastery of basic concepts and the ability to integrate knowledge will become
the prerequisites for the successful acquisition of the new knowledge needed to function
in a lifelong learning society. Second, new information and communications technologies
(NICT) provide unprecedented access to information but using them to advantage
requires a strongly structured knowledge base (principles, concepts, themes and links) as
protection against “cognitive overload.”This knowledge base must have been structured
beforehand.Third, the new job realities presuppose the development of broad cognitive
skills and abilities that are far removed from the narrow, stereotyped, mechanical applica-
tion of acquired knowledge.

The integration of knowledge can only be accomplished by the students themselves, and
can only be encouraged by teachers. Experienced teachers know how to organize their
classes so as to permit the structuring of knowledge: they use examples; they simplify to
allow students to see the links; they plan lessons as a concentric, rather than a linear, pro-
gression to facilitate the restructuring of knowledge;and they call knowledge into question
by presenting facts or situations that fail to fit into the scheme of organization. Cultivated,
informed teachers are able to establish links between what they teach and what is taught
in other subjects, but it is unfair to expect teachers alone to bear this responsibility, since
integration should also be promoted by the curriculum itself.To facilitate integration, and
in some cases to introduce it into the curriculum, four types of action are needed, which,
when implemented, will transform current teaching practices.

ú A certain number of current programs must be grouped together and their content reor-
ganized. One of the main drawbacks of the current curriculum is its “balkanization.” This
is one area where agreement is general.The Corbo Task Force was mandated to specify
learning profiles for each level and cycle of education, so that these profiles could then
be used to define guidelines for program reorganization.Reorganization is needed in prac-
tically all of the main areas of the curriculum, within the broad fields of learning we will
define in Chapter 3.The major changes implied by this reorganization will be discussed
in Appendices 4 and 5.
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ú Demands to include new learning content must be met by integrating it into the cur-
riculum and traditional demands to create new courses must be resisted. Integration must
be genuine and visible to ensure that the new elements find their place in the curriculum.
We will specify, in Chapters 3 and 4 and Appendix 3, which elements must be integrated,
and our proposals for achieving this.We will also introduce the concept of “cross-curric-
ular learning.”

ú Pointless duplication must be eliminated, and program content must be trimmed and
organized hierarchically.There are too many overlaps, and they are encouraged by balka-
nization. Over-detailed program descriptions weighted down by innumerable objectives
and sub-objectives must be eliminated. Currently, the unwieldiness of many programs
results from the need teachers feel to observe every last detail of the program,rather than
from the actual program content.Calls for including every essential element in every year
of the program must be resisted.Applying this rule means, however, that the chronologi-
cal steps of the learning sequence must have been worked out, since some content has a
specific place in the learning sequence and will require more time.The elements of the
program must be organized hierarchically, since program designers always find it hard to
eliminate certain aspects.Above all, the generic knowledge that must be mastered in each
subject must be identified, since this is the type of knowledge that will allow students to
progress beyond what they already know.Generic knowledge is always structured knowl-
edge, since it can be applied to both similar and dissimilar situations.

ú The conditions needed to establish a form of horizontal integration of the subjects taught
at a given grade, cycle or level must be determined.The use of the word “program”at the
elementary and secondary levels is indicative of the current problem. It refers to the sub-
ject matter taught in a given field at different levels, as in the elementary school French
program and the secondary school French program.The word “program”does not mean,
as it does at the college and university levels, a group of courses taken in various subjects
during a particular period. Current practices must be changed.We must identify the ele-
ments of each program that can be linked to the elements of other programs in a given
year or cycle, to allow the emergence of a true interdisciplinary approach.

This type of change will have a far-reaching effect on current program design practices,
since it will involve switching from a mechanical approach in which each element is pre-
determined, to an organic approach in which the interrelations between various elements
become the primary goal. Mechanical programs are less of a problem at the elementary
level, where the same teacher teaches several subjects and can establish the required
links, than at the secondary level, where each subject is taught by a different teacher.

Until now, we have met the demand to prepare students for lifelong learning by develop-
ing generic skills (“learning to learn”). What we propose is far more radical: the overall
approach to the curriculum must be rethought to provide a valid response to that
demand.

1.5 Adapting the Curriculum to Social Changes
The rapid pace of change in the field of science means that science programs are already
revised periodically. Certain new phenomena, however, are also transforming our environ-
ment. Two of the most important are globalization (of markets, industrial and commercial
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activities,migrations) and the abolition of space and time considerations in communications.
These phenomena have resulted in demands to adjust the curriculum, since this is the new
world in which our young people are already living.These new realities include:

ú Social diversity. Schools must address the questions of intercultural understanding, religious
pluralism, and citizenship education.

ú Internationalization. Schools must provide students with keys to understanding the nature
and importance of international ties and better access to foreign languages.

ú The omnipresence of the media. Schools must introduce students to the specific language
of the media, orient their use of the media, and develop the critical faculties they will need
to resist media ploys.

ú The rapid development of new information technologies. Students must acquire the techni-
cal skills needed to operate equipment and various related tools. Schools must structure
knowledge more rigorously, and teach new procedures (searching for, sorting and ordering
information, navigating through multiple levels of choice). Use of the new technologies in
the classroom should, in addition, allow teaching practices to be renewed in four key areas:
support to students in activities to construct their own store of knowledge; an interdisci-
plinary approach to teaching content; the differentiation of teaching methods; and coopera-
tive teaching based on exchange and creativity.

ú Environmental concerns.Schools already focus on the relationship between humans and the
environment. Current environmental concerns, however, are broader and are interwoven
with social,economic and political concerns.Social expectations will require schools to pro-
vide keys to understanding the interdependence between the human race and the physical,
chemical, biological, economic, social and cultural elements of the environment.

ú The importance of technology. Schools must place greater emphasis on understanding and
using technology, since knowledge in this area will become part of the essential knowledge
to be mastered by students.

1.6 Ensuring That Generic Skills Are Mastered
During the Estates General on Education, many individuals and groups criticized schools for
the way in which they are fulfilling their mission of providing instruction.They said schools
focus too narrowly on subject matter.

More specifically, the main criticisms were the following:

ú The development of intellectual skills is not dealt with explicitly or in a sufficiently organized
or coordinated manner. Schools fail in their attempts to transmit intellectual curiosity, a will-
ingness to work, attention to detail, the ability to think for oneself, and the love of learning.

ú Schools do not concentrate enough on encouraging students to develop working methods
based on sound methodological skills. More specifically, schools have failed to adapt to the
requirements created by new technologies, and do not yet provide all students with a mini-
mum level of computer literacy or with the critical sense they will need to counter the
omnipresence of the media.

CHAPTER 2 - Expectations to Be Met Through the Curriculum Reform 31



REAFFIRMING THE MISSION OF OUR SCHOOLS32

ú The facilities provided in secondary schools to inform students and help them make career
choices fail to meet their needs.As mentioned in the Pagé Report, guidance counselling—
and we would add educational and vocational information—“is a process that extends
from the end of elementary school to the end of secondary school, and sometimes
beyond...The process is individual, and must be based on the rhythm of each student, at the
appropriate times” (La formation professionnelle chez les jeunes: un défi à relever
[Québec: MEQ, 1995], p. 42).

ú Schools seem disoriented, and even sometimes overwhelmed, by the complex social
changes they have to face,whether in connection with ethnic diversity,changes in value sys-
tems, the transformation of family or community roles, the place of our society in larger sys-
tems, etc.

ú Lastly, schools are slow to state their own values and promote them effectively.

All these concerns address elements that can be described as cross-curricular, in that they
must be dealt with in all school activities,both curricular and extracurricular,and must be pro-
moted by all school staff.They cannot be left to the discretion of individual teachers since, in
our view, they constitute essential knowledge and must therefore be provided to all students.
This is why we will propose, in Chapter 4 and in Appendix 3, that this cross-curricular learn-
ing be identified and described in detail, and that very clear anchor points be found for it in
the curriculum so that it will be the focal point of every school’s educational project.

2. EXPECTATIONS RELATING TO THE MISSION OF SOCIALIZATION
Socialization is currently one of the main concerns of schools.Québec is a world leader as regards
the inclusion of children with handicaps or learning difficulties in the regular classroom.The val-
ues of community life are promoted and often exemplified in Québec’s schools, and students are
prepared for the exercise of various social roles (producers, consumers, parents, etc.). However,
the general approach to socialization is designed more to adapt children and young people to soci-
ety than to reinforce their sense of belonging to a community. For many years, such questions
were not addressed by schools since social cohesion rested first and foremost on the underlying
alliance of State,Church and Family, the institutions which ensured its continuity and survival.This
is no longer the case in a pluralistic society, and schools can no longer rely on this approach to
socialization, since they must now also work to reinforce social cohesion.The challenges facing
schools in coming years will include defining common values based on common goals, namely,
preparing students to exercise their citizenship, integrating students into a common culture based
on both past and future experience, and maintaining equality of opportunity.

All these aspects will have repercussions on the curriculum.However,dealing with questions such
as belonging to the community, exclusion and inclusion, and social cohesion in a curriculum
inevitably results in apparently neutral subjects becoming highly charged. During the Estates
General on Education,all participants agreed that social cohesion should be reinforced in schools.
Some even echoed the Delors Report and asked that the mission of socialization be expressed as
“learning to live together.”When the question of how to achieve this goal was brought up, how-
ever, participants could only produce vague wishes, hesitated to define the elements needed to
reinforce cohesion, and could not agree on where the emphasis should lie.We believe that these
difficult, often neglected questions should be addressed directly, since they determine which sub-
jects are to be taught and how they are to be taught.This is the difficult and perilous exercise that
we will attempt here.



2.1 The Quest for Meaning
By establishing a moral education course as an alternative for students who do not wish to
take a religious and moral education course,we have accepted the idea that moral values can
be taught in isolation from sources of religious inspiration. Questions relating to the mean-
ing of life can also be seen from this angle.

The experience of an order that lies beyond and gives meaning to human life is not solely a
religious experience. It is also present in the moral strength that allows us to act contrary to
our own interests, in the aesthetic experience that opens up a world outside reality, in the
intellectual endeavour that turns into a quest for truth, and in the commitment that binds us
to a cause. In addition, traditional religions are not the only sources for far-reaching answers
to questions concerning the meaning of life since sects, ideologies and philosophy also pro-
vide answers.All these questions can therefore be addressed otherwise than in a context of
religious education.

We therefore believe that the students who do not choose religious education should be able
to examine these questions in the moral education course.We live in a secular society where
religions have long-established rights.One way of promoting religious pluralism is to provide
information concerning the enduring existence of religion and the range of forms and ritu-
als it encompasses. In addition, students must be introduced to the variety of sacred forms,
if only in order to allow them to understand the underlying values and limits, and the rea-
sons for the sacrifices they entail.

2.2 Common Values Based on Common Goals
Common values are taught in all school subjects. However, the curriculum does include a
time and a place specially designed to encourage reflection on values: religious and moral
education, or moral education for those who prefer the secular option.The values discussed
and promoted in these courses are essentially the same.The only difference lies in the expla-
nation given for the basis of the values: religious on the one hand, natural or rational on the
other. Since common values are currently being taught, the established solution could be
retained for students who do not opt for the religious education course, but in our view, it
does not adequately deal with the realities of our pluralistic society.

In a context that clearly favours a pluralistic approach to ideas and values, it is important that
a commitment to a set of common values be founded on common experiences shared by all.
One such common experience exists: a commitment to democracy as a goal, in other words,
a commitment to a society based on a social contract designed to strike a balance between
individual liberty and social organization. Schools, by preparing young people for their role
as citizens, have an indispensable part to play in the promotion and achievement of social
cohesion. For this to be achieved, however, citizenship education cannot be reduced to a
type of civic education based on an explanation of the role and operation of selected insti-
tutions.Although this is necessary, it must be extended to include the demonstration and pro-
motion of the essential values of a democratic society, as set out below.

The values on which the ideal of democracy is based include recognition of others as sepa-
rate from oneself and worthy of respect. In the words of Charles Taylor, democracy is “the
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politics of recognition.”2 One of these values is solidarity: despite our differences, we are
alike, we are equal before the law, we are mutually dependent. Responsibility is another such
value: the operation of a democratic society requires people committed to its ongoing con-
struction, rational agents who are able to participate in important political decisions.

Democratic society is fragile. It cannot ensure social cohesion using totalitarian methods.
Individual liberties, although their priority is recognized, cannot be exercised to the detri-
ment of social cohesion.The survival of democratic society thus requires the promotion of
certain values.These include social justice since injustice and the processes of exclusion and
marginalization undermine social cohesion, and the rule of law since respect for others (for
their property, life and reputation), equality, and responsibility are, in a democratic society,
expressed in terms of law. The emergence of law in a society parallels the emergence of
democracy. Lastly, these values include participation in democracy: since democratic society
is not homogeneous, given that divergent interests, opinions and convictions exist, its sur-
vival is based on negotiation, the exclusion of violence as a means of resolving conflict, and
the availability of information to ensure that enlightened decisions are made.

This summary of the democratic ideal as the basis for education in values demonstrates that
schools are the ideal place for its implementation. But, to be consistent, the religious and
moral education class or, by extension, the moral education class, cannot be the place where
instruction in values takes place.We must therefore find another venue for effective citizen-
ship education.

2.3 The History of Québec
Schools must help young people growing up in a culture to assimilate their identity, or else
their quest for meaning may well lose direction. Setting this objective, however, entails mak-
ing knowledge of history a requirement, and today in Québec, the question of history has
become something of a minefield.

The question of nationalism divides Québec, and indeed any issue with nationalistic over-
tones is highly sensitive. Nevertheless, if education is to provide a foundation for a shared
vision of democratic society, a new vision of democracy, then in our view the foundation
should include a memory of past events.We would like to present our point of view in this
regard.

First, we believe that the idea of national community is one of the cornerstones of identity.
Will this continue to be the case? The relative importance of the concept of national com-
munity has varied over time. Some have already announced its demise and the emergence of
a post-national identity. Others would be only too glad to see it disappear since, in the past
and unfortunately still in the present, certain forms of ethnic, chauvinistic nationalism have
generated wars, conflict, segregation and exclusion. Perhaps it will disappear, and perhaps it
should, but it is nonetheless likely to remain with us for the foreseeable future.Throughout
the world, the nation is still the framework within which citizens exercise their collective
liberties as they strive to influence their destiny.People living in exile, refugees,and migrants,
who cannot benefit from such a framework, attempt to form nations in which they will have

2. Charles Taylor, “The Politics of Recognition,” in Multiculturalism, edited by Amy Gutmann (Princeton, New Jersey: Princeton
University Press, 1994), p. 25-73.



“the right to have rights,”3 as Hanna Arendt put it, or to become part of other nations in
which to exercise their rights.The current trend towards globalization reinforces the need
to find one’s roots, to take pride in one’s differences, and to promote solidarity within one’s
community.The need for roots is always expressed through the specific traits of the nation,
and national history is one of the subjects in the curriculum in most countries.

How should history be dealt with? The history of a nation centres around certain defining
moments, which unify the perspective from which history is presented:American indepen-
dence, the French Revolution, German unification.Why? Because the history of these coun-
tries seeks to answer the question of identity:What does it mean to be American? What does
it mean to be French? What does it mean to be German? In Québec, the relative importance
assigned to various defining moments changes acccording to how the following questions
are answered:What does it mean to be Canadian? French Canadian? English Canadian? From
Québec? Given this difficulty,either Québec history is neglected,or else it becomes over-spe-
cific. In both cases, there is a tendency to reduce the place of history teaching within the
curriculum.

We believe that it is time to move beyond such difficulties, and to give history a more promi-
nent place in the curriculum.Why?

ú Because no student can successfully integrate into society unless he or she has been helped,
in school, to assimilate the cultural traditions of the society concerned. From this point of
view, the situation of children born in Québec is exactly the same as that of newly arrived
immigrants. We are all born into a world that already exists, and our integration into that
world depends on our being able to assimilate the cultural traditions of the society into
which we are born.The difference between immigrants and people born in Québec is that
the former still have a foot in their culture of origin.Their search for a new identity does not
mean that they retain no memories or that all differences are abolished.We cannot expect
schools to ensure that history classes include references to the cultural traditions of all new
citizens,but schools must nevertheless encourage them to retain an interest in their origins.
The integration process can only be successful if these students are aware of their origins
and differences.

ú Because a knowledge of history is necessary if we are to be freed from its constraints.
Ignoring the past means running the risk of repeating it.Although we do not choose our
own past, we are free to accept or reject it, or to use it as a basis for something completely
different.We can only free ourselves of our past, however, by becoming aware of it.

ú Because it is impossible to understand other cultures without understanding one’s own cul-
ture, just as it is impossible to properly understand one’s own culture without making an
effort to understand other cultures. The world has long been a global village, and not to
know one’s own history is to condemn oneself to ignorance of that of others.

The reasons given above for increasing the emphasis on the teaching of history also deter-
mine how it should be taught. It should be taught in an open, wide-ranging manner. It must
be grounded in a knowledge of Québec culture and history, but must open up to other his-
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tories and other cultures, to the contributions made by other cultures, and to different inter-
pretations of culture and history.Appendices 4 and 5 outline the changes that must be made
to the current program in light of the Lacoursière Report (Learning from the Past, Report
of the Task Force on the Teaching of History [Québec: MEQ, 1996]) to reflect this new
approach.

2.4 The Question of Language
We must all be aware of our collective destiny, since our personal destiny will be marked by
it. Our individual identity, however, also stems from and is expressed through other ties and
shared concerns, such as language. Our mother tongue, seen in this light, plays a paramount
role.The mother tongue, or the language of cultural attachment, is not merely a communi-
cation tool. It is also a heritage that reveals our inner being, since our ideas, feelings, and
dreams are revealed in language. Obviously, we use the same words as everyone else—lan-
guage, after all, is a social construct and an instrument of communication—but words give
us our individuality, as shown by the study of literature. The words of literature are taken
from the common store; they are the words of a people, but also the individual voice of the
author.The importance of the first language in the curriculum can only be grasped if we con-
sider that it is through study of our first language that we acquire our heritage.

Although concepts such as these can easily be shared in the form of principles, the socio-lin-
guistic situation in Québec makes their implementation in schools a complex matter. The
current reality is this:native languages have been spoken in Québec for far longer than either
French or English; English has been spoken for over two centuries and has historical rights;
French, the language of the majority of Quebecers, has been the only official common lan-
guage in Québec for the last 20 years. For some of the native peoples (the Cree, the Inuit and
the Naskapi) and for the English-speaking community, the teaching of their first language is
ensured by the control they exercise in actual fact over their schools. On the other hand, the
status of French as the only official common language places the teaching of French, or
instruction in that language, in a different situation.

The curriculum must allow different levels of stress to be placed on the teaching of lan-
guages by the various groups. French schools must emphasize the study of French, since
French is the cornerstone of Québec’s identity and its survival in North America depends on
its strength in Québec. In addition, French schools must attempt to ensure that the children
of immigrants,who may study in French initially under compulsion,adopt French as their lan-
guage of cultural attachment. On the other hand, it must be accepted that the English-speak-
ing community wishes to increase the emphasis on French, the official language, and that its
overall goal is bilingualism.

2.5 Social Exclusion and Segregation in Schools
The fight against social exclusion is a major concern in societies experiencing industrial
restructuring and endemic unemployment, both situations that tend to destroy social cohe-
sion. Countries that are confronted with these problems are urged to take action against
social exclusion as it is practised in their schools.

Why? For reasons which stem from the position occupied by schools in modern society.
Schools were established to allow individuals to exercise a degree of control over their
future, but even as the requirements for training increase, we have to face the fact that
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schools seem unable to retain their students.The widespread establishment of schools was
also socially motivated: as schools became more accessible, underprivileged individuals and
groups gained access to social advancement. Now, at a time when social exclusion is increas-
ingly based on the possession or non-possession of knowledge, how can we justify the fact
that the very schools which were intended to provide equal opportunities for all have actu-
ally become sources of inequality?

The fight against social exclusion in schools must begin with an effort to reduce academic
failure. This often involves a basic reorganization of the school system and of its different
streams. Convincing students to remain in school or resume their studies means adapting
courses to their needs, addressing the question of learning difficulties, providing alternatives
adapted to their interests and ways of learning, setting up special schools for dropouts, and
increasing mobility between streams.For this reason,we must introduce more flexibility into
our curriculum, especially in the second cycle of secondary schools.

A focus on educational success and failure can lead us to look for solutions based on a sys-
tem of differentiation which results in stratification.This trend has already begun to emerge.
Although it has been ideologically justified by some,we believe that it stems mainly from two
characteristic traits of our education system: the lowering of standards, sometimes based on
false premises,and the lack of differentiation at the secondary level.Working to resist the pre-
mature segregation of students means working to solve the problems that create, at least in
part, the need for segregation, and also designing the curriculum itself to create favourable
conditions for differentiated teaching methods.

Successful democratization of the education system does not involve merely ensuring equal-
ity of access; it must also ensure the transmission of a common culture to all students. It has
been suggested that this is impossible, given the wide variety of backgrounds from which
students come.We believe the opposite,however;where there is a will, there is always a way.
We must reaffirm our intent to provide all students with a common culture and a common
core of knowledge during their basic schooling.This is the goal underlying a number of our
proposals, particulary those aimed at reducing early academic failure.

3. EXPECTATIONS RELATING TO THE MISSION OF PROVIDING QUALIFICATIONS
In the early 1970s, vocational education was a major component of secondary school education.
The social demand that students should stay in school longer resulted in a substantial reduction
of the number of students enrolling in vocational education programs. This, together with the
modernization of many businesses, led to a reform 15 years ago that allowed access to vocational
education at a later stage in students’ schooling.The overall result has been that few youth-sector
students enrol in vocational education,either because they leave school before reaching the point
at which they can begin vocational education,or because,once they have reached that point, they
have or almost have the schooling they need to go on to college and decide to follow that option,
even if their chances of success are minimal.The systemic effect of the reform of vocational edu-
cation has been as follows: the vocational education sector now caters mainly to adult-sector stu-
dents; general education courses are not included in vocational education programs; vocational
education is no longer considered to be a valid educational option; and some youth-sector stu-
dents are leaving school without any occupational qualifications, when even low-skilled jobs
require some form of training. It will be necessary, in coming years, to make up for a system that
has practically eliminated vocational education from youth-sector secondary school education.
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Also, schools will have to take more definite and more cohesive measures in order to better inte-
grate guidance and educational and vocational information into their activities so that they can
help each student clarify his or her academic and career goals.

Some corrective action has been implemented as a result of the Pagé Report,and this will be taken
into account in our proposals to introduce greater diversity in the second cycle of secondary
school.

4. EXPECTATIONS RELATING TO THE USE OF TIME
Is it even possible to meet expectations concerning time? Time is one of the most important ele-
ments in the learning process, and it is the element that gives rise to the most complaints.Teachers
complain that they do not have enough time to give their classes and meet their students, and some
feel that they are placed at a disadvantage by having to give their classes at a certain time of day
rather than another. Students, on the other hand, complain that they do not have enough time to
complete their assignments or to understand and assimilate their subjects, besides lacking the time
to enjoy social, cultural and sports activities and meet teachers outside class time. Parents feel that
the school timetable is badly coordinated with their career responsibilities.All, however, view the
time allotted for a subject as a measure of its importance and its weight in the certification of stud-
ies, time being indicated in terms of credits.

All these complaints tend to converge on one factor: lack of time. Even though less time is devot-
ed to education in Québec than in many other countries, the solution to these problems does not
lie in increasing overall teaching time, in other words, the total number of hours allotted for sub-
jects at the elementary and secondary levels.This was not part of our mandate.We believe, how-
ever, that without increasing overall teaching time,we can significantly improve the way in which
that time is used.

4.1 Giving True Meaning to the Cycles
Currently,education at the elementary and secondary levels is divided into cycles: two cycles
at the elementary level covering the first six years of schooling and two cycles at the sec-
ondary level, the first covering the first three years and the second covering the last two
years of schooling.The cycles are mainly used for the purposes of internal school organiza-
tion and of housing students of different ages in different buildings.The cycle as a unit of
time is rarely applied for educational purposes; rather, the grade (corresponding to one year
of education) is the basic unit used.

A reorganization based on larger units of time, namely, cycles instead of grades, could result
in significant improvements, for three main reasons.

ú First, assigning a specific function to each cycle means that learning objectives and content
can be determined in a more integrated and coherent way.This reinforces the need to estab-
lish bridges between the cycles.Stages,and sometimes breaks in continuity,are a normal part
of each student’s education, but they are important events that teachers must manage care-
fully.

ú Second,a cycle-based rather than grade-based system would allow for greater differentiation
and individualization,opportunities for which are limited in the grade-based system.In many
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countries, attempts have been made, especially at the elementary level, to correct this defi-
ciency, which has repercussions on academic failure, by reorganizing curriculum time in
multiyear cycles.The resulting structure provides more space and time to differentiate, to
individualize and to take each student’s learning rate into account. It also avoids the neces-
sity of making students repeat grades, a practice which induces a feeling of failure without
addressing the underlying problem.The beneficial effects of such a cycle-based system can
be observed in cases where a teacher knows that he or she will be teaching the same stu-
dents for two years in a row.Very few students repeat the grade, simply because the teach-
er is able to plan course content over a two-year period. It would be possible to go even fur-
ther and abolish the notion of grade entirely.At least, this possibility should be made avail-
able for those who would like to move towards this more flexible,and no doubt more effec-
tive, approach to countering early student failure.

ú Third, a cycle-based organization implies a team approach, since a group of teachers would
be collectively responsible for the progress of all the students in a given cycle at the school.
This type of organization allows teachers to determine the appropriate levels of continuity
and rate of progress, and to define preventive, support and remedial measures, as well as the
framework for student support and supervision.This type of organization provides teachers
with an opportunity to enrich the professional scope of their tasks,since it requires that they
innovate, master complex situations, and work together.

A cycle-based approach would not only allow more effective use of teaching time but would
also permit greater flexibility with respect to school organization. In small schools, students at
different grade levels are grouped together into what are known as multilevel classrooms. But
this organizational model is far from standard and its implementation is complicated by all kinds
of factors (programs designed for specific grade levels, the rules for workload assignment in
teachers’ collective agreements, and so on). A cycle-based system would remedy this situation.

We are fully aware that the cycle-based approach, if taken to its logical conclusion, would
involve a radical transformation of current practice and should not be imposed. However,
this approach should not be prevented by the principles underlying the organization of the
curriculum or the manner in which programs are designed and drafted. It should, instead, be
encouraged.The Estates General on Education resulted in a strong consensus that the first
nine years of study (to the end of Secondary III) should be considered as basic schooling,
during which essential knowledge is acquired.The second cycle of secondary school, on the
other hand, should offer greater diversity, to better reflect the range of students’ abilities,
needs and goals.

4.2 Making Maximum Use of the Time Available
Calls for more time to teach students more effectively invariably result in demands to increase
the time allotted for a given subject, or to add a new course to the timetable. The Estates
General on Education found that schools tended to limit student learning to the number of
hours slated in the subject-time allocation.We believe that this notion must be resisted:

ú By making better use of the time spent in the classroom and at school. Some of the elements
currently included in programs could be organized in a more efficient way as school activi-
ties. It is wrong to believe that courses are the only medium for learning. Some cross-curric-
ular learning, which will be discussed below, can take place in the classroom, but it may also
take place through school activities that fall outside strictly academic bounds.
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ú By once again recognizing the importance of individual work.The time spent studying out-
side the classroom is not currently put to good use, despite the fact that for average, poor
and slow students there is a clear correlation between the time devoted to individual work
and educational success.Individual work must be considered an integral part of learning,not
an adjunct.The programs must include suggestions on types of exercises and homework to
assign. Schools must pay more attention to the conditions in which students do their indi-
vidual work.

4.3 Challenging the Dominant Model for Organizing School Time
The way in which school time is organized should allow for greater cooperation between
teachers since it must promote better integration of learning and the integration of certain
forms of learning into school life in general, according to the methods determined by the
school team and the school principal.

However, the way in which time is currently organized in schools,especially at the secondary
level, leads to a linear, sequential, piecemeal vision of learning, and a similar view of educa-
tion and personal development. It generates little consultation and collaboration between
teachers and few activities to integrate learning or tutor students. It also has a clearly nega-
tive effect on praiseworthy, but constantly postponed, objectives to make each school a liv-
ing community and to implement school or educational projects.

The organization or reorganization of teaching time has an effect on teaching loads. The
model used to determine teaching loads itself corresponds to a mechanical way of organiz-
ing time and sequencing learning activities.Teaching time must be organized in new ways
that are more flexible, less divisive; the dominant model for determining teaching loads must
be challenged; and support must be provided for innovation in this area.

5. EXPECTATIONS RELATING TO THE USE OF LEEWAY AND AUTONOMY
Current expectations relating to leeway and autonomy are unequivocal.All the key players con-
sider that granting schools more autonomy would significantly improve the way they operate and
that the proposed devolution of powers to schools is a step in the right direction. Expectations of
this nature must also be reflected in the curriculum: some leeway must be built into the subject-
time allocation, and the professional autonomy enjoyed by teachers must be preserved.

5.1 Providing Leeway
The current rules governing subject-time allocation provide some leeway in that the teach-
ing time for each subject, except moral and religious education and,by extension,moral edu-
cation, is suggested rather than prescribed. A degree of flexibility exists to accommodate
local needs, but in reality is little used.Truly giving schools more leeway would entail leaving
a significant amount of time open by not assigning it to any subject in particular.As we shall
see, however, this ideal is difficult to apply without affecting the overall coherence of the
essential common knowledge that must be taught until the end of Secondary III.

However, our proposals could improve the current situation. For the second cycle of sec-
ondary school, we have proposed a breakdown of optional subjects that will allow schools
to effectively offer a wide choice of courses. The cycle-based system should also allow a
greater degree of flexibility to meet local needs.
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5.2 Recovering and Preserving a Degree of Professional Autonomy for Teachers
The way in which the current curriculum is designed requires teachers to act more as
instructors than as true education professionals.That is why we consider the revision of the
current process for establishing programs, and of the programs themselves, to be one of the
priorities of this reform, and have devoted an entire chapter (Chapter 5) to this question.
Once again, a cycle-based system would help to reinforce the professional autonomy of
teachers.

6. EXPECTATIONS RELATING TO EVALUATION AND CERTIFICATION
There have been no calls for a substantial reform of evaluation and certification methods. Minor
corrections have been requested in connection with the frequency and format of report cards,
the format of ministry examinations and certain certification rules.The current system of evalua-
tion and certification was established over 20 years ago, and we consider that it should be revised
to introduce other corrective measures.

Other evaluation and certification systems exist in other education systems, but we see no reason
to change the current system, which is reliable and can be improved by certain adjustments. A
change to a new system would result in the expenditure of a considerable amount of energy that
could otherwise be devoted to other elements of the curriculum that are more in need of change.
Chapter 6 will deal with the improvements that should be made to the evaluation and certifica-
tion system.

This chapter outlines the concerns that have guided us in our examination of the curriculum and
that underlie our proposals for reform.We felt that it was important to set them down on paper
in order to highlight the issues of the reform, and also in order to reassure all those who have,
over the last ten years and especially during the Estates General on Education, requested that
these concerns be reflected in the programs of study and in the curriculum as a whole.



3
Overall
Curriculum
Content

Before discussing the overall content of the elementary and secondary school curricula,
we would like to define precisely what our proposals refer to and the limits within
which we worked.

1. LEARNING PROFILES, EXIT PROFILES AND OVERALL CURRICULUM CONTENT 
Traditionally, the overall content to be covered in each subject in the timetable is selected by spe-
cialists in the subject concerned.Adopting this approach for the reform of the curriculum would,
however, result in deadlock, since each discipline or subject tends to be “set in its ways.”

Among the countries that have initiated curriculum reform in recent years, many have begun by
defining an educational mission that is then translated into concrete terms as the learning profiles
that students are expected to have by the end of their studies.This approach allows the curricu-
lum to be renewed while avoiding overly analytical approaches that are more subject to the influ-
ence of interest groups. In 1993, the then Minister of Education began the reform process by
announcing, in Moving Ahead, her intention to establish exit profiles in the short term, in an
open-ended, participatory way. Several months later the new Minister of Education entrusted the
task of establishing exit profiles to a task force which was to submit them for public consultation.

However, the task force quickly discovered that, to fulfil its mandate, it would have to define the
world for which today’s children and young people are being educated, specify the ultimate goals
of education in relation to that vision, and delimit the major fields of learning to be covered in the
curriculum. It retained six fields of learning: methodology, language, mathematics, life in society,
science and technology, physical education and the arts.The task force also proposed exit profiles
for the elementary and secondary levels for each field of learning (Preparing Our Youth for the
21st Century, Report of the Task Force on Elementary and Secondary School Learning Profiles,
chaired by Claude Corbo, June 1994).

The social choices underlying a given curriculum are first expressed in the choice of the broad
fields of learning to be included in it.During the Estates General on Education,although many par-
ticipants found it difficult to express their opinion on the exit profiles proposed in the Corbo
Report, all, especially those participants from outside the world of education, were able to com-
ment on the choice of the major fields of learning. The comments made encouraged the
Commission members for the Estates General to propose fields of learning that differed from
those defined in the Corbo Report, and the differences between the two approaches are highly
revealing. Defining the major areas of learning covered by the curriculum is, by its very nature, a
political act, since it is fundamentally based on what society considers to be the essential knowl-
edge to be provided to students.The disciplinary logic that has prevailed until now in curriculum
design has, in fact, imposed a number of choices, the result of which had never been intended.

Chapter
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At a more technical level, the Corbo Report also proposed a series of learning profiles, and part
of our mandate consisted in validating those proposals.The context in which our Task Force per-
formed its work allowed us only to make a partial validation, with help from the program officers
at the MEQ and from the Conseil pédagogique interdisciplinaire du Québec. In general, the learn-
ing profiles were validated with a few corrections, but the results of our work will not be pre-
sented here, for two reasons.

ú First,although the task force that produced the Corbo Report took into consideration some of the
new directions for determining essential knowledge that we have proposed, it could not foresee
the work that would be undertaken later, especially during the Estates General on Education. In
addition, it designed its exit profiles on the basis of the current division of cycles at the elemen-
tary and secondary levels,whereas we have proposed a new division that will obviously influence
the related learning profiles.This work must be reviewed and completed in line with the new ori-
entations of the curriculum reform.However, the MEQ will be able to benefit from the validation
and partial consolidation work that has already been accomplished.

ú The Corbo Report sets out learning profiles for use by program designers.There is currently a
movement under way in several countries to design the programs for various subjects on the basis
of the competencies or skills that students must acquire, in which case the terms “exit profiles”
or “competency profiles,” or perhaps “standards,” would be more appropriate.We have not indi-
cated whether or not we believe that the programs for each discipline or subject should be
designed in this manner,but we believe it to be an interesting option; any confusion between the
“learning profiles”of the Corbo Report and “exit profiles” should be avoided.

The intended function of each type of “profile” is different:“learning profiles” are used to deter-
mine the overall curriculum content that students are expected to master—the essential learning
which will provide the parameters for curriculum development—whereas “exit profiles” are
intended to specify the types of skills that should be acquired in each subject.1

The direction in which a society wishes to see education move is expressed even more clearly in
the statement of intention that governs the selection of the major areas of learning. For the gen-
eral public, parents, teachers and students, the curriculum is basically a set of subjects (French,
English,mathematics,art,and so on).This way of looking at the curriculum,however,does not give
them any sense of the subjects as a whole. For this reason, we believe that it is important to pro-
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1. As an illustration of a program based on “exit profiles,” the following is the arts program as presented in California (California
Department of Education. Model Curriculum Standards. Grades Nine through Twelve.Visual and Performing Arts, 1991).

First, the principles on which the objectives are based are stated:

• the arts provide students with a common core of knowledge;

• the arts bind students to their cultural heritage;

• the arts develop and refine students’ sensibility;

• the arts allow students to express their creativity.

An “exit profile” is then given for each principle. For example, in connection with the first principle,“the arts provide students with
knowledge”:

• students learn that social, political, economic and technological events have influenced the development of artistic styles;

• students learn that the arts provide forms of non-verbal communication;

• students are given an overview of how the arts have been used to express universal concepts;

• students become aware of the different styles of dance, theatre, music, and the visual arts in Western and non-Western civilizations;

• students learn that the arts focus on and reinforce concepts and ideas in other fields.
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vide an overview of curriculum content, in other words, an overview of the major areas of knowl-
edge that must be included in the curriculum along with the general learning objectives that
should be emphasized in each area. Our approach is similar to that used in the Corbo Report, but
by presenting an overview of the content of the major fields of learning, we leave the option of
articulating them as “exit profiles” open for consideration at a later date.

2. MAJOR AREAS OF LEARNING, ESSENTIAL LEARNING AND 
ELEMENTARY OR PRIMARY KNOWLEDGE

The curriculum reforms currently under way use various terms to define what should be includ-
ed in the elementary and secondary school curricula. Some terms, though different, have similar
meanings, and others, though similar, refer to different things.Without launching a debate on this
question, we feel that the following points should be noted:

ú The Corbo Report discussed the “major areas of learning” under which essential learning is clas-
sified, the Estates General on Education mentioned “essential knowledge,” the Fauroux Report
(France) spoke of “fundamental learning,” and in the U.S., the term “core curriculum” is used.We
have taken these expressions to mean the same thing.

ú As part of the current curriculum reforms, some countries are reducing the essential learning to
be taught in school to the basic skills, and some U.S. states even define essential learning by
statute.Basic skills (termed “primary learning”in the Fauroux Report) are often defined as the abil-
ity to read, write, speak and do arithmetic, elementary knowledge with respect to shapes, forms,
and graphics, an understanding of space and time, knowledge and application of the rules of per-
sonal hygiene,and knowledge and application of the rules and values governing life in society and
good citizenship.

Our broad fields of learning encompass more than this elementary knowledge.However, such ele-
mentary knowledge, which constitutes the most enduring education dispensed by schools, must
be instilled in all students, and should not be neglected in the pursuit of more complex forms of
knowledge.There is no reason why any student should leave school unable to read or write, and
indeed, this is why elementary knowledge must remain the focus for every person in the school
system.All teachers, regardless of the subject they teach, must see themselves as accountable for
requiring and verifying that their students master this elementary knowledge.

3. ESSENTIAL LEARNING IN THE BROAD FIELDS OR DISCIPLINES
The major areas of learning used here are those proposed in the final report of the Estates General
on Education:

ú languages;

ú technology, science and mathematics;

ú life in society;

ú the arts;

ú personal development.
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3.1 Languages

• The first language (or the language of instruction)

The first language,or the language of instruction,must be studied and perfected at school.
This is because effective communication depends on mastery of the first language, and
also essentially because the first language (or the language of instruction) is the means by
which the inner being is expressed. Language is not learned as an end in itself, but as a
means to express our thoughts and eventually gain the ability, if not to create literature, at
least to express our inner self coherently.

Language is never learned simply as a practical tool for communication. Proficiency in the
first language must therefore extend beyond the superficial stage of naming objects or
using stereotyped phrases, to the intimate knowledge one should have of one’s mother
tongue.Attaining this level of proficiency requires time,patience and a lot of practice.Like
everything of true worth, knowledge of a language matures and grows finer with time.
Learning a language is a long, difficult endeavour, since the goal is to live the language.

The level of competence set as a target for students will determine the directions to be
pursued in first language learning.

ú Students must know the syntax and grammar of their language of instruction, its rules
(punctuation, structural coherence), its resources (vocabulary, syntax, etc.), and the possi-
bilities it offers (levels of language, stylistic devices).

ú Teaching must go beyond theory and involve practical exercises. Reading, listening, writ-
ing, and speaking skills must all be developed systematically

ú Application of what is learned in language of instruction classes must be required in all
subjects. Mastery of language skills must be ensured, especially reading and writing skills,
since they are the key to the learning of other skills.

ú Study of the language of instruction must include study of its literature.Among the many
possibilities, the following three approaches should be emphasized: the study of literature
to complement language learning, since the unique quality of each author’s writing is
reflected in the vocabulary, images, style and rhythms used; the study of literature for its
human interest, since it reveals the multitude of human feelings and ideas; and the study
of literature for its social interest, since it reveals the hopes and concerns of each era and
country.

ú Students must be encouraged to criticize what they read.Although the main goal of first
language teaching is to allow students to express their inner selves, they must also devel-
op a critical, reflective and personal way of thinking.

To ensure that students receive a common culture, they should be brought into contact,
at the appropriate time during their schooling, with a selection of literary works from the
body of standard works, and with children’s and young people’s literature.A list of works
should be drawn up for each grade or cycle.
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Instruction in reading and writing should not preclude study of the medium of images.
Students must be introduced to the medium as both spectators and producers.

• The second language and third languages

French and English must be taught as second languages for students whose language of
instruction is, respectively, English and French.This is amply justified on a historical and
geographical basis alone.

The reasons underlying English-speaking students’need to learn French (French being the
official language in Québec) and French-speaking students’ need to learn English (given
Québec’s situation in Canada and North America generally) call for including the second
language in the curriculum from an early stage so that students can attain a sufficient level
of proficiency before they leave school.

The large number of languages in existence reflect the cultural diversity of the human
race. Globalization and universal communication make it advisable to offer students the
possibility of learning a third language, at least at the secondary level. Countries whose
first language is not English tend to opt for instruction in a third language to prevent
English from becoming the lingua franca.

Learning another language leads to a better understanding of the mother tongue as it is
compared with other languages, and translation provides insights into the grammatical
forms and the expressions of one’s own language. Instruction in a second language thus
brings other rewards than mere proficiency.

The cultural aspect of language learning is also important. Studying a language brings stu-
dents into contact with the cultural heritage of the language and of its sphere of influence,
as well as the cultural characteristics of daily life in the countries and areas in which it is
spoken.

3.2 Technology, Science and Mathematics

• Technology

Technology has become an important element in our lives. It extends beyond tools and
machines to the whole panoply of means used to produce that which is needed for survival
and comfort. It thus includes not only looms and levers, but also medications and textiles.

Whole sectors of our existence that we were previously powerless to control have
become subject to our will, thanks to technological innovations: contraceptive pills in the
field of procreation, vaccines in the area of contagious illness, rockets in the area of grav-
itation. We are surrounded by technology, and students must be introduced to this new
world.

This can be achieved in various ways. Students can construct or assemble objects in the
workshop, study the importance of technology in economic production in history, dis-
cover the results of scientific progress in applied science, and learn to use certain
advanced forms of technology, such as computers and communications tools. All four
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ways of introducing students to the universe of technology, are necessary, and the last
three must be included in the core curriculum.

The social and ethical problems raised by the use of new technologies, especially those
that affect or influence life itself, must be discussed.

• Science

Scientific activity and its products are among the most significant manifestations of human
culture. For this reason, the science program must:

ú Introduce students to the work methods that are specific to science: investigation,
methodical observation, experimentation, verification, the use of models.Attention must
focus on nature, but also on the means by which nature is understood.This introduction
to the language of science must be designed to stimulate a sense of discovery.

ú Place scientific discoveries in context.Without turning science classes into history class-
es, historical examples must be used to show the background against which scientific
advances were made.

ú Provide students with a core of scientific knowledge. Determining the corpus of scientif-
ic knowledge to be taught in schools is no easy task. Given the importance of a back-
ground in science, international standards are beginning to emerge.We believe that two
main criteria must be applied:the scientific knowledge provided must reflect the concern
for social integration, by being linked to the present time, and must reflect the concern
for lifelong learning,since students will be able to use scientific and technical information
to advantage later in life only if they have a solid grounding in basic science.

An understanding of the technological developments of modern-day society requires an
understanding of science.The human hand and mind work in conjunction, and in the past
the invention of a tool often preceded the scientific explanation.A skill was not developed
on the basis of a theory, but arose from physical contact with a given object.The situation
has now been reversed,since human skills are now improved by scientific knowledge,and
effective technology depends on the application of physical, chemical and biological prin-
ciples. From now on, technology and science will be linked, and our understanding and
enjoyment of the world will require the possession of scientific knowledge.

The ethical problems raised by current scientific and technical developments make the
acquisition of scientific knowledge even more important. Issues such as genetic manipu-
lation, new reproductive technologies and environmental protection must be settled
democratically, and thus debated and voted on.A minimum level of scientific and techni-
cal knowledge will be required in order to understand the issues and the social implica-
tions of the expert testimony and to make a decision without being unduly influenced.

• Mathematics

Modern science began when quantitative measurement replaced qualitative assessment.
Since then, a mathematical approach to reality has become the established norm, and few
objects of science escape mathematical processing.The introduction of measurement into



new fields of endeavour required the development of new methods of calculation: alge-
bra, integral calculus and statistics are a few examples of this.Today, society is once again
being transformed by the digitalization of words and images.Without mathematics, whole
sectors of the world we live in would become unintelligible, and every individual must be
aware of and able to use the new methods of calculation.

The widespread use of mathematical tools is not confined to science. In our day-to-day life
too, we use mathematics regularly. Calculating, measuring, estimating and problem-solving
are all operations that we carry out daily.

The ability to understand a graph or statistics depends on knowing how to locate and
interpret many different forms of quantitative information. Numbers and mathematical
symbols are used throughout society, and students must master the language of mathe-
matics to be able to deal with a variety of situations. Students must be able to form rough
estimates, even, and perhaps especially, when they use calculators to perform the calcula-
tion itself. Some mathematical knowledge is basic knowledge, on a level with reading and
writing.Teachers must require the correct application of this basic knowledge in all sub-
jects that involve the use of numbers.

Mastery of mathematics depends on a number of specific requirements. Understanding
the theory is not enough; students must be able to perform the corresponding operations
(to express as a function, to solve an inequality, to solve a problem, and so on).
Mathematics, more than other subjects, consists of intellectual skills that are developed as
students apply them to increasingly complex problems.Two skills in particular must be
applied in a wide range of situations: finding solutions to problems, and performing proof
and demonstration.

Guidelines are needed, however, since an over-emphasis on formalism in mathematics
teaching would eclipse the real-life examples and situations for which theory provides the
models.The cultural dimension of mathematics, too,must be studied,as should certain high
points of the intellectual adventure that constitutes the development of mathematics.

3.3 Life in Society
The integration of students into present-day society will only be successful if it has been
properly prepared. If students are not fully aware of the complexity of their world, if they do
not have an overall sense of their era, and if they have not developed their critical faculties,
they will, at the very most, be able to conform. Schools must prepare students to take their
place in our ever more complex, but all the more so human, society.

The evolution of society (from traditional to industrial, from rural to urban, from totalitarian
to democratic, from national to global, from autarkic to exchange-based) has resulted in
increasingly complex forms of social organization based on increasingly complex functions.
We are entering a period in which the pace of change will once again accelerate thanks to
the deregulation of financial markets, industry and trade, an increase in real-time planet-wide
communication and mass migration.The danger of becoming alienated, of being unable to
master the new complexity of life because we are unable to understand it, has never been
greater.The goal of social studies teaching is to free students from their environment by giv-
ing them the tools to understand and influence it.
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To be effective, teaching in the social studies must:

ú Focus on knowledge that will allow students to understand and assimilate the history of
their country.

ú Focus on knowledge that will allow students to understand the main functions of society in
economic, geographical, social and political terms.

ú Help students understand the development of society and its institutions, with a particular
focus on political institutions (citizenship education).

ú Help students understand the social aspirations of the human race.Human beings create civ-
ilizations and are moulded by the civilizations they create. Arts, cultures, religions, lifestyles
and occupations, national identities and institutions are all manifestations of life in society.

ú Help students understand the links between geography, economics, history, lifestyles and
demography.

ú Ensure that students develop a sense of history by tracing the roots of present-day society
to its origins. Students must understand the conditions that led to the emergence and devel-
opment of human institutions and achievements to understand that they are the products
of human will and that other changes will happen in the future as the result of our decisions.

ú Introduce students to world history.Although social studies teaching must centre on nation-
al history, it must also include the history of countries and areas with which we have past or
present ties: the Greco-Roman and Judeo-Christian civilizations, Amerindian civilization,
Europe, the United States and, in modern times, global civilization.

This knowledge must be conveyed in social studies classes, especially history classes, but lit-
erature, the arts, science, technology and foreign languages all contain a cultural aspect
which must be emphasized in the classes concerned.

Students must know the main chronological events of world and national history and the
main spatial reference points thoroughly and therefore by heart.This is a form of elementary
knowledge as important as reading, writing and arithmetic.To ensure that culture is being
assimilated in a structured and coherent manner, students must be examined periodically on
the above knowledge and must be required to apply it correctly in all subjects taught at
school.

3.4 The Arts
The world of the arts is a world of sensibility and subjectivity. Introducing students to the
arts provides them with a new freedom, since they learn how to recognize and accept their
own sensibility and, through contact with the sensibility of others as expressed in painting,
music, architecture, dance and drama, are able to define their own artistic personality.

Teaching in the arts has a specific role to play in the development of each student’s sensibili-
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ty and intelligence, and in his or her cultural and social education.Through contact with the
world of artistic creation and a wide range of different works of art, students become more
open-minded.Through knowledge of common references, they improve their social ties.

To be effective, teaching in the arts must:

ú Introduce students to the world of artistic creation.They must learn about the various artis-
tic languages and forms, and be taught the skills they need to create their own works of art.
Artistic creation should be the pivotal element of teaching in the arts.

ú Bring students into contact with works of art created in their own artistic and cultural envi-
ronment. Students must be encouraged to visit the centres of cultural production and to
meet artists.

ú Bring students into contact with the artistic creations that constitute the human heritage,
and with the works of art of their own country. It must also provide students with the
knowledge they need to interpret and understand works of art.

This approach to arts education, based on the relationship between artistic creation and the
appreciation of works of art from the past or the present, also develops the cultural aspect.
The works or productions used in class to place those of students in context must be sig-
nificant, in other words, they must be works whose artistic worth is recognized and that bear
witness to the transformation of society and of our conception of the world.The number of
works presented is not important. Rather, they must represent a range of eras, trends, and
artists, since students must understand that artistic culture is founded on pluralism and diver-
sity.

Teaching in the arts must focus on all forms of artistic expression, but the visual arts and
music should constitute the basic core that is provided to all students.

3.5 Personal Development
All the activities in which students take part in school contribute to their personal develop-
ment. In this sense, personal development is not the sole preserve of a particular course.

However, in addition to the activities currently provided in the curriculum, the personal
development of each student requires that the question of physical fitness be addressed.A
focus on physical fitness means ensuring that students’ lifestyles include, from an early age,
personal hygiene practices, sports activities, knowledge of human physiology and nutrition,
and the self-discipline needed to maintain a balance between work and leisure. Like reading,
writing,arithmetic and the main chronological and spatial reference points, this is part of the
basic knowledge that must be a concern for all teachers.

Personal development also requires that students be introduced to human values,which can-
not be done in a haphazard way.

ú Students must adopt human values freely, which excludes teaching them using an authori-
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tarian approach.Values are acquired through experience rather than through learning.This
does not mean that they should not be promoted explicitly, but that teaching them will be
ineffective if they are not also inherent in the community life of the school.

ú It is not enough to simply state human values. In pluralistic societies, conflicting value sys-
tems exist side by side and ethical concerns are overshadowed. Students must be prepared
to deal with this situation by developing their moral judgment, in other words, their ability
to act individually and collectively on the basis of human values.

ú The question of human values is addressed directly in certain subjects (moral education,reli-
gious and moral education, personal and social education, etc.), but should not be confined
to these subjects.Value-related issues occur in literature, science, technology and social stud-
ies.The goal of personal development,based on an awareness of human values,does not nec-
essarily need to be assigned a specific place in the curriculum. Some of its aspects can be
taught across the curriculum or through extracurricular activities. However, in light of the
mandate we have received, we believe that the specific contribution of moral and religious
education and moral education courses should be maintained.

4. ESSENTIAL LEARNING ACROSS THE CURRICULUM
The Corbo Report had identified generic skills as one of the major learning areas to be included
in the core curriculum.They were called “generic” because they were formal skills mainly con-
cerned with intellectual methods and approaches. The final report of the Estates General on
Education also retained generic skills as one of the major learning areas, but added attitudes and
values to the list of intellectual skills.

In our view, the term “cross-curricular learning” is more appropriate, since it reflects the fact that
the skills concerned are developed across a range of subjects, and that the entire school staff, and
indeed the entire school, is responsible for their development.They can also become the focus of
the school’s educational project and of extracurricular activities.

In response to the expectations expressed in various quarters, we have identified the cross-cur-
ricular learning that should be included in each school’s “program of programs.” It consists of the
following skills:

ú intellectual skills;

ú methodological skills;

ú social skills;

ú language skills.

These skills are described in more detail in the next chapter and in Appendix 3.
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4
Subjects Retained 
in the Curriculum
and Subject-Time
Allocation

Chapter 2 discussed the expectations that should be taken into account in renewing the cur-
riculum, while Chapter 3 detailed the essential learning that should be transmitted by our
schools. It is on the basis of these underlying premises that we propose the following

changes.

1. PROPOSED CHANGES
1.1 Whereas it is necessary to eliminate overlap and redundancy,whereas courses are not always

the most appropriate way of promoting learning, whereas new content must be introduced
and whereas the family is the institution best qualified to teach certain values and know-
ledge,

we recommend that certain subjects currently taught at the secondary level as compulso-
ry courses no longer be considered independent disciplines, but rather that their content be
integrated into other subjects, that they be replaced with activities, or that they be eliminat-
ed from the curriculum.

These subjects are:

ú personal and social development;

ú ecology;

ú home economics;

ú introduction to technology;

ú human biology;

ú economics; and

ú career choice education.

At the hearings held during the Estates General on Education, teachers and students alike
complained about overlaps.They felt that there was needless repetition and that certain sub-
jects should really be taught at home rather than at school.

Content elements of the personal and social development program which are recognized
as essential should either be integrated,at both the elementary and secondary levels, into the
physical education, science and citizenship education programs, or into all subjects across
the curriculum.

Chapter



In the case of ecology, we believe that environmental education should be provided across
the curriculum, starting in elementary school, and that certain essential cognitive aspects
should be integrated, again at both the elementary and secondary levels, into the science,
geography and citizenship education programs.

We also believe that most of the content of the home economics program, which is at pre-
sent compulsory in Secondary II, should be replaced by other content.We are not question-
ing the potential usefulness and relevance of the content covered in this program. We do,
however, believe that most of this content could be better dealt with at home.This is not the
case for the disciplines on which we have chosen to place greater emphasis in the first cycle
of secondary school, such as history, the language of instruction, mathematics, science, citi-
zenship education, and physical education and health education.

The introduction to technology course will be one of the three optional subjects offered in
Secondary III. However, from now on, the new series of science courses offered in elemen-
tary school and the first cycle of secondary school will also include essential knowledge
related to technology. Students will learn about the importance of technology in the econo-
my, the applications of science and technology, and NICT throughout their basic schooling.

We propose that the basic content of the human biology course, which is at present com-
pulsory in Secondary III, be integrated into the new compulsory science and technology
courses in the first cycle of secondary school.

With regard to the Secondary V economics course, it comes far too late in students’ school-
ing. Certain economics concepts must be integrated into the various social studies programs
starting in elementary school, while other elements will have to be integrated into the new
citizenship education courses throughout secondary school. More specifically, we recom-
mend that the basic content of the Secondary V program be integrated into a compulsory
program on the contemporary world.

We recommend that career choice education no longer be taught as an independent course
defined by its own program of study and that career choice information, counselling and
assistance be offered by the school as a service geared to:

ú guiding students in their search for information and counselling;

ú providing students with access to the resources they need in order to progress,especially in
the first cycle of secondary school.

We endorse the conclusions of the Pagé Report on vocational education and, so that schools
become “guidance-oriented,” we recommend:

ú That students be given, as of the first year of secondary school, the opportunity to develop
a personal education plan which they will update and complete throughout their years in
secondary school.This will highlight the goal pursued in any type of study and will allow
students to gradually identify their own academic goals and the best way to achieve them.
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ú That students be allowed to take part in occupational exploration activities in Secondary IV
and V during periods reserved for optional subjects, as provided for in the curriculum orga-
nization we are proposing for the second cycle of secondary school (see section 2.4 of this
chapter).

ú That educational and vocational information be provided across the curriculum and that
teachers of all subjects contribute to the guidance process by occasionally carrying out
learning activities designed specifically to broaden students’ knowledge of the labour mar-
ket.

ú That a resource centre on educational institutions, careers and occupations be set up, kept
up-to-date and made accessible to students at all times.

ú That counselling sessions be made available to students on a regular basis starting at the end
of the first cycle of secondary school.

ú That visits to businesses and workshops be organized and specialists from various trades be
invited to the school to speak to students.

We recommend that part of the teaching staff who become available following the elimi-
nation of the compulsory home economics course and the trimming of the introduction to
technology course (which will become a “reduced-supervision”course with groups of 20 stu-
dents instead of the standard 30) remain in the schools to coordinate educational and voca-
tional information activities, in close collaboration with the other teachers in the school and
with guidance counsellors.

1.2 We recommend that the following changes be made to the breakdown of subjects and the
emphasis they are given in the elementary and secondary school curricula.

• Languages

Language of instruction. Over the past 20 years or so, many people have spoken out
against the gradual reduction of the time allotted for language of instruction courses, and
to French in particular.They have thus identified one of the reasons, and by no means the
only one, why schools have been unable to fulfil their role adequately with respect to pro-
moting quality in the area of language learning.We believe that this criticism is justified and
that there is a need to rectify the problem and increase the time allotted for language of
instruction courses.

Consequently, we recommend that, in the first two years of elementary school, more
than one-third of the prescribed time be devoted to the language of instruction, either
English or French (i.e., nine out of 23.5 hours), and that the suggested time for the lan-
guage of instruction be maintained at seven hours per week from Grade 3 through to
Grade 6.

Also, we propose that the number of credits for French as the language of instruction in
each year of the first cycle of secondary school be increased from six to eight and that the
time allotted for it be increased accordingly from 17 percent to 22 percent of the total
time. More importantly, as a result of this change, teachers of French will have fewer class-



es, and ultimately fewer students in total.They will therefore be able to provide a greater
number of writing activities and to work with students more closely.

The representatives of the English-speaking community with whom we met pointed out
that, at the secondary level, the situation was different for students attending English
schools and that they hoped to be able to continue devoting as much time to French as a
Second Language as to English Language Arts. For this reason,we propose that in English
schools, there be six credits for English Language Arts and six credits for French as a
Second Language in each year of the first cycle of secondary school.

Second and third languages

ú English as a second language. English is the second language for the vast majority of
students. Most observers agree that, owing mainly to its place in the overall curriculum,
the teaching of English as a second language is deficient. For this reason, we recommend
that all students begin to learn English as a second language earlier in elementary school,
namely, in Grade 3 rather than in Grade 4; that experimental intensive English programs,
already in place in several schools,be encouraged;and that the basic school regulation be
changed to allow for English immersion in elementary school, initially in the form of pilot
projects approved by the Minister.We also recommend that English as a second language
continue to be taught up to Secondary V.

ú French as a second language. We recommend that the teaching of French as a second
language continue to start in Grade 1 and that the basic school regulation for elementary
school education be amended so as to explicitly recognize immersion as a way of teach-
ing this language and to allow the development of an appropriate program. In the first
cycle of secondary school, we propose recognizing a situation that has existed for many
years by allotting six rather than four credits for French as a second language.

ú Third languages. Given the phenomena of internationalization and globalization, it is
indispensable, as the Corbo Report also indicated, that schools place greater emphasis on
language learning. In this context, it is desirable that young people be able to start learn-
ing a third language as early as Secondary III. More time will be allotted for optional sub-
jects in the second cycle of secondary school, and a wider range of third language cours-
es could be offered during these years.We believe that students should have the oppor-
tunity to start learning a third language as of the end of the first cycle of secondary school.

In addition, we propose that students who satisfy the certification requirements for the sec-
ond language earlier than they normally would be allowed to start learning a third language
rather than be forced to continue taking second language courses as is currently the case.

• Technology, science and mathematics

ú Technology. Developing an awareness of the world of technology and technological cul-
ture through the study of technical objects or processes must start in elementary school
and continue throughout to the first cycle of secondary school across the curriculum. It
must be given particular emphasis within the natural science programs.
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We recommend that introduction to technology (including the construction of objects
or models) be one of the three optional subjects offered in Secondary III and that school
boards be encouraged to continue implementing the technology-oriented path.

ú Science. There is a need to enhance, from both the cultural and scientific standpoints, the
content taught in natural science.

At the elementary level, we recommend that certain elements of natural science be
taught across the curriculum in the first cycle and that a science program be taught for-
mally beginning in Grade 3. We also recommend that elements of content relating to
environmental education and technology be integrated into the renewed natural sci-
ence program.

In the first cycle of secondary school,we propose that Secondary I ecology,Secondary
II physical science, and Secondary III biology no longer be taught as independent sub-
jects and that the entire sequence of natural science courses from elementary school
through to the end of the first cycle of secondary school be reorganized.This reorgani-
zation must take account of the directions we propose for science courses up to the
end of the first cycle of secondary school. Specifically, it should introduce students to
the work methods specific to science,provide them with a core of scientific knowledge
to better prepare them for life in today’s world, and place scientific discoveries in con-
text.

ú Mathematics. Like the language of instruction, mathematics is part of the common core
of essential knowledge and must occupy a prominent position throughout elementary
school and in the first cycle of secondary school.Also,we propose that the weighting of
the Secondary III and IV courses be rebalanced by allotting six credits for the Secondary
III course and four credits for the basic Secondary IV course.We also propose that the pro-
grams of study be adjusted accordingly with a view to consolidating what students learn
at each grade level.

• Life in society

ú History. If there is one thing that our entire society agrees on, it is the importance of
teaching history.We recommend remedying the current shortcomings in this area with-
out delay. For the first cycle of elementary school, we propose identifying the cross-cur-
ricular learning that could best be integrated with the basic content which constitutes the
core of the Grade 1 and 2 curriculum. In the second and third cycles of elementary
school, we propose maintaining a sufficient time allocation for the social studies; we also
recommend that the social studies course be called History, Geography and Citizenship
Education from now on and that its content be reviewed accordingly and harmonized
with the social studies curriculum for the secondary level.

At the secondary level, we recommend that history be taught each year, and that citi-
zenship education be incorporated into the history courses. As recommended in the
Lacoursière Report, we suggest that a new series of history courses deal with general
history in Secondary I and II and the history of Québec and Canada in Secondary III
and IV. Revision of the programs should take account of the need to harmonize history
and geography. We propose that, in Secondary V, the history course focus on the con-



temporary world within a program that also features the study of geography and eco-
nomics.

ú Geography.We propose that geography be a compulsory subject from Grade 3 through
to Grade 6, in Secondary I and II, and in Secondary V, as part of an integrated course on
the contemporary world.

ú Economics.We recommend that economics be integrated into the content of the history
programs to be taught from Secondary I to IV, and that it be part of the new compulsory
Secondary V course on the contemporary world.

ú Citizenship education. In keeping with the role of schools as agents of social cohesion,
we propose that citizenship education be provided as part of a formal course. Since it
focuses on the study of institutions and the way they function,on human rights,on social
relations, on intercultural and international understanding, citizenship education should,
for the most part, be integrated into the teaching of history.

We recommend that citizenship education be provided across the curriculum starting
in Grade 1, then more formally as part of the history, geography and citizenship educa-
tion program, and after that, at the secondary level, within the history and citizenship
education program.

• The arts

We recommend that the arts continue to occupy a prominent place in the curriculum,
first as a compulsory subject from kindergarten through to the end of Secondary II, as one
of the three optional subjects in Secondary III, and then as an optional subject in the sec-
ond cycle of secondary school.

At the elementary level, with the aim of more clearly identifying the learning that should
be emphasized and of more effectively developing a true arts education culture in our
society, we propose that compulsory courses focus primarily on music and the visual arts,
as in most countries. This recommendation is not intended to prevent schools with an
established tradition of teaching dance or drama from continuing to do so if they so
desire, nor is it intended to terminate the activities of schools that offer special programs
in the arts. Moreover, all schools should offer extracurricular activities in the visual arts,
dance and drama, in particular.

At the secondary level,we recommend that the arts be compulsory in each of the first two
years of the first cycle, that they be one of the three optional subjects in the third year and
that, barring special constraints, music and visual arts courses be offered to all students.
All schools that are able to offer dance and drama as well should do so. In addition, schools
should be attentive to students’ needs for artistic self-expression and offer students, as an
extension of the school’s regular teaching activities (e.g., music courses, compulsory
French courses or optional courses), opportunities to perform, whether in a band or
orchestra or plays, as is already being done in many schools.
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• Personal development

Earlier in this report, we established that all school activities are geared to the student’s
personal development.Thus, a variety of subjects contribute to the development of skills
and attitudes in this area. Later in this report, we will list those skills and attitudes which
we believe should be taught across the curriculum. Others, either because they are com-
plex or because they warrant particular attention, are taught as part of a specific subject
in the curriculum.

ú Physical education and health education.There is no doubt in our minds that physical
education and health education should be part of the curriculum starting in Grade 1
through to the end of secondary school. In addition,we insist that schools promote phys-
ical and sports activities of all kinds outside the prescribed teaching time. School sports
should be seen as providing students with an excellent opportunity to acquire good
habits with respect to physical activity and to develop social skills.

ú Moral education.We recommend that moral education continue to be offered as an alter-
native to moral and religious education.We also recommend that the new program,while
retaining part of the content of the current program, also include certain elements from
the current personal and social education program and that it present a cultural overview
of world religions.

ú Moral and religious education. Given that the Minister instructed us, in our mandate, to
take account of the regulations of the confessional committees, and given that the pre-
scribed time—particularly in elementary school—is insufficient, we asked the two con-
fessional committees if they would consider decreasing the time allotted for religious edu-
cation.Given the response of both committees, we can only recommend maintaining the
status quo in this respect.

1.3 We recommend that cross-curricular learning be introduced into the curriculum.

• Definition

By cross-curricular learning, we mean learning acquired in a particular context which can
be applied in other fields of activity. We refer to is as “cross-curricular” because it cuts
across all subjects in the curriculum.

Making connections between various school subjects, finding the work method that is
most suitable to a particular learning situation, using in one’s social life the active listen-
ing skills developed in a school activity are all examples of the interactive application of
acquired knowledge and skills.

This type of learning is not fostered exclusively through the teaching of school subjects.
In fact, it also emerges out of curricular activities, complementary activities, and other
activities designed to enrich students’ social lives.

Cross-curricular learning, which is described in greater detail in Appendix 3, corresponds
to four broad categories of skills.
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ú Intellectual skills.As mentioned earlier, schools should work to better equip students to
carry out intellectual work.All subjects, and consequently all teachers,must contribute to
developing those skills that stimulate and facilitate thought and reflection.

ú Methodological skills. One of the main criticisms of schools—heard countless times dur-
ing the Estates General on Education—is that they do not teach young people how to
work, that they neglect methodological skills.All teachers of all subjects must require that
students employ a rigorous methodological approach in their work.

ú Social skills. Schools must promote social cohesion.They must also allow all young peo-
ple to find their place and play an active role in their communities. In addition to the
knowledge dispensed in specific subject areas, certain types of knowledge must be pro-
moted through all school activities.Certain attitudes and behaviours are tied to values and
must be experienced rather than taught. Consequently, students must be given opportu-
nities to learn these values through experience.

ú Language skills. Language learning must be a concern in all subjects. Consequently, all
teachers of all subjects must propose language-related learning activities in connection
with the objectives of their respective subjects.This is what is commonly referred to as
“literacy across the curriculum.”Language skills must therefore be considered as both dis-
ciplinary and cross-curricular. Each teacher, within his or her subject area, must promote
learning of the language of instruction.

• Incorporating cross-curricular learning into the curriculum

The cross-curricular learning to be promoted by schools may be introduced in two ways.

ú Some learning—mainly that linked to socialization—is tied to specific subjects. For exam-
ple, the knowledge needed to develop a positive attitude towards environmental protec-
tion and sustainable development is part of the content taught in science, geography and
citizenship education.

ú All of the skills identified as cross-curricular learning are in some way connected to all of
the subjects in the curriculum.We therefore propose that these skills be set out in a book-
let called the “program of programs”which would be different for the elementary and sec-
ondary levels.This booklet would be intended for all teachers,as well as other school pro-
fessionals who have an educational responsibility towards young people,and would clear-
ly set out the values to be promoted in Québec schools.

2. SUBJECT-TIME ALLOCATION
2.1 A Common Core

Our proposed changes for the years of basic schooling have important implications as far as
which subjects will be included in the core curriculum and the relative importance they will
be assigned.

As is already the case in a number of other provinces and countries, and in keeping with the
conclusions of the Estates General on Education, we propose that a common core of knowl-
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edge be provided to all students beginning in full-time kindergarten for five-year-olds
through to the end of the first cycle of secondary school (Secondary III).

a) Kindergarten. Kindergarten consists of early learning activities that prepare children for for-
mal schooling. We might consider, in the short or medium term, making full-time kinder-
garten for five-year-olds officially part of the first cycle of elementary school.

b) Elementary school. Elementary school should allow all students to acquire the basic learn-
ing that will help them to gradually develop their ability to think for themselves and to assim-
ilate the content they will be covering in secondary school.At the elementary level, besides
acquiring essential basic knowledge,students must formally start learning the work methods
that will be indispensable at higher levels of study, and familiarize themselves with the vari-
ous aspects of their culture, the main characteristics of their society and the values that must
be promoted within it.

As proposed by the Conseil supérieur de l’éducation in 1991 (Une pédagogie pour
demain à l’école primaire, recommendation no. 10), we recommend that the elemen-
tary level be reorganized into three two-year cycles for the following reasons: to redis-
tribute content into multiyear stages that are more compatible with the psychological pro-
file of elementary school children and the stages of their development; to allow for the
establishment of a pattern whereby new learning is introduced in the first year and con-
solidated in the second; to promote and encourage the creation of small teams of teach-
ers who would follow the same students through both years of a cycle; to facilitate instruc-
tional planning in multilevel classes (which are increasingly numerous); and to facilitate
earlier end-of-cycle evaluation in order to increase the effectiveness of remedial measures
designed to keep students from repeating grade levels.

This progression implies:

ú in the first cycle, the mastery of basic learning focusing essentially on the language of
instruction and mathematics but including an introduction to the elements (air, water,
etc.), to time and space, to the arts, to physical well-being, and to life in society;

ú in the second cycle, the start of more formal learning in certain fields of study and the
continuation of basic learning;

ú in the third cycle, the consolidation of basic learning and the start of more formal learn-
ing in certain fields of study.

c) First cycle of secondary school. The first cycle, which includes the first three years of sec-
ondary school, is a time for more in-depth study. It rounds out students’ basic education and
exposes them to more formal learning in various areas of study in order to gradually prepare
them for the second cycle.

2.2 Subject-Time Allocation at the Elementary Level

• Prescribed time

The prescribed average teaching time at the elementary level is 23.5 hours per week. In
keeping with the mandate given to us by the Minister, this is the framework within which



we have formulated our proposal. However, we wish to point out that the time devoted
to teaching at the elementary level in Québec is considerably less than elsewhere, where
the teaching time is generally 25 or 26 hours. In Québec, this situation is aggravated
because of the time schools are required to spend on moral and religious education and
because of the time they spend on second language teaching. Certain real problems, such
as the time devoted to certain subjects or the need to create a daily period for help with
individual work, may be truly solved only when the prescribed teaching time is increased
to at least 25 hours per week.

We also believe that more flexibility must be introduced into the basic school regulation
by removing the obligation to schedule the school week over five full days.

• Subject-time allocation at the elementary level

FIRST CYCLE SECOND CYCLE THIRD CYCLE
Grades 1 and 2 Grades 3 and 4 Grades 5 and 6

Subject Time Subject Time Subject Time
Language of instruction 9 h Language of instruction 7 h Language of instruction 7 h

Mathematics 7 h Mathematics 5 h Mathematics 5 h

16 h 12 h 12 h

Moral and religious 2 h Moral and religious 2 h Moral and religious 2 h
education or Moral education or Moral education or Moral
education education education

Other subjects Other subjects Other subjects

French as a second language Second language Second language

Art Art Art

Physical education Physical education Physical education
and health education and health education and health education

History, geography History, geography
and citizenship education and citizenship education
Science and technology Science and technology

Leeway Leeway Leeway

5.5 h 9.5 h 9.5 h

Total 23.5 h Total 23.5 h Total 23.5 h

Leeway
Except in the case of moral and religious education,whose teaching time is prescribed by the reg-
ulations of the Catholic and Protestant committees of the Conseil supérieur de l’éducation,
schools may choose to organize the teaching time and courses differently within each cycle to
take account of local constraints or characteristics. However, the language of instruction must be
taught at each level. Schools may use their leeway to devote more than the suggested time to a
subject, to teach a local program or to carry out a special project.
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Note
The arts, science (science and technology), social studies (history, geography and citizenship edu-
cation), second language and physical education (physical education and health education) pro-
grams will have to be organized so as to clearly identify ESSENTIAL CONTENT on the basis of an
average minimum time of one hour per week. Enrichment content equivalent to at least another
hour per week will have to be provided in these programs for schools that choose to use their
leeway to spend more time on one of these subjects.

With regard to teaching time at the elementary level, a comparison of this proposal and the cur-
rent situation is possible on the basis of the studies conducted by the MEQ on the actual time
spent on various subjects at the elementary level (see the Annual Report on the Application and
Applicability of the Basic School Regulations, September 1990).

Owing to the discrepancy between the time initially provided for in the basic school regulation
and the total prescribed time (which is still 23.5 hours instead of the projected 25 hours) on the
one hand, and to the need to devote more time to the so-called basic subjects on the other, the
time actually devoted to certain subjects is clearly inferior to that suggested in the basic school
regulation. Below are the percentages of teachers who said they devoted less than the suggested
time for a given subject. In many cases, they devoted less than half the suggested time:

ú The arts: close to 55 percent of teachers;

ú Natural science: close to 48 percent of teachers, of whom more than 13 percent said they spent
no time at all on this subject;

ú English as a second language: more than 66 percent of teachers;

ú Social studies: more than 70 percent of teachers.

By contrast, more than two-thirds of teachers devoted more time to French as the language of
instruction and to mathematics.

2.3 Subject-Time Allocation in the First Cycle of Secondary School

• Prescribed time

The prescribed teaching time at the secondary level is 25 hours per week.This is more or
less the same,generally, as in other provinces and countries,although, in some systems, the
prescribed teaching time is 26 or 27 hours per week. In Québec, however, given the
amount of time prescribed by law for religious education—a responsibility which gener-
ally lies with the family or the church elsewhere in the world—and the greater amount of
time that must be devoted to French as the language of instruction and French as a sec-
ond language because of the North-American context, the education system must cope
with a shortage of time that obliges schools to make certain choices and that makes it
impossible for them to meet certain expectations.

Also, we believe that more flexibility must be introduced into the basic school regulation
by removing the obligation to schedule the school week over five full days.
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• Subject-time allocation in the first cycle of secondary school

SECONDARY I SECONDARY II SECONDARY III
Subjects Credits Subjects Credits Subjects Credits
French (language 8 French (language 8 French (language 8
of instruction) of instruction) of instruction)

English as a 4 English as a 4 English as a 4
second language second language second language

English (language 6 English (language 6 English (language 6
of instruction) of instruction) of instruction)

French as a second 6 French as a second 6 French as a second 6
language language language

Mathematics 6 Mathematics 6 Mathematics 6

History and 3 History and 3 History and 4
citizenship education citizenship education citizenship education

Geography 3 Geography 3

Science and technology 4 Science and technology 4 Science and technology 4

Physical education and 2 Physical education and 2 Physical education and 2
health education health education health education

Moral and religious 2 Moral and religious 2 Moral and religious 2
education or education or education or
Moral education Moral education Moral education

Art 4 Art 4

OPTIONAL 3

Art or Technology
or Modern languages

OPTIONAL

Art or Technology
or Modern languages 
or leeway 3

Total 36 Total 36 Total 36

Notes
1. Leeway. A credit is equivalent to approximately 25 hours. It is on this basis that the programs of

study will have to be developed or revised. Schools may increase or decrease the teaching time
allotted for each subject provided it is sufficient to cover compulsory content. In Secondary III,
the leeway may be used to devote more than the suggested time to a subject, to teach a local pro-
gram or to carry out special activities.
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2. The time devoted to moral and religious education is prescribed by the regulations of the Catholic
and Protestant committees of the Conseil supérieur de l’éducation.

3. We are concerned about the number of students with whom teachers deal. We believe that
emphasis on interdisciplinary versatility should intensify. By teaching more than one subject to
the same group of students, teachers would not see as many students. For example, in Secondary
I and II, the same teacher should teach geography and history to the same group of students.

4. We propose that the arts be one of the three fields in which optional subjects are offered in
Secondary III so that an arts course should normally be taken by the majority of students.The
same situation would apply,in Secondary III,to introduction to technology and the study of a third
language.

5. First-cycle students who have satisfied the certification requirements with respect to the second
language (that is,at the end of Grade 6 or after Secondary I or II) may take either a more advanced
second-language course, the language of instruction course corresponding to their grade level, or
a third language. In all cases, they earn extra credits.

2.4 Subject-Time Allocation in the Second Cycle of Secondary School
In the case of secondary-level studies, and more specifically the second cycle, there was
unanimous agreement on one point: the need to provide more diversity while maintaining
the basic subjects.The main criticism levelled at the second cycle can be summed up in one
sentence: schools offer little choice.

This is a fact. In response to a wide range of student interests, learning styles, aspirations and
levels of motivation, the second cycle as it now stands offers only two choices: general edu-
cation leading to higher education or to vocational education in which students can gener-
ally enrol only once they have completed their general education.

A small number of students have less aptitude for regular studies in general education or voca-
tional education. Schools, in accordance with their mission of promoting educational success,
must also offer these students the best chance of succeeding in their future lives, through life
skills and work skills education programs.These programs are intended to ensure that none
of these students leave school without adequate preparation and qualifications.1

But it is important to act now and work greater flexibility into the system in order to make
a broader range of educational choices available to all students, consistent with their needs
and interests.This should be done in both general education and vocational education.
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1. As soon as they reach age 16, the students are enrolled in life skills and work skills education programs.These programs are geared
to familiarizing students with the labour market and preparing them for non-specialized trades, in keeping with their abilities.The stu-
dents’ competence in carrying out certain tasks is recognized by an Attestation of Skills.

As an alternative to life skills and work skills education, some school boards offer a workplace training program which provides par-
ticipants with a general education adapted to their needs and the qualifications they will need to find employment in the area of waste
recycling.
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• Diversification in vocational education

Intensive vocational education programs have been in place for many years now. To be
admitted to these programs, students must have obtained a Secondary School Diploma or
must be at least 16 years of age and have the specific prerequisites for their chosen program.
In practice, these conditions currently allow for admission to vocational education only at
the end of secondary school. However, it is important that vocational education be open to
all students—girls and boys—as soon as they have completed their basic schooling.

In 1995-96, the MEQ started implementing an experimental program aimed at diversifying
paths in vocational education. One of the objectives of this experimental program is to
give young people access, before the end of their secondary studies, to a broader range of
vocational education choices, in addition to the intensive programs. In our view, two sec-
tions of this experimental program,namely, sections 2 (preparation for semi-skilled trades)
and 5 (access to programs leading to an SSVD after Secondary III), effectively meet the
need for diversification which was discussed earlier.

We therefore propose that the implementation of these two sections of the experimental
program be intensified and that they be made available to all students so that they can
choose the alternative best suited to their needs without having to complete studies they
often feel are too long.

• Preparation for semi-skilled trades (section 2)

Students who do not wish to continue their general education in the second cycle of sec-
ondary school or to enrol in a vocational education leading to a Secondary School
Vocational Diploma (SSVD) may, if they have completed Secondary II, be admitted to a
program which will prepare them for a semi-skilled trade.The duration of the program
varies according to the requirements of the specific trade,but does not exceed 900 hours.
Students spend an equal amount of time on each of two components:

a) General education in the language of instruction, the second language and mathemat-
ics. Credits may be earned for Secondary III or IV courses, depending on the program
chosen. Students who later decide to continue their studies will therefore have the
credits they need to either return to the general education stream or enrol in an inten-
sive vocational education program.

b) Preparation for a semi-skilled trade through practical training in the workplace.

• Access to programs leading to an SSVD after Secondary III (section 5)

Section 5 is intended for young people who have completed Secondary III and who have
chosen an occupation. It allows them to embark earlier on a vocational education pro-
gram leading to an SSVD—in fact, as of Secondary IV.

In the case of vocational education programs which normally have Secondary IV prereq-
uisites, students earn credits in basic general education subjects (language of instruction,
second language and mathematics) and the remaining credits in vocational education sub-
jects.
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In the case of vocational education programs which normally require completion of the
Secondary V language of instruction course, students earn the prerequisite credits in the
language of instruction and the remaining credits in vocational education subjects.

• Diversification in general education

In the case of general education, the two years of the second cycle must offer a true range
of choices. Under the current subject-time allocation, students may take only one option-
al subject (four credits) in Secondary IV. More variety must also be introduced in
Secondary V, where choices are overly influenced by the college admission requirements.
We would like to see the college admission requirements further streamlined to eliminate
prerequisites which are not absolutely necessary in order to succeed in a college program.

In short, the second cycle must offer greater diversity in order to:

ú give students academic choices that are suited to their needs and interests;

ú allow schools to define their educational project to take into account students’ learning
needs, styles and rates.

The subject-time allocation for the second cycle of secondary school will be such that stu-
dents will perfect their knowledge in the basic subjects and have a wider range of choices
as far as optional subjects are concerned.

• A common core of basic subjects

Needless to say, for the vast majority of students, teaching in the basic subjects must con-
tinue through to the end of secondary school, and even beyond if they are going on to
college.

The second cycle of secondary school will mainly consist of a common core of basic sub-
jects, including languages and mathematics but also history and citizenship education,
understanding of the contemporary world, and science.

• Choices in various fields of study

The proposed subject-time allocation is essentially aimed at streamlining the second cycle
and expanding the choices available to students so that these two years will truly help
them make decisions about their future.

a) The number of credits for optional subjects and leeway time will increase from 16 to
24 credits for the second cycle as a whole.

b) In Secondary V, to allow students to explore fields of study that match their tastes and
aspirations while preventing them from choosing courses that are too disparate, they
will choose their optional subjects in a maximum of two of the six following fields:

ú languages;

ú life in society;

ú science, mathematics and technology;
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ú the arts;

ú physical education;

ú vocational education.

Second-cycle students who wish to do so may take part or all of their credits for optional
subjects in the vocational education sector.This will make it easier for more school boards
to implement the occupational exploration component (section 3) of the experimental
program aimed at diversifying vocational education paths. Section 3 is intended primarily
for young people who have completed Secondary III and who have not yet decided on a
specific vocational education program. It provides contact with various occupations to
help students identify their tastes and interests and verify them in the workplace.

• Subject-time allocation in the second cycle of secondary school

SUBJECTS Secondary IV Credits Secondary V Credits
Common Core
Language of instruction 6 6

Second language 4 4

Mathematics 4 (or 6)* 4 (or 6)*

History and citizenship education 4 —

Understanding of the contemporary world — 4

Science and technology 4 (or 6)* —

Physical education and health education 2 2

Moral and religious education or 2 2

Moral education

Optional
Optional 1 4 4
Optional 2 4 4
Optional 3 — 4
Leeway 2 2
TOTAL 36 36

*Four credits for the basic program; six credits for other courses.

Notes
1. The time devoted to moral and religious education is prescribed by the regulations of the Catholic

and Protestant committees of the Conseil supérieur de l’éducation.

2. Optional subjects (including leeway time) in Secondary IV and V may account for up to 24 cred-
its, depending on which courses are taken. Under the current basic school regulation, 16 credits
are allotted for optional subjects.
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3. To avoid too great a disparity in their choice of optional subjects, Secondary V students may
choose their optional subjects from no more than two fields of study among the following:

ú languages;

ú life in society;

ú science, mathematics and technology;

ú the arts;

ú physical education;

ú vocational education.

We also suggest that each school be allowed, if it considers it appropriate to do so based on its
enrolment and its students’needs,to establish disciplinary profiles in order to give students a clear
indication of the choices offered in the second cycle (e.g., a science-mathematics profile, an arts
and literature profile, a languages and social studies profile).

4. Two streams (levels of difficulty) are offered in mathematics and science in the second cycle of
secondary school.We propose that the possibility of creating a middle stream in both subjects be
seriously considered, to avoid a situation in which too many students would enrol in the enriched
stream when their chances of succeeding are low.

We recommend that streamed programs in the language of instruction and the second language
also be introduced in the second cycle of secondary school, and that these be recognized for cer-
tification purposes.

5. Students who have satisfied the certification requirements with respect to the second language
at the end of Secondary III or IV may take either a more advanced second language program, the
language of instruction program corresponding to their grade level, or a third language. In all
cases, they earn extra credits.





5
The
Establishment 
of
Programs

I
mplementing the revised curriculum implies a number of adjustments to and, in some cases,
a reorganization of existing programs. We have provided further information on the work
required by our reform proposals in Appendices 4 and 5. Some of the adjustments are minor,
but others are more substantial, since they transform the general economy of the programs.

This urgent work, to be carried out in the short term, means that it is more important than ever
to review the program establishment process.The MEQ, in its document entitled Moving Ahead,
has already questioned current practices in this area. In addition, many contributors to the Estates
General on Education also expressed negative opinions of the various aspects of the process, for
example, responsibility, development and format. However, in the course of our work, we came to
the conclusion that some of the expectations, in particular those that had to do with the integra-
tion of subjects, the diversification of educational paths, and the restoration of leeway to educa-
tion professionals in order to promote both independent action and cooperation, could not be
taken into account in the curriculum unless other amendments were made to the program estab-
lishment system currently in use.

The present situation must therefore be improved and, in some areas, radically changed. But to
highlight the general thrust of these improvements, we will begin by describing the present situ-
ation, and then go on to identify the main elements to be corrected.

1. THE PRESENT SITUATION
1.1 Who Establishes the Programs?

At the preschool, elementary and secondary levels, the Minister of Education establishes pro-
grams in the compulsory and optional subjects on the list he or she draws up (section 461
of the Education Act).

The school boards may develop and offer local programs in optional subjects not on the
Minister’s list, and the Minister may, for those subjects, authorize a higher number of credits
than is stipulated in the basic school regulation.

The programs established by the Minister include compulsory objectives and content, and
may also include objectives and content enriched or adapted to the students’ needs.

Programs, curriculum guides and textbooks for Catholic religious and moral instruction or
Protestant moral and religious education are approved by the confessional committees (sec-
tion 22 of the Act respecting the Conseil supérieur de l’éducation).

Chapter

CHAPTER 5 - The Establishment of Programs 71



The confessional committees may also express an opinion on the moral and religious aspect
of programs and textbooks adopted or approved by the Minister for courses other than
Catholic religious and moral instruction or Protestant moral and religious education. The
Minister is required to provide the committees with all such documents at least 60 days
before adoption or approval (section 23).

1.2 Who Develops the Programs?
The program development process is based on the principles set out in The Schools of
Québec. It requires that the education community be consulted and participate in all of the
main phases.

An advisory committee is formed for each program to guide the MEQ program officer
responsible for its development.The committee is composed of people from representative
associations or communities who are able to provide expertise. It helps decide the general
program orientations.The authors also submit the draft program to the education commu-
nity at association meetings and educational conferences. Once the program has been
approved by the Minister, information and awareness-raising activities are held.

All programs are assessed before being revised. From 1984 to 1995, programs were subject-
ed to a fairly complex assessment process which included an inventory of the phases and
conditions of program implementation,and surveys of different categories of people (admin-
istrators, school principals, education consultants, teachers and student representatives) to
ensure that objectives had been met.

More than 25 programs were assessed in this way. In some cases, the data collected were
used to revise the program. Usually, however, the assessment conclusions did not result in a
prompt and complete program revision, even where the need was clear.This was not simply
because of resource reductions within the MEQ.The complexity of the process and the dif-
ficulty of changing individual programs were also factors, since a more organic approach
would have been needed to make the required changes.

1.3 How Are the Programs Presented?
The program presentation format has changed over time.However, its evolution can be divid-
ed into four main phases, which must be understood in order to judge the value and limits
of the various formulas used.

a) Before the ministère de l’Éducation existed, the programs established by the Department of
Education presented the basic elementary and secondary school content in a traditional
form, as a list showing the subjects taught, the time to be devoted to each, and the notions
to be learned.

b) Between 1968 and 1971, programs were presented in a new format, as program outlines
(programmes-cadres).The orientations were sketched in a very general way, and content
was practically not defined.The program outlines were short—for example, the elementary
and secondary school French program outline contained only eight pages—and teachers
had a great deal of latitude in deciding not only the teaching methods to be used, but the
course content as well.
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The MEQ’s program outlines were supplemented by institutional programs prepared by indi-
vidual school boards.To help the school boards with this task, the MEQ offered the services
of educational development officers. Explicitly, however, much of the initiative and respon-
sibility for program development lay with the teachers and administrators of individual
school boards.The program outlines were severely criticized and became the scapegoat for
the failure of the education reform.

c) In the late 1970s, Primary and Secondary Education in Québec, a green paper published
by Minister Jacques-Yvan Morin,concluded that this method of establishing programs,while
well-intentioned, led to an absence of detailed content and clear objectives: “a great number
of teachers and parents are complaining because the programmes available do not satisfac-
torily determine...specific final objectives and properly graded contents.”

In 1979, the government published a reform document entitled The Schools of Québec:
Policy Statement and Plan of Action. In one of its chapters, the document announced a
change in the method of establishing and presenting programs. In future, the MEQ would
prepare more detailed programs including basic compulsory content and suggested con-
tent.Teachers, education consultants and professional associations would be asked to take
part in the program development process.

From 1980 to 1993,programs were established according to a program development frame-
work. Under the framework, all programs had to include the following elements:

ú an introduction (justification, different relationships, target clienteles);

ú general orientations (guiding principles, various foundations);

ú a description of content (global objective, general objectives, terminal objectives, inter-
mediate objectives, related content);

ú a description of the chosen evaluation approach;

ú a list of special factors such as prerequisites and the time normally required;

ú bibliographic references.

All programs were developed in conformity with this predetermined structure. In reality,
however, some elements of the framework caused structural deficiencies, leading to the fol-
lowing problems.

ú Program content was supposed to occupy 75 percent of the time suggested in the basic
school regulation in order to leave leeway for adaptation, enrichment and consolidation.
In fact,however, the serial objective logic caused this directive to be ignored. Instead, pri-
ority was given to explaining the steps required.

ú The terminal objectives were supposed to express the expected outcomes of the learn-
ing process.Consequently, they should have been the only ones that were compulsory. In
fact, however, the intermediate objectives of some programs were also compulsory, and
they were the ones that attracted attention in the field, because the evaluation approach
chosen seemed to concentrate on them.
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ú The highly detailed program presentation format and the existence of series of different
types of objectives focused attention on systematic evaluation and led to the emergence
of experts in taxonomy and measurement and evaluation. MEQ documentation on pro-
gram presentation did not usually contain a summary overview of “what is taught” and
“what must be taught,” to a point that it is impossible for anyone now to determine the
basic knowledge taught by schools then without consulting the programs one by one and
reading thousands of pages in the process.

ú Textbooks were supposed to be consistent with the programs.However,because the pro-
grams were so detailed, the textbooks, to be approved, had in fact to reproduce the pro-
posed procedures, thus reinforcing the prescriptive aspect of program implementation as
established in the programs.This complicated the task of the English schools,which were
unable to obtain enough locally produced textbooks in English and thus found them-
selves in the somewhat precarious situation of having to use textbooks written from a dif-
ferent program establishment standpoint, while the ministerial evaluation process was
based on the program as actually established.

ú The situation was exacerbated for teachers when textbooks started coming with work-
books, and when textbooks and workbooks were designed in such a way that the use of
one required the use of another.

d) In the fall of 1993, the document entitled Moving Ahead suggested a review of some of the
rules governing teaching activities in schools. One of these rules was concerned with the
programs themselves:“Our schools are bogged down.Too many ideas, programs...have been
imposed over the years.”The document also said that “educators...must have more control
over the basic aspects of the teaching/learning experience, such as content [and] teaching
methods.”At the same time, it announced that in future “the Ministry would produce less
comprehensive programs that would focus on skills to be developed and content to be
taught.”

In November 1993, at the annual conference of the Québec association of French teachers,
the Minister announced further details of the MEQ’s new approach:

ú reassertion of government responsibility for setting the main program objectives;

ú confirmation that teachers are responsible for everyday classroom practice and that it is
not the MEQ’s role to teach;

ú rejection of the idea of a general program review, in favour of a process designed to clar-
ify the requirements of each cycle in order to identify essential learning;

ú emphasis on trimming and rebalancing programs;

ú elimination of prescribed teaching approaches;

ú a shift away from complex objective typologies.

The revised elementary school and secondary school programs for French as the language
of instruction (published in 1993 and 1995 respectively), and the recent secondary school
mathematics programs are presented in accordance with the new program structure.
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2. PROPOSED CHANGES TO THE PROGRAM ESTABLISHMENT PROCESS
Program establishment is one of the most sensitive elements of the curriculum. It has a significant
structural impact on the curriculum as applied in the classroom. Everyone agrees that the present
system must be corrected. However, it is important for the corrections to apply to the elements
that produce the unintended effects. Our historical overview of program establishment revealed
three such elements.

ú The program presentation method.The program format has a decisive impact on classroom imple-
mentation,and thus on the nature and quality of the instruction given.While the program outlines
left room for creativity, they could also, in some cases, lead to carelessness and lower standards.
And while the hyperspecialized program format ensured that standards were maintained, it also
prevented programs from being adapted, left no room for educational innovation, and placed
teachers in the role of technicians responsible for simply applying predetermined procedures and
overseeing standards.

ú The importance of the direction, coordination and control functions.When these functions are
not performed properly, the system generates problems, and an accumulation of such problems
can, in some cases, lead to blockages and obstacles which are difficult to remove and control.Two
such blockages are particularly visible in the present system.The predominant role played by pro-
gram implementation experts at the development stage sometimes brings program designers,
education consultants, teachers’ associations and occasionally even publishers too close together,
a situation which does not favour the openness and transparency required at this crucial point in
the process. In most cases, this makes it impossible for the MEQ to intervene effectively in the
development process. Moreover, when evaluation is taken into account at the program develop-
ment stage, the link between the formulation of objectives and the formulation of the examina-
tion questions to be evaluated is reinforced.The objectives are so specific that it is tempting for
teachers to believe that they have to evaluate them using methods designed to obtain accurate
results.As a result,priority is given in the evaluation process to closed,multiple-choice questions,
which in turn require extremely detailed intermediate objectives.This spiral structure can even
produce situations in which content is taught only if it can be evaluated in this way.

ú The need to leave room for the most important players. The groups and individuals currently
involved in the program establishment process are, basically, the professional associations and
education consultants.The teachers play a very small role in the process, and are considered to
be appliers,not developers.Once the program has been established, information sessions are held
to ensure that it will be applied effectively by the teachers.There is a tendency to believe that the
program, once established, will produce a change in the classroom. However, this is not neces-
sarily the case.A professional will rarely apply a change effectively if he or she was not a party to
it.

The MEQ is present in the development process,but over time has sought more appropriate inter-
vention methods. In the 1970s, with the program outlines, it limited its role to giving general
guidelines and providing support for the school boards. In the early 1980s, it became the leader
of the program development and implementation process.Through its bureaucratic apparatus, it
tried to play the role of educator, with the support of experts.Throughout these two decades, the
Minister’s role was greatly reduced. Political interventions were made under pressure from public
opinion and media criticism, and rarely took account of the opinions issued by the Conseil
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supérieur de l’éducation. Since 1993, the political authority has begun to intervene more directly,
to establish what elementary and secondary schools should give to all children. For example, it
has intervened in the French program through the Task Force on Elementary and Secondary
School Learning Profiles, with the Estates General on Education, and by creating our Task Force
on Curriculum Reform.

These historical lessons should be used as a basis for deciding what needs to be done to reform
the current program establishment system. Corrections are required in three areas:

ú program presentation formats;

ú the supervisory,coordination and control mechanisms applicable to program establishment oper-
ations;

ú the role of teachers in program development and implementation.

2.1 Program Presentation Formats
If we look at what has been done in the last 30 years, it is clear that the presentation format
has a key impact on program implementation. It conditions how instruction is given in the
classroom. Consequently, the current official program format must be changed. Elements of
implementation, in the form of highly specific objectives and sub-objectives, have no place
in such a document.

• The official program in different subjects

The program is the official text, adopted by the Minister, which serves as the provincial
reference.The very function of the text and the changes we wish to make to the current
classroom application of the curriculum determine the elements to be contained in the
official program statements.

The official program for each subject and for each annual or multiyear phase defines the
framework within which teachers will be called upon to make certain educational choices.
For these choices to be possible, the official program must have the following characteris-
tics.

ú It must provide information that enables teachers to clarify the situation and function of
the subject in the curriculum as a whole: its place and role in achieving the objectives of
the cycle, its place and role with respect to preceding and subsequent subject matter (dis-
ciplinary consistency), its place and role in the field of knowledge at that specific cycle
or level (consistency and integration with other subjects in the same field), and possible
links with other subjects taught at the same level (interdisciplinary consistency).

ú The program must clearly show the objectives of the course and explicitly state the ele-
ments of knowledge to be acquired and the level of competence to be attained.The ele-
ments of knowledge include the notions, concepts and skills inherent in the discipline,
while the level of competence refers to either the level of knowledge acquisition (e.g.,
familiarization or mastery) or the level of skill to be measured at the end of the year.
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The official program design should take account of certain concerns regarding curriculum
renewal.

ú The program should be designed to enable students to acquire cross-curricular learning:
intellectual skills, methodological skills, social skills and language skills.

ú The program should be designed with the cultural aspect in mind.

ú The program should be designed so as to ensure that NICT can be used in the classroom.

ú The program should be drafted in a style that is free of technical jargon and terminology
taken from educational schools of thought.

The basic schooling programs, i.e., those for the elementary level and the first cycle of sec-
ondary school, should be designed to take account of varying aptitude levels among stu-
dents. In the classroom, the presence of different aptitude levels should lead not to lower
standards but to the use of approaches better suited to the students’ rate of learning. One
way of dealing with student diversity is to vary methods and approaches, and the program
format should therefore give teachers sufficient freedom to adjust rates and requirements
without depriving the slower students of access to core content. It should also allow
school teams to appraise annual progress and sequential organization.

The official program should not cover course implementation, but it may, in some cases,
give suggestions or information that will help with implementation. For example:

ú an explanation of the program content, i.e., the reasons for which a given concept was
introduced into or withdrawn from the program;

ú information concerning progression, when it is not linear;

ú information concerning the types of activities that will enable the students to acquire
skills;

ú information on the nature and scope of the individual work to be done by students out-
side the classroom;

ú information on multidisciplinary or interdisciplinary approaches for a grade or cycle (top-
ics, themes, organization of exhibitions).

Official programs will be presented in two separate documents:

ú a vertical-type document describing all the courses in the program,year after year,to show
the progression in their content;

ú a horizontal-type reference document establishing the scope of teachers’ collective
action.The document will describe the subjects taught at each level or cycle, the links
between them and any similarities or differences in the methods used in teaching the dif-
ferent subjects.At the present time, only vertical-type documents exist. Special attention
should be given to the production of horizontal-type documents.
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• The format of programs drafted for parents, the general public and the stu-
dents themselves

The official program is designed basically for teachers. It provides them with provincial
teaching standards. However, it is vital that parents, the general public and the students
themselves also know “what is taught” in schools. In schools, the teacher-student relation-
ship is not direct, but is governed by the program.The programs, which together form the
curriculum for the compulsory school years, are of public interest.They express the edu-
cational project, or the common foundation of knowledge that we as a society wish to
transmit to our children.The information, to be truly accessible, must also be available in
a format other than the official program.

This other document should not be as technical as the official program which sets out the
instructional framework, since it is designed for a different audience. It should, however,
provide specific information to allow parents, the general public and students to under-
stand what will be taught in a given year or cycle, and the requirements to be satisfied at
the end of that year or cycle. Consequently, the document should:

ú set out the objectives by level and by cycle;

ú set out the objectives by subject for each level or cycle;

ú provide systematic information on the content of each subject;

ú state what the student will need to have learned at the end of the year or cycle to be pro-
moted to a higher level.

2.2 The Supervisory, Coordination and Control Mechanisms
Part of our mandate was to examine the relevance of creating a Commission nationale des
programmes, or provincial curriculum board. Before answering this question, we must look
at how the supervisory, coordination and control functions are fulfilled in the present sys-
tem, to see if existing mechanisms are sufficient to satisfy the demands of program develop-
ment and establishment.

• The supervisory function 

Supervision, or general monitoring by an authority removed from program development
operations, is not widely used in the present system.

Only the confessional committees of the Conseil supérieur de l’éducation exercise a
remote supervisory function in connection with the development of confessional reli-
gious and moral education programs.This function, which extends to the approval of pro-
grams, curriculum guides and textbooks, is entrusted to them by the Act respecting the
Conseil supérieur de l’éducation. The Conseil itself, as part of its general mandate, can
give the Minister its opinion on programs, or the Minister may ask for its opinion.
However, it intervenes on a case-by-case basis only, and is not responsible for overseeing
the program establishment process in the same way that the confessional committees are
responsible for moral and religious education programs.
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It is becoming increasingly clear to everyone involved that the present system must be
changed in this respect.The orientations governing program development should not be
determined in advance only by the people who will eventually implement them. Clearly,
those responsible for this task should know the subjects involved, but they should also be
removed from implementation to some extent. When it created the Task Force on
Elementary and Secondary School Learning Profiles and our own Task Force, the MEQ was
aiming explicitly for this goal.There are arguments for making this role a permanent one.
The establishment of programs for compulsory schooling requires the involvement of
individuals who, though they may not be curriculum specialists, are known for their
integrity, their insight, and their commitment to the public good. Moreover, the people
responsible for program development should be able to base their work on orientations
defined by an authority whose legitimacy is recognized.The existence of such an author-
ity should also reduce the number of applications for arbitration by the Minister during
the process, and make it more difficult to organize disciplinary lobbies.

• The coordination function 

The overall coordination function is, to all intents and purposes, absent from the present
system because the logic underlying curriculum organization does not require it.The logic
is that of a mechanical set. Once the importance of each subject in the curriculum has
been decided, the program for each subject is designed independently.Vertical consisten-
cy over different levels is sought, while horizontal consistency within a given level is
neglected. As we have seen, the effect of this mechanical conception has been a shift
towards the “balkanization” of programs.

In such a system, it is possible to limit the coordination function to the administrative pro-
cesses governing program establishment so that development of a program is dictated by
the logic of its content.

However, the program review process should be based on an entirely different logic.Here,
the logic should be that of an organic set, where emphasis is given to the links between
the elements. In such a system, the coordination functions must be clearly assumed and,
as it will be necessary to move from one system to another, they must also be firmly
assumed. In fact, properly coordinated integration will be required in the short term to
allow extensive integration of the different subjects in a same field of knowledge, and the
development of “vertical”programs by cycle and across the cycles of basic schooling,with
constant attention at every level (grade or cycle) to the horizontal links between the sub-
jects in a given field of knowledge, and between the subjects at a given level.

In addition, it is necessary to change a system in which demands for new elements of
knowledge create demands for new courses.To counter this trend, we propose integrat-
ing certain elements of cross-curricular learning into the overall curriculum and the more
relevant of the related content elements into existing programs. However, an operation of
this nature cannot be left to the initiative of program designers. It must be coordinated.
The learning to be acquired must be established in advance, the subjects in which it
should be included must be identified, and its actual inclusion must be verified.
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• The control function  

The control function exists in the present system, but it is exercised within the system’s
compartmentalized logic. Each MEQ program officer controls operations relating to the
programs for which he or she is responsible. Beyond this point in the system, control is
administrative only.

However, the scope and complexity of the work involved in establishing programs, and
the innovative aspect of the proposed new approaches will require a more organic form
of control to ensure that the programs established are consistent with the orientations and
frameworks.

The controlling authority must be fairly close to the people responsible for coordinating
program establishment operations. It is important for interaction to take place throughout
the program development process, and for any corrections to be made before develop-
ment is complete.

• A provincial curriculum board?

To ensure that program establishment work is carried out, the existing supervisory, coor-
dination and control functions will have to be exercised in a completely new environ-
ment. It is our job to make proposals to ensure that this happens. Québec, however, is not
alone in this situation.Many other countries, in reviewing their curricula,have also revised
their program establishment procedures.We have examined two recent innovations,based
on two different models.

ú The Conseil national des programmes in France.This is a recently created organization
(1990) that gives opinions and sends proposals to the ministère de l’Éducation nationale
on general instructional design, overall objectives, the appropriateness of programs and
disciplinary fields for these objectives,and their suitability for knowledge development at
the elementary and secondary levels.The Conseil does not develop programs itself, but
gives its opinion on the composition of the groups responsible for doing so and on the
conclusions reached by those groups. It is an independent body, and its reports are made
public. Because of its membership, it is extremely influential.

ú The School Curriculum and Assessment Authority in England.This recently created orga-
nization (1993) was the result of a merger between two bodies created by the 1988
Educational Reform Act: the National Curriculum Council, which was responsible for all
aspects of the curriculum, and the School Examination and Assessment Council, which
was concerned with assessment.England has a tradition of separating political and expert
responsibility in the field of education.The new body has a very broad mandate, as well
as decision-making and production powers.

After considering these two models,we concluded that any changes to our program estab-
lishment method should be based on the French model rather than the English one, for
two reasons.
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ú First, the French model was created to correct a situation similar to ours. In both cases,
the ministry played a major role in the general educational framework (program estab-
lishment and evaluation). In France, the Conseil national des programmes was intended
to be a counterweight to ministerial responsibility (exercised by the general inspectors)
in the program establishment process. The English model, on the other hand, was
designed to correct a quite different situation. Until then, schools and districts had
enjoyed considerable freedom in establishing programs.The 1988 Educational Reform
Act corrected the situation by centralizing all curriculum- and assessment-related powers.
However, rather than exercising the newly centralized powers itself, in 1993, the govern-
ment entrusted them to a body with authority over both curriculum and assessment.

ú Second, the English model is a combination of centralization (the schools and districts
have less power to establish programs) and decentralization (the powers are exercised by
a body that is independent of the ministry). It therefore represents a desirable option.
However, in our own case, such a model would cause considerable upheaval, at a time
when other elements of the education system are also being called into question. In
attempting to implement such a structure now, we would be wasting valuable time, and
the work required on content and program renewal cannot wait. Moreover, the English
model was the outcome of an ongoing process of change, the first step of which was the
creation of the National Curriculum Council.

We therefore believe it is necessary, in the short term, to create a provincial curriculum
board for the period during which major reform and program development work will be
carried out. During that period, the new authority would be responsible for establishing
the orientations and general frameworks used to guide program development.The respon-
sibility for program drafting would lie entirely with the MEQ’s program services.However,
at the end of the process, the new structure would give its opinion on the proposed pro-
grams before they were approved by the Minister.

Such an authority is essential to ensure that program review operations are supervised,
coordinated and controlled promptly and consistently.

We also believe that the provincial curriculum board should be a permanent structure. If
such a body existed, it would be possible:

ú to examine the curriculum and programs on an ongoing basis;

ú to take a more objective look at the programs and the curriculum, since the new body
would be protected from interest group pressures, political flux and public opinion;

ú to base recommendations on sound analyses rather than power struggles with interest
groups;

ú to provide continuity in program development and to adjust programs to new needs and
new knowledge;

ú to promote an overall vision of the curriculum and of program content;

ú to make in-depth, long-term changes rather than simply react to pressure and circum-
stances;
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ú to maintain a group of expert generalists who would be available at all times, instead of
having to form such a group each time an emergency arises;

ú to provide a venue where qualified people from different areas would be able to interact;

ú to increase the credibility of recommendations, since the body would be above suspicion
of political opportunism.

2.3 The Role of Teachers
The true curriculum is the one that is applied in the classroom, and a good official curricu-
lum must take this reality into account.The quality of classroom teaching depends on the
professionalism of teachers,which in turn implies that they are given leeway to use their pro-
fessional skills.For this reason, the professional expertise of teachers must be used in the pro-
gram establishment process, it must be given full scope in program implementation, and it
must also be fuelled by an environment that facilitates innovation.

• Teacher participation in program development

Currently, teachers’ associations and representatives of educational movements are
involved in program establishment but working teachers are practically excluded. In the
logic of the existing system, they tend to be considered as appliers, not experts.This is an
attitude that must be changed. Teachers are education professionals and the hands-on
experience they acquire in the field must be used to advantage. In the development pro-
cess, as broad a role as possible should be reserved for the teachers who will be teaching
the programs.Their expertise is needed in the very least to confirm the feasibility of the
proposed programs if not to determine what must be taught.

As a minimum, in the year preceding implementation of a new program, an effective dis-
cussion structure should be created to obtain comments from as many practitioners as
possible on the relevance and feasibility of the proposed program.This ongoing consulta-
tion process can be used to measure the divergence between specialists and practitioners
in the field.The proposed content will thus be the subject of dialogue rather than some-
thing that is imposed.At the end of the process, corrections can be made. Sometimes, the
choice will be made to go against artificial consensus, but at least all points of view will
have been expressed. In all cases, feedback on the outcome of the process and its impact
on the proposed program should be given.

Teachers can play an even greater role in program development if they are involved
throughout the process, and not just at the end.We believe this type of program develop-
ment process should be tested in one of our programs.

• Teacher participation in program implementation

In schools, the school teams, whether disciplinary or interdisciplinary, make educational
choices to suit their own students,using the official program as their working instrument.
For this reason, the program should not propose a model for implementation, but should
simply give information that will clarify implementation-related issues.
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We are not suggesting that the MEQ should prepare curriculum guides to accompany the
programs.The initiatives of professional subject associations and school teams should be
sufficient to generate any tools that may be required.

For the same reasons, we believe that the MEQ should adjust some of its practices with
respect to textbook approval.As a matter of fact, the possibilities created by the new infor-
mation technologies will call into question the current role of textbooks in the classroom.

We believe that the Minister of Education should continue to approve textbooks or any
other teaching materials which are used in place of textbooks.However,changes are need-
ed on two points. First, as recommended in the Lacoursière Report, the criteria for the
approval of textbooks should be made more liberal “so as to give authors [and publishers]
greater responsibility and creative leeway, within the broad orientations” and content of
the programs.To maintain a strategic distance between the authority in charge of evaluat-
ing textbooks and the decision-making authority, the Minister should entrust the respon-
sibility of evaluating basic teaching materials and making recommendations regarding
their approval to an organization outside the MEQ.

As for teaching materials in English, it will be necessary to adjust production mechanisms
to the size of the market.

• An educational innovation organization at the service of teachers?

We were not asked to consider the relevance of creating such an organization. However,
at the end of our analysis of the program establishment system, the question was raised
quite naturally, for the following two reasons:

ú The changes we propose will reduce the role played by the MEQ in determining pro-
grams.This is already the case in many other countries, especially in the English-speaking
world. A study commissioned by us has shown that, in systems that give schools more
responsibility for explaining and adapting program content—which is not the case in the
system we propose—teaching resources are developed by public or private organiza-
tions.

ú Consideration of the professional responsibility of teachers requires structured informa-
tion on teaching resources and methods.The creation of such a system would require
research into teachers’ needs, together with a critical analysis of educational production
and methods. Moreover, the exercise of professional responsibility must be stimulated by
support for innovation. Here again, research is required. During the Estates General on
Education, it became clear that there was a vacuum in this area which was not being filled
by current educational research in our universities.

We are not in a position to say whether or not an organization should be created to take
responsibility for problems related to the production of teaching materials.To answer this
question,we would have to analyze past achievements in the field,examine the reasons that
led to the dismantlement of the MEQ’s Direction générale des moyens d’enseignement and
the Centre APO-Québec, study the market for teaching materials produced in the private
sector, and judge the value of teaching materials produced by private companies—which
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we are not able to do.We would, however, like to add that historical considerations alone
are not sufficient to enable us to decide what should be done in the future.The current
program establishment system, by stipulating an implementation model and granting
approval to textbooks on the basis of their compliance with the model, restricts the vari-
ety of teaching resources available. In contrast, the new system proposed here would
encourage greater variety. In more general terms, the educational discourse in Québec has
focused on the teacher-student relationship, and rarely on what must be taught. Renewed
interest in the curriculum—and this is a radical change—will, in the coming years, open
up a field in which this and other curriculum issues will become increasingly important.
We must therefore begin to pay attention to this new field, and it is by no means certain
that individual initiatives will be sufficient to achieve progress.

On the other hand, we are certain that support for information on teaching methods and
materials, like support for innovation, cannot be left to free enterprise. Should such sup-
port be organized by the MEQ itself or by a private body? Several different models exist.
The current trend is to create bodies whose independence is stipulated by law, on which
the various groups and individuals involved are represented, and which are financed by
both public and private funds. Such bodies already exist in other countries.

It was not our mandate to consider the possibility of creating an organization to be
responsible for supporting educational innovation by teachers. However, the need for
such a body became clear to us through the logic of our proposals to transform the pro-
gram establishment system.We therefore believe the question should be considered very
seriously.
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6
Evaluation
and
Certification

E
valuation and its essential counterpart, the examination, have long been associated with
education. In China, as far back as the Zhou Dynasty, examinations were mentioned in
the chronicles of the time.By the end of the seventh century, an assessment system using
examinations and tests was already well established throughout the Chinese empire.

Today, school life for students throughout the world is punctuated by examinations and tests of
all kinds. Examinations—or the external methods used by schools to assess student learning with
a view to awarding official recognition—come in forms as diverse as the Baccalaureat examina-
tion in France, the syndicate examinations in the United Kingdom, the Scholastic Aptitude Test
(SAT) in the United States and the uniform examinations in Québec.

However, it is only in the last 20 years or so that evaluation has been regarded as part of the teach-
ing and learning process, and that formative evaluation (which takes place during learning) has
been distinguished from summative evaluation (which takes place for certification purposes at
the end of the learning period).

Since evaluation is a major component of the curriculum, the Minister of Education asked us to
consider different aspects, including certification of studies and the format of report cards.

1. THE PLACE OF EVALUATION IN THE EDUCATION SYSTEM
The place of evaluation in the education system differs from country to country, for cultural,polit-
ical and pedagogical reasons. For example, it is practically non-existent in Denmark and Sweden,
where students cannot fail or repeat grades before the age of 15 or 16, because marks are not
given. Failure would be perceived as “an unbalance between the student’s skills and natural apti-
tudes, and the benefit he or she gains from the instruction given” (Vaniscotte).The only compul-
sory examination in Denmark takes place at the end of secondary school, and even then it does
not determine future education possibilities.An apparent state of equality is maintained for all chil-
dren.

In the Germanic countries, including Germany, the Netherlands and Luxembourg, the problem of
failure and repeating is greatly reduced by early student guidance, so that comparison with other
countries on this point is impossible. Children who fail are considered first and foremost to have
been badly guided. In some of these countries, a large percentage of children are directed into the
short vocational stream at the start of their secondary school studies, and are in no way consid-
ered to have failed in any part of their schooling.

Chapter
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Countries such as France and Great Britain, and most of the American states and Canadian
provinces fall into a middle-of-the-range category, with internal diversification and optional sub-
jects. Evaluation is generally extensive and takes place at the end of every cycle or year. Repeating
is often viewed as a way of bringing students up to standard, and academic failure is possible.

Before 1980,evaluation was not a major component of the curriculum in Québec.Generally speak-
ing, it was not considered to be an integral part of teaching, and received little, if any, attention in
teacher training programs. In 1981, however, a ministerial educational evaluation policy pro-
posed that evaluation should become a core element of educational activity. For many school
boards, evaluation became one of the main themes in professional development activities for
teachers, and new specialists—experts in measurement and evaluation and related fields—began
to appear in schools and school board administrative centres. Despite certain problems, tremen-
dous progress was made.

A new distinction was drawn between formative evaluation, defined as a process to support stu-
dents during learning,and summative evaluation, carried out at the end of a learning period.This
distinction was not properly understood by many people, creating a certain amount of confusion,
especially with respect to the so-called descriptive report card. In addition, far too much empha-
sis was placed on measurement instruments, at the expense of the teacher’s personal judgment.

Teachers’groups, including the Association pour le développement de la mesure et de l’évaluation
en éducation (ADMEE), were very active, as was the MEQ itself, in promoting evaluation activities
in schools, to the point that evaluation began to play too great a role in some cases.Teachers began
to complain that they were too busy with evaluation and that they no longer had time to teach.

Many evaluation-related fields are in need of attention. However, they do not fall within the man-
date given to us by the Minister of Education, and in any case we cannot, in the time available to
us, make an exhaustive survey of the problem as a whole.We will therefore limit our analysis to
the following points:

ú corrective action required in the field of evaluation;

ú certification of studies at the secondary level;

ú the creation of a provincial mechanism for the evaluation of student learning;

ú updating of the ministerial policy on the evaluation of student learning.

2. PROPOSED CORRECTIVE ACTION IN THE FIELD OF EVALUATION
The main functions of evaluation are generally agreed to be as follows:

ú to support progress in student learning;

ú after a significant period, to establish a summary of progress and the extent to which learning has
been mastered;

ú to regulate the system, to provide an opportunity to correct observed weaknesses, and to influ-
ence the development of learning, in schools throughout a given area or throughout Québec as a
whole;
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ú to report to the population and provide information on the state of education.

If we are to redefine the role of schools to focus on the basics, instil greater rigour, improve cul-
tural content and take action to ensure that they become the centre of the intellectual, method-
ological and social skill development process, we must correct certain practices, and give a new
direction to the process of evaluation.

We believe that corrective action is needed in respect of the summary of progress at the end of
each cycle, the nature and form of the evaluation instruments used, and the format of the report
card, especially at the elementary level.

2.1 Summary of Progress
The final report of the Commission for the Estates General on Education suggested that the
main role of evaluation should be to support student progress, and that it be “used sparing-
ly and not as the goal of the educational process” (page 6).

At the secondary level, it is generally agreed that one of the major causes of repeating, and
thus of failure, non-graduation and dropping out, is the accumulation of academic delays.
Schools must intervene at the right time.We therefore recommend that emphasis be placed
on the summary of progress at the end of each cycle of elementary and secondary school,
so as to identify any areas in which the expected outcomes have not been achieved and
apply the necessary remedial and support measures in all cases, not just for students with
severe disabilities.The introduction of two-year rather than three-year cycles at the elemen-
tary level, and thus the shortening of the stages, as recommended in this report, should make
remedial work easier.The evaluation policies of individual schools should include the meth-
ods selected to prepare summaries of progress and the support measures to be implement-
ed for students who have fallen behind.

The responsibility for the summaries should lie first and foremost with the schools, sup-
ported by the school boards and the MEQ, in accordance with the provisions of the law.

In view of their responsibility for planning, control, evaluation and support to schools, the
school boards should impose uniform examinations in the subjects stipulated in the law,and
draw up five-year plans for measures aimed at supporting evaluation.

Finally, the MEQ should offer general support in the evaluation process, for example,by offer-
ing optional complementary examinations in certain subjects at the end of each elementary
school cycle and by imposing uniform examinations as part of the certification process at
the end of the first cycle of secondary school and at the end of secondary school.

The practice of formative evaluation (evaluation during the learning process) should be for-
mally encouraged, and teacher training programs as well as in-service training for practising
teachers should be designed to help teachers with this basic educational function. It is inter-
esting to note that the English term “assessment”is derived from the French asseoir (to sit),and
thus covers the notion of sitting down with the student to help with the learning process.
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2.2 Changes in the Nature and Form of the Measurement Instruments Used
In recent decades, so-called objective or standardized evaluation, generally using multiple-
choice questions, has come to the fore in Québec as it has throughout the world, particular-
ly in Western countries.

Objective tests, which first appeared during World War I, grew in popularity with the inven-
tion of the mechanized answer sheet correction process. From then on, every field of learn-
ing except vocational education and the performing arts was flooded with multiple-choice
questions.The benefits of “objective” examinations are well known: they are inexpensive to
administer; they can be administered to large numbers of students in similar conditions; they
are reliable; and their results are comparable. In reality, however, the “objective” element is
the marking process, since the questions themselves are not necessarily objective.

It was with the help of objective examinations that countries and provinces were able to
develop generalized evaluation systems, introduce mechanisms at the national (the National
Assessment of Educational Progress in the United States), interprovincial (the School
Achievement Indicators Program developed by the Council of Ministers of Education,
Canada) and international (the International Assessment of Educational Progress) levels, and
provide valuable information on the state of the education system.

However, during the 1980s, objective examinations began to be criticized, especially as a
result of the work of Sizer and Fredericksen in the United States. Under the “WYTIWYG”law
(what you test is what you get), people began to argue in favour of what was referred to as
“authentic evaluation.”Multiple-choice examinations were said to put too much emphasis on
the most easily measured elements of learning, such as knowledge and understanding, at the
expense of more complex intellectual mechanisms such as problem-solving, analysis, syn-
thesis and oral or written expression. Objective examinations were also criticized because
they did not require students to write, thus depriving schools of good opportunities to pro-
mote learning and use of the written language, and because they did not encourage reflec-
tion, since students were not given the chance to explain their answers or expand on their
thinking.

Such criticism was echoed in Québec, and helped reorient the dominant trend of objective
examinations. In 1986, the MEQ became a pioneer in this field, introducing a centrally
marked written French examination (composition) in Secondary V.Since that time, it has also
introduced free-response questions into most of its uniform examinations at the end of sec-
ondary school, in other words, questions requiring short written responses. Even so, such
efforts have remained relatively limited.

Recent developments in the field of evaluation, both in the United States (in performance
assessment) and in Québec, have in fact shown that this process should be taken much fur-
ther.The major changes we recommend in the form and content of programs, which are cur-
rently formulated on the basis of a complex hierarchy of objectives, also suggest a need for
evaluation methods better suited to more rigorous educational standards and designed to
encourage the development of a critical mind and generic knowledge. In other words, we
should be measuring what we value, rather than valuing what we measure.



Thus, we recommend that examinations developed by schools and the MEQ for individual
evaluation of student learning should no longer be “objective” (multiple-choice), but should
instead consist of open-ended questions—in other words, questions requiring answers that
include argumentation, free responses, responses illustrated by data, oral responses, practical
activities, and portfolios, especially in the artistic disciplines. This type of measurement
instrument is better suited to the goals of integrating subjects and developing a capacity for
synthesis which are targeted in our proposed reform.

2.3 The Special Case of the Language of Instruction
The language of instruction, French or English, is vital both as a subject and for cross-curric-
ular learning, since it is a factor in the success of all other learning. Schools play a leading
role in the process of learning to read and write.They have often been blamed for their poor
performance in this area, and one of the criticisms most commonly levelled at them con-
cerns the evaluation of learning in particular.

Schools are criticized mainly for allowing students to move up from elementary to secondary
school and to progress through secondary school even though they have serious difficulties
in reading and writing, and for allowing only the teachers responsible for the language of
instruction to correct linguistic errors and promote language learning. It seems clear that
the problem of learning language, and especially learning to write, will not be solved as long
as it remains the exclusive responsibility of French and English teachers, and as long as the
quality of language is not a concern in other subjects.The quality of the written language
depends on the clarity of the message, the consistency of the text (even if short), the use of
appropriate vocabulary and correct syntax, good spelling and compliance with the rules of
grammar.

We therefore recommend that, from the first cycle of elementary school through to the end
of secondary school, the quality of the written language should be a constant concern for all
teachers and in all subjects, according to an approach known as “literacy across the curricu-
lum.” To enable such a measure to be applied,we propose that teachers,when marking work
in subjects other than French or English, should be asked to give a general opinion of the
quality of the student’s writing.This does not necessarily mean underlining and counting mis-
takes,or going into detail,but it does involve making a comprehensive assessment of the con-
sistency of the student’s writing with the level he or she has reached in the education sys-
tem.

We recommend that, for all written work in all subjects, depending on the nature of the
assignment, up to 5 percent of the marks should be given for the quality of the writing.To
this end, we suggest that the MEQ develop appropriate and easy-to-use appraisal scales for
each cycle of elementary and secondary school, to be used by all teachers for all subjects
other than the language of instruction.We also suggest that teachers responsible for teach-
ing the language of instruction should act as resources for their colleagues.
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2.4 The Report Card
The basic school regulations for the elementary and secondary levels stipulate that parents
should receive at least five reports every year on their child’s performance and behaviour,
four of which must be in the form of report cards. Parents of children in difficulty must
receive a report every month.

The annual number of report cards is not a problem, and we therefore recommend that it
be maintained at its present level (four).

However, the fifth report (which is not an official report card, and which may in reality take
a number of different forms, including that of a letter from the school principal to the par-
ents) seems to be problematical, as does the number of reports for parents of children in dif-
ficulty (one per month) and the fact that the forms used are not always the most appropri-
ate vehicles for the information transmitted. For this reason, we recommend that each
school’s governing board, if it feels such an action is warranted, should establish the format
of all reports other than regular report cards, after consulting the parents.

The most common complaints concern the form and content of the report card itself, espe-
cially at the elementary level, and in particular the so-called descriptive report card. In an
opinion entitled Évaluer les apprentissages au primaire: un équilibre à trouver (1992), the
Conseil supérieur de l’éducation, while asking for the report card to be harmonized with
evaluation practices, recommended that the forms should be clarified and simplified:“It is
important to remember that the report card should contain only a limited number of descrip-
tors, based on the core learning in each subject.” It also asked the Minister of Education “to
remind the school community of certain basic requirements for report cards, including clar-
ity and simplicity.”

In a recent opinion to the Minister on the elementary and secondary school curriculum, the
Fédération des comités de parents asked for more uniformity in report cards, to ensure bet-
ter legibility and presentation. “Evaluation should not only be consistent with program
objectives, but it should also enable parents to monitor their children’s progress, understand
their failings and know where and how to help.”

It should be remembered that the descriptive report card,which does not exist in all schools
because, under the present basic school regulations, the decision of whether or not to use it
is made by the school boards,and whose content, form and size varies considerably from one
school to another, only became widespread in the early 1980s, as a complement to the new
programs and, in the minds of many people, as a way of helping to implement programs that
were based on a complex hierarchy of objectives. Parents often found the reports difficult to
understand and teachers found them difficult to administer.

The Task Force, while attempting to encourage a certain standardization, make report cards
easier to understand for parents, and promote a certain “marking culture”—the emergence
of a minimum implicit social consensus on the meaning of marks—is nevertheless aware
that, in some communities, the status quo should be maintained, since both parents and
schools have agreed on a form of report card that they wish to keep.This is not an attempt
to fix something that is not broken. However, in view of the high level of dissatisfaction in
this area, we believe corrective measures are required.
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For this reason, we recommend that, at the elementary level, the MEQ should propose two
or three model report cards that are simple, clear and easy for parents to read. Schools wish-
ing to adopt another form will have to obtain approval from their governing board after con-
sulting the parents.

There does not seem to be a problem at the secondary level, and there is no need for the
MEQ to standardize the procedure. In fact,because of the uniform examinations and the con-
sequent need for schools to provide percentage marks, the content of the report card has
remained fairly standard over the years.

3. THE CERTIFICATION OF SECONDARY SCHOOL STUDIES
The certification of studies is the method by which the government recognizes successful school-
ing and issues an official qualification—attestation, certificate or diploma—to the students who
meet certain predetermined requirements.Varying levels of social recognition are attached to the
qualifications.The certification of studies generally has the following goals:

ú to ensure that the official qualification is issued on the same conditions and by the same standards
everywhere;

ú to ensure that schools and teachers comply with the courses prescribed by the government and
the compulsory objectives defined in the programs;

ú to obtain quantitative and qualitative information on the individual and collective performance of
candidates.

The conditions in which studies are certified differ considerably from one authority to another,
depending on how centralized the education system is, the value attached to the regulatory func-
tion of evaluation, and the type of information (quantitative,qualitative or none at all) required on
student graduation. In any case, the following strong trends have emerged in recent years.

ú Increasing numbers of countries have centralized and standardized the process used to establish
the conditions for awarding diplomas, especially the secondary school (or high school) diplo-
ma.This is the case, for example, in Ontario’s ongoing reform,and in several American states under
the national Goals 2000 program.

ú Growing numbers of countries now have uniform examinations, especially at the end of sec-
ondary school. In Canada, only Québec and Newfoundland had uniform examinations in 1977.
Since then,other provinces have gradually followed suit,and nine now have them for certification
purposes at the end of secondary school.1 Even Ontario has recently handed over responsibility
for administering a secondary school evaluation program to an Education Quality and
Accountability Office.
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Although official certification is awarded mainly at the end of secondary school—after 11, 12 or
occasionally 13 years of schooling—in some education systems,other recognition is also available
at intermediate stages. Part of our mandate consisted of examining the relevance of awarding
some form of official recognition at the end of the first cycle of secondary school (Secondary III).

Our recommendations on the conditions for the certification of studies at the secondary level are
set out in the following paragraphs.

3.1 The First Cycle of Secondary School  
As is increasingly the case in other countries, in Québec, core basic education will extend
to the end of the first cycle of secondary school.

• Relevance of awarding official recognition

As a part of our mandate, we examined the desirability and relevance of awarding some
form of official recognition, certificate or diploma at the end of Secondary III.

There are a number of arguments in favour of awarding such recognition. It would mark
the end of an important stage in students’ schooling and would certify the acquisition of
the core education provided to all students. Also, students leaving school without a
Secondary School Diploma or Secondary School Vocational Diploma would have some-
thing to show for the substantial portion of schooling they have successfully completed.
Furthermore, some people argue that, in time, such a standing could gain some form of
social recognition and that employers could eventually recognize it as the minimum
employability threshold.

We felt that these arguments provided sufficient reason to reexamine the issue. In the end,
we decided against awarding a Secondary III certificate or diploma because the drawbacks
of doing so outweighed the advantages outlined above.

While such a certificate or diploma could, at the most, win some form of social recogni-
tion, there is no way of knowing what form this recognition would take,nor the rights and
opportunities that students might gain from it. In our view, the very idea of seeking some
form of recognition upon completion of Secondary III is reason enough in itself to reject
it. Indeed, some might interpret this recognition to mean that Secondary III has become
the standard, while in reality there is a continued trend to push the standard up higher, to
the end of Secondary V and even to the end of college.

In our estimation, if we did set requirements for some kind of Secondary III diploma or
certificate, they would be too low for those students who are following the normal route
to the end of secondary school in either general education or vocational education (the
majority), and too high for those students who, either temporarily or permanently, are tak-
ing an alternative route, such as preparing for a semi-skilled trade.As a result, paradoxical-
ly, the very students for whom this Secondary III diploma or certificate would be intend-
ed would have the most difficulty obtaining it.
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Finally, we believe that the education system must make every effort to discourage stu-
dents from leaving school without a minimum qualification. Even if it is of the highest
quality, the core education obtained in the first nine years of schooling is not sufficient to
be acknowledged as a minimum qualification leading to official recognition. Instead,
emphasis must be placed on diversifying options and allowing students, upon completion
of the first cycle of secondary school, to continue in the general education or vocational
education stream, in programs that suit their ambitions and abilities.

As recommended by the Conseil supérieur de l’éducation in an opinion entitled Le deuxième
cycle du secondaire: particularités, enjeux, voies d’amélioration (1986),we believe that,
rather than be marked by some form of official recognition, the end of the first cycle of
secondary school should be a period of intensive evaluation to help students make the
choices becoming available to them as they approach Secondary IV.

• A period of intensive evaluation at the end of the first cycle

In light of this, we recommend that a period of evaluation be introduced at the end of
Secondary III to take stock of student achievement,primarily in the form of external exam-
inations administered under the jurisdiction of:

ú the school board, in the case of language of instruction, second language and mathemat-
ics, in accordance with the proposals contained in the draft bill to amend the Education
Act;

ú the MEQ, for a certain number of subjects determined by the Minister.

We also recommend that an official summary report card based on a standard model pro-
posed by the MEQ be issued by school boards for each student upon completion of the
first cycle of secondary school.

3.2 The End of Secondary School
The Task Force has considered a number of alternatives to the current certification system,
which consists of awarding credits and requiring a pass mark in specific courses. In particu-
lar, we considered the possibility of requiring a minimum annual average for all courses
taken,combined with a pass mark in each individual course.However,we decided that there
would be more harm than benefit in changing promotion practices, and we have therefore
proposed a series of in-depth changes to the current system rather than an altogether new
system.

We recommend that the Secondary School Diploma be issued to students on the follow-
ing conditions:

• that they have accumulated at least 60 credits in Secondary IV and V, out of a
total possible minimum of 72,

including credits for the following:

ú Secondary V language of instruction;

ú Secondary V second language;
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ú Secondary V mathematics (or an equivalent Secondary IV course);

ú Secondary IV history and citizenship education, and Secondary V understanding of the
contemporary world;

ú Secondary IV physical science.

This would bring the requirements for the Secondary School Diploma in to line with the gen-
eral requirements for admission to college.

3.3 Corrections to Certain Certification Practices
Certain certification practices, which have been in existence for nearly 30 years, must now
be modified without delay since they have negative effects on educational activity.We there-
fore recommend that they be changed at once.

• The form of ministry examinations

We recommend that the MEQ maintain uniform examinations, with the results counting
for 50 percent of the final marks, in the following disciplines:

ú In the first cycle: The list of subjects is established by the Minister, taking into account
the draft bill to amend the Education Act, which proposes that the school boards admin-
ister uniform examinations at the end of Secondary III in the language of instruction, the
second language and mathematics.

ú In the second cycle: Secondary V written language of instruction, Secondary IV and V
mathematics, Secondary IV physical science, Secondary IV history and citizenship educa-
tion, Secondary V understanding of the contemporary world, Secondary V chemistry and
physics, Secondary V second language.

In accordance with the orientations described earlier, we recommend that the ministry
examinations gradually move away from multiple-choice (objective) questions to an
approach based on open-ended questions involving argumentation, practical activities, port-
folios and so on.

We believe that this measure, in addition to correcting some of the undesirable effects of
current evaluation procedures, will substantially reduce the biases which have made the
English-speaking community critical of the ministry examinations.

• The marking of examinations

Given the comments we made above on the form of examinations and on the irrelevance of
centralized marking, we recommend that the ministry examinations be marked locally, by
the teachers, using standardized evaluation checklists, according to terms and conditions to
be established locally with the involvement of a group of teachers at the school,school board
or regional level, depending on the situation.We believe the time has come to recognize the
importance of teachers’ judgment in the evaluation process. In an opinion published in
1992, the Conseil supérieur de l’éducation pointed out that, in Québec, the teacher’s judg-
ment had been replaced by a form of evaluation “focused too narrowly on measurement.”
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Such an orientation will require changes to a restrictive provision in the teachers’ collec-
tive agreement, which stipulates that teachers cannot be asked to mark work by students
other than their own. It may also entail new organizational conditions for examination ses-
sions to take account of changes affecting the supervision and marking of examinations.

• The processing of results

Since ministry examinations will be marked locally, we recommend that the MEQ con-
tinue to count the school mark as part of the final mark, but that it abandon the practice
of moderating2 school marks because this involves use of the mark obtained on the uni-
form examination, which is currently corrected centrally by means of a standardized pro-
cess.We believe this measure will make teachers and school principals more accountable
by requiring them to analyze and compare their results and assess their own performance.

We recommend that the MEQ continue to apply the provision in the Education Act (sec-
tion 470) that enables it to raise the marks obtained on a ministry examination in excep-
tional cases, where an examination was incorrectly graded, using a technique known as
conversion,3 but that this technique be used only in extreme cases.

We recommend that the results of uniform examinations, in view of their new form and
the new marking methods, should no longer be used to establish performance indicators for
schools and school boards because they will no longer be comparable for the purposes of
such an exercise. As recommended later in this document,we believe the MEQ should intro-
duce a provincial mechanism for the evaluation of student learning in order to fill this gap.

• French as the language of instruction

French as the language of instruction is particularly important in Québec. In view of the
North American context and the fragility of our linguistic heritage, special protection is
required for the French language in our schools.We believe it is intolerable for young peo-
ple to leave school with a diploma but without the ability to write and speak their own
language properly.A number of the recommendations made in this document have been
designed to improve this situation, and others will be made in the area of evaluation.

A criticism often heard, especially with regard to Secondary IV and V, is that any difficul-
ties the students may have with their writing skills are concealed by the weight given in
the final mark to their results in the reading and oral elements, which are often better.A
number of groups and organizations have also asked the MEQ to restore the uniform read-
ing examination that was withdrawn some years ago.

2. Moderation:An operation by which the MEQ makes school marks as comparable and objective as possible. It consists of increas-
ing or reducing the school mark for each student after comparing it with the results obtained by the student’s class on the school
examination and on the uniform examination. Moderation is possible only when a centrally marked uniform examination exists.

3. Conversion: Due to inconsistencies in an examination, the failure rate may be abnormally high. In such cases the MEQ can correct
the situation, for example by eliminating a poorly formulated question or, if this is insufficient, by converting the results.This consists
of slightly lowering the pass mark and consequently reducing the failure rate.Section 470 of the Education Act states that “the Minister
may, to avoid penalizing the students unduly, revise the results obtained by them in the examinations he imposes, to compensate for
any error or ambiguity in the examinations brought to his attention after they are taken.”



This is how students performed in written French (1995 data):

ú in Secondary III:

62.5 percent obtained a pass mark;
68.8 percent satisfied the requirements for spelling;
47.5 percent satisfied the requirements for syntax.

ú in Secondary V:

77.8 percent obtained a pass mark;
44.5 percent satisfied the requirements for spelling;
42.0 percent satisfied the requirements for syntax.

The syntax and spelling requirements account for only 40 percent of the overall mark.We
can therefore conclude that students are being sent the wrong message when they obtain
a pass mark in French even though they know their grammar and spelling skills are defi-
cient.

The weighting given to the various segments has been criticized, and the preponderance
of oral expression is still considered to be too great.The current weighting is as follows:

writing: 50 percent
reading: 25 percent
oral expression: 25 percent

Some of the conditions for evaluating French as the language of instruction as part of the
certification of secondary school studies should therefore be tightened.

ú Evaluation of reading

We recommend that the MEQ restore the uniform reading examination in Secondary V,
to emphasize the importance of reading in the process of learning the language of instruc-
tion and to help schools evaluate a skill in which specific technical difficulties are encoun-
tered.

ú The weighting of each component

We recommend that the current weighting of each component in the second cycle of
secondary school be replaced at the earliest opportunity by the following weighting,pro-
posed in the 1995 program:

writing: 50 percent;
reading: 40 percent;
oral expression: 10 percent.
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We also recommend that the possibility of applying these same weightings to the first
cycle be considered.

ú Compulsory pass mark in writing and reading

We recommend that a separate pass mark be required in the writing, reading compre-
hension and oral expression components of the Secondary III and Secondary V French
programs, in addition to an overall mark of 60 percent.

The groups from the English-speaking community with which we met told us that it would
not be advisable to propose similar changes with respect to English as the language of
instruction, given that current teaching and evaluation methods are based on the whole lan-
guage approach.They nonetheless believe that it would be useful to look for more appro-
priate ways of assessing the competence of students in their own language.

4. CREATION OF A PROVINCIAL MECHANISM FOR 
THE EVALUATION OF STUDENT LEARNING

In view of the major changes to be made to the marking conditions and examination format used
in the certification of secondary school studies, the examination results can no longer be taken as
a basis for institutional performance indicators.The MEQ must therefore find a way of continuing
to inform the general public, local education authorities and educators about the comparative per-
formance of different institutions, and it must create a provincial learning evaluation apparatus
outside the regular certification process, to serve as a kind of sector-based evaluation mechanism
for the education system.

4.1 Québec: A Tradition
Québec’s elementary and secondary school system has a strong tradition of external evalua-
tion.The uniform examinations at the end of secondary school, also known as the “ministry
examinations,”have been in existence since the early 1930s and have never really been ques-
tioned, even when most other Canadian provinces, for a variety of reasons, decided to drop
them. In 1986, Québec began to publish annual comparisons of the results obtained by
school boards and private schools in the uniform examinations, ahead of most other
provinces and countries, and has been doing the same for its public schools since 1993.

Québec has also taken part in a number of international and interprovincial surveys of edu-
cational performance, including the International Assessment of Educational Progress math
and science surveys, for which Québec coordinated survey administration and results pro-
cessing in Canada, the School Achievement Indicators Program of the Council of Ministers of
Education, Canada, in which Québec was one of the leaders, along with Ontario and Alberta,
the third international mathematics and science survey by the Institute for Educational
Assessment, and various studies on writing and reading with France, Belgium and
Switzerland in particular.

We believe it is important, for the sake of transparency and in the public interest, that
Québec should continue to play an active role in activities of this nature. In addition to the
information it obtains on the performance of its students in different disciplines,which helps
it to orient the system, it also obtains invaluable technical and professional benefits that can
subsequently be applied in its own evaluation programs.
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4.2 For the Creation of a Provincial Mechanism
Earlier, we recommended that the MEQ should make substantial changes to the form and
content of its uniform examinations at the end of secondary school, and that the examina-
tions should in future be marked locally. In doing this, it would sacrifice some of its ability to
compare the results—in particular because of the large number of markers involved—in
favour of a more complex evaluation process.This appears to us to be a major and unavoid-
able change of direction.

To replace the information lost,we recommend that the savings made by the MEQ through
delegation of the task of marking the uniform examinations, and especially the Secondary V
written French examination, should be invested in a provincial assessment administered
annually to representative samples of elementary and secondary school students.The gov-
ernment should provide users with information that is as objective as possible on the results
obtained by the various institutions, and should be able to measure progress over time.

The new mechanism, inspired by the National Assessment of Educational Progress and the
recent English National Assessment, as well as by the evaluations carried out in France by the
Direction de l’évaluation et de la prospective and Ontario’s recently created Education
Quality and Accountability Office, should be responsible for developing an operations plan
for evaluation, leading to the publication of an annual report on the education system simi-
lar to the Annual Report Card in the United States.

The objectives of such a mechanism would be as follows:

ú to improve knowledge of the state of education in Québec;

ú to illustrate the relationship between the resources invested and the results achieved;

ú to provide information for decision-makers;

ú to measure progress over time;

ú to give local authorities sufficient information to enable them to improve educational per-
formance.

We suggest that the MEQ study the possibility of placing such a mechanism under the admin-
istrative authority of an outside body, or at least a ministerial unit with no responsibility for
programs and examinations.

5. UPDATING OF THE MINISTERIAL POLICY ON EVALUATION
The MEQ’s policy on the evaluation of student learning was published in 1981 and has not been
updated since.Yet the social demands on schools have changed considerably in the last 16 years,
and their basic mission is currently being redefined. In the last ten years, progress has been made
in the field of education in general and evaluation has undergone major changes throughout the
world. Moreover, in a field in constant evolution, new solutions to complex problems can now be
explored by means of international government-to-government exchanges through the medium
of telecommunications.
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Evaluation as a field is by no means neutral. It involves different perceptions of education and sets
of very different values. Depending on the approaches used, emphasis may be given to exclusion
or inclusion, success or failure, participation or selection. It is a relative newcomer in the history
of education, and its many different theories and methods favour the proliferation of different
schools and different trends that are not always conducive to equity and equality of opportunity.

For this reason, we believe the MEQ must define a certain number of orientations in the area of
evaluation, and we recommend that it update its policy on the evaluation of student learning.
Such a step received enthusiastic support from many of the educators consulted during our man-
date.“The MEQ should show its colours with respect to evaluation” was a frequent comment.We
feel the MEQ should listen to the education community in general and to teachers, school admin-
istrators and university faculty in particular.

We suggest that the new policy cover the following areas:

ú a definition of evaluation;

ú the guidelines on which the policy is based;

ú the role of formative evaluation and summative evaluation;

ú the need for a summary of progress at the end of each cycle;

ú examination formats;

ú the report card;

ú the role of students (through self-evaluation and peer evaluation), teachers,schools,school boards
and the MEQ in the evaluation process;

ú the provincial mechanism for the evaluation of student learning.
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7
Consequences of
Implementing 
the Proposed
Curriculum Reform

O
ne of the main conclusions to be drawn from the work of the OECD on curriculum
reform  in recent years in various countries is that success cannot be guaranteed if imple-
mentation takes place too quickly and without proper preparation.

Some of the changes we are proposing are major, and they will be phased in over the years if the
requisite conditions are met.We would like to stress that it is the teachers, in their classrooms,
who will implement this reform, and that, to do so, they will require sufficient time and adequate
support.

In this chapter, after a brief description of the main changes required in the programs of study, we
will present a tentative calendar, a description of some of the foreseeable impact on teaching staff
and school organization, and a proposal for reallocation of resources.

1. UPDATING AND REVISION OF THE PROGRAMS OF STUDY
In some cases, the proposals we are making entail major modifications to existing programs of study.
These modifications are outlined in Appendices 4 and 5. Appendix 4 briefly describes the perspec-
tives to be taken into account in revising certain programs of study in light of the advocated
improvement of cultural content and the deficiencies noted.Appendix 5 provides an overview of
the changes to be made to the programs because of their new place in the subject-time allocation.

The proposed changes are clearly not exhaustive; our suggestions are intended primarily as gen-
eral indications on the organization of curriculum content.They should serve as a starting point
for the work of the provincial curriculum board whose creation we suggested in Chapter 5, as
well as that of the groups responsible for developing or revising the programs of study. It should
be noted,moreover, that work is in progress on a number of programs of study, and in many cases,
it is already well advanced and will be very useful in providing follow-up to our recommendations.

2. TENTATIVE CALENDAR
2.1 Report

June 1997: Publication of the report.

August or September 1997: Statement by the Minister announcing her decisions on the cur-
riculum reform (follow-up to the report).

Chapter
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2.2 Basic School Regulations
Introduction of a series of amendments in the fall of 1997. Approval before March 1998, and
gradual application as of July 1, 1998 (the application schedule will be included in the gov-
ernment’s decision).

Principal provisions to be amended to implement the recommendations of the report:

ELEMENTARY SECONDARY
s. 42 Cycles s. 31 Five full days

s. 43 Prescribed time s. 33 Five full days

s. 44 Subject-time allocation s. 35 Subject-time allocation

s. 45 Personal and social education 
and manual activity courses

s. 46 Teaching of a second language s. 43-44 School report

s. 68 Quality of language

s. 51-52 School report

s. 69 Requirements for the awarding 
of the Secondary School 
Diploma

s. 54 Quality of language

2.3 Education Act
To follow up on some of the recommendations of the report, a provision of the Education
Act, section 470 (last paragraph), concerning the moderation of marks on school internal
examinations, will have to be amended.This minor change should be included among the
amendments to be introduced at the National Assembly in the fall of 1997, after the parlia-
mentary commission on the draft bill. If the Minister adopts our recommendation to create
a provincial curriculum board, a legislative amendment to this effect may also be necessary.

2.4 Calendar for the Elementary Level
Deadline for redesign and application of the programs of study (planning and development
framework established by the provincial curriculum board):April 1998.

Final overall deadline for application, in Grades 1 to 6,of the new subject-time allocation and
redesigned programs of study: September 2002.
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End of Production Initial Year Compulsory 
Application

First cycle April 1999 1999-2000 September 2000

Second cycle April 2000 2000-2001 September 2001

Third cycle April 2001 2001-2002 September 2002

2.5 Calendar for the Secondary Level

Programs of study

Deadline for redesign and application of the programs of study (planning and development
framework established by the provincial curriculum board): December 1998.

The dates given below are the dates of generalized application for all redesigned programs
in the cycle. Each school will have to decide on its own implementation schedule, in con-
formity with its obligations related to the new system for the certification of studies.

End of Production Initial Year Compulsory 
Application

First cycle April 2000 2000-2001 2003-2004

Second cycle April 2001 2001-2002 2005-2006

Subject-time allocation

Year of Compulsory Application

First cycle
Secondary I 2001-2002

Secondary II 2002-2003

Secondary III 2003-2004

Second cycle
Secondary IV 2004-2005

Secondary V 2005-2006

Note: The first revised Secondary School Diplomas would be issued in June 2006.

3. IMPACT ON TEACHING STAFF
Changes of the scope we are proposing will not occur without causing a certain amount of
upheaval in the teaching profession: some teachers will have to change subjects, some will have
to upgrade their knowledge in the discipline or disciplines they teach, and it is our belief that all
of them will have to approach the classroom in a somewhat different way because in future some
of the educational content will become the responsibility of all teachers.
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However, the implementation of the various components of the reform we propose will have to
extend over a period of six or seven years, at the same time that a major renewal of the teaching
staff is taking place. It is estimated that over 25 000 elementary and secondary school teachers
will have to be recruited over the next five years.This situation will minimize the impact of the
reform on teachers’ employment security and stability.

3.1 Impact on Positions
Since our recommendations assume the status quo with respect to the total teaching time
prescribed in elementary and secondary school, the total number of teachers will not change
in comparison with the current situation.We recommend the retention of the 450 or so (full-
time equivalent) “reduced-supervision” positions involving work with groups of 20 students
which might have become surplus because of the removal of home economics from the sub-
ject-time allocation and the proposed reduction in introduction to technology. But we will
come back to the question of teaching resources at the end of this section.

First we will look at the fields in which application of the new subject-time allocation will
be likely to affect the teaching staff.

• Elementary school

ú There will be an additional year of English as a second language; staff is expected to
increase.

ú In the arts, even if a number of schools follow our recommendation to concentrate the
compulsory teaching of the arts on music and the visual arts, there should be no signifi-
cant effect on qualified teachers, since people who qualify in drama and theatre are also
qualified in one of the other two disciplines (music and the visual arts).

ú The other changes to the subject-time allocation will affect the way homeroom teachers
use their time and will have no effect on the number of staff.

• Secondary school

The proposed changes will have the greatest effect on the teaching staff in certain fields
in secondary school.

ú There will be elimination of some subjects, and therefore a direct impact on the staff in
fields or fractions of fields associated with home economics in Secondary II,personal and
social education, and career choice education.

ú In the fields involved, the number of teachers aged 50 and over is very high; 25 percent
of the teachers have 30 or more years of experience. During the period from 1989 to
1993, 25 percent of them were teaching in different fields from those they are teaching
in today.We can estimate that one out of two teachers in the fields targeted is already like-
ly to be employed in another field.With respect to career choice education in particular,
we have recommended that equivalent teaching resources be maintained in the schools
despite the elimination of the course and the program.
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ú The teaching staff in introduction to technology (Secondary III) is expected to decrease
(by 15 to 30 percent).

ú There will be an increase in the teaching staff in the fields associated with the following
subjects: French as the language of instruction (a 20 percent increase in the time allotted
in the first cycle) and social studies (the total number of compulsory credits rising from
20 to 24).The proposed changes to geography and the elimination of home economics
should not have any negative impact on the teaching staff, given the significant increase
in history and the introduction of a new course on the contemporary world in Secondary
V, and given the disciplinary versatility of the teachers in the social studies field.The staff
that will be needed to offer a third language is impossible to predict.

• Summary

We should count on maintaining the total current teaching staff. In light of the large num-
ber of departures during the next few years and the versatility of a very large number of
teachers, who could be reassigned to another subject in the same field because of the
broad range of their training or their abilities, we estimate, based on forecasts made by
MEQ experts in light of our proposals, that at most 200 teachers would be placed on avail-
ability during the next few years because of the application of the recommendations of
our report on subject-time allocation.Particularly since the proposed changes will be stag-
gered over several years, it is not unrealistic to think that no teachers will be placed on
availability.

3.2 Impact on Initial Teacher Training
The work undertaken since the early 1990s by the MEQ and the universities to reform ini-
tial teacher training has led to the development and implementation of new initial training
programs for preschool, elementary school and secondary school teachers.

Next September, the universities will also be offering redesigned programs in special educa-
tion.They are currently reviewing the teacher training programs for the arts, physical edu-
cation and second languages. Ministerial guidelines were issued for these programs in
December 1996.

We believe that the general economy of the reform we are proposing and a number of the
recommendations we are formulating support the principles which are the very foundation
of the revision of teacher training programs (integration of programs, importance of general
culture, mastery of the language of instruction, etc.). It seems clear, however, that imple-
menting this reform will require the revision of or significant adjustments to teacher train-
ing programs.

• The principal components of the curriculum reform which will influence teach-
er training are:

ú the abolition of certain compulsory courses;

ú changes to the content of certain programs;
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ú the change in the time allotted for certain courses;

ú identification of cross-curricular learning (in the “program of programs”) to be promoted
by all teachers;

ú the reinforcement of the cultural aspect in all programs of study;

ú the emphasis on more extensive integration of knowledge;

ú the new guidelines for the evaluation of student learning and the certification of sec-
ondary school studies.

• Practical effects of the curriculum reform on the initial training of teachers

The anticipated effects of the proposed curriculum reform on the initial training of teach-
ers include:

ú Reevaluation of some of the training of student teachers enrolled in recently revised pro-
grams, who, if the recommended changes are made to the curriculum, will be preparing
to teach subjects that will no longer be on the subject-time allocation in secondary school
as separate compulsory courses, such as ecology, home economics, and personal and
social education.

ú Reevaluation of some of the guidelines adopted by the MEQ in December 1996 regarding
the initial training of teachers of the arts, physical education and second language, which
the universities are currently using to develop new training programs for these teachers.
The principle of versatility adopted with respect to the preparation of physical education
teachers could be respected. However, the models being developed in the universities
mainly involve subjects whose elimination is recommended or whose place in the cur-
riculum will change substantially (such as physical education/personal education and
physical education/biology).

ú Identification of cross-curricular learning should lead to greater recognition of its impor-
tance in terms of the admission of students to teacher training programs (NICT, general
culture, etc.) and the design of teacher training programs.

ú The need to give student teachers a better general education as a part of their university
studies.This need must also be taken into consideration in the design of teacher training
programs. Adjustments could include activities which would allow future elementary
school teachers to consolidate their knowledge of subject matter and provisions which
would allow future secondary school teachers to use complementary training credits,
whose main purpose is to ensure mobility, for general education purposes.
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3.3 Impact on Professional Development
The final report of the Commission for the Estates General on Education stated that:“the
school networks must take a more serious approach to continuing education for their
staff...Career-long professional development has become something of an inherent require-
ment in the teaching profession, and is necessary if the profession is to be developed...The
Commission suggests that every school body should:

ú encourage its staff to specify their needs;

ú provide access to a variety of training venues and methods and allow the necessary time;

ú value professional development by peers and the use of practical expertise;

ú engage in joint projects with different partners, including universities;

ú and pursue clear goals of reapplying what is learned to actual practice” (p. 40-41).

We believe that the main professional development needs, as they relate to our recommen-
dations, are:

ú for all teachers, professional development on cross-curricular learning;

ú upgrading in the subject taught, following changes to the programs of study;

ú retraining for teachers of subjects whose place in the subject-time allocation will change sig-
nificantly.

Beyond the teacher training and professional development needs created by our proposed
changes to the curriculum, the huge challenge facing elementary and secondary schools will
be that of developing a professional development culture. Such a culture is wanting at the pre-
sent moment.There are many reasons for this state of affairs, including the limited role assigned
to teachers as appliers of the curriculum and the current model for organizing school time,
which makes it difficult to schedule weekly teachers’meetings.Professional development is the
responsibility of every teacher,but school administrations must promote it,support it and make
it possible in their schools by emphasizing its importance.

4. IMPACT ON WORK ORGANIZATION IN SCHOOLS
In Chapter 2, we mentioned the need to find ways to use school time more effectively and sug-
gested that the dominant time organization model needed to be seriously questioned. It seems to
us that the alternatives must be based on cooperation among teachers in the school and a com-
mitment to making certain kinds of learning part of school life. In short, they must include more
flexible and less compartmentalized ways of determining teachers’ tasks, to permit a less mechan-
ical organization of learning time and sequences.
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Diversification of tasks and enrichment of the general functions of the teacher so as to permit
diversified, innovative models for task allocation would be desirable. Such changes would have to
be based on needs identified by the school and agreed upon using a consensual approach.

Particularly in the context created by the provisions of the draft bill amending the Education Act,
some of our recommendations will pose unprecedented challenges to school staff, and to teach-
ers in particular. We believe that these challenges will be difficult to meet if the task allocation
parameters remain as rigid as they are at present and if relations between teachers and school
administrators are not significantly modified.

5. REALLOCATION OF CERTAIN RESOURCES
We have already established that the application of the proposed curriculum will be done with
“constant resources,” and that a limited number of teachers will have to teach in another field
because of changes to the subject-time allocation.

We also wish to call attention to another situation: the elimination of home economics in
Secondary II and the reduction,by at least one-third,of student enrolment in introduction to tech-
nology in Secondary III, since these will be “reduced-supervision” courses given to groups of 20
students (rather than the standard 30).This will result in a reduction equivalent to 450 teaching
positions.

We recommend that the resources recovered as a result of these changes continue to be allo-
cated for teaching staff and used for:

ú supervision of students during educational and vocational information activities organized by the
school;

ú professional development for teachers, particularly in the area of cross-curricular learning, the
“program of programs,”and teacher participation in the overall educational project of the school.

6. IMPACT ON SCHOOLS
School is the place where students develop their personality and form their identity.What they
study, whom they meet, everything that goes on in a school contributes to this process. But the
atmosphere that exists in the school is also a key factor. In fact, it often conditions students’ aca-
demic performance. It is in school that students learn to interact with others and respect their dif-
ferences. Life in school is therefore an introduction to life in society.This mini-society will allow
each individual to fully express his or her own potential only if it has the following features.

ú Each school must be a vibrant community.This vibrant community must exist first and foremost
in the classroom, where students want to be respected, stimulated and supported. Students are
keenly aware of arbitrary decisions, injustices, and inequalities.They are quite willing to comply
with demands and authority, provided they are based on competence. Their relationship with
their teachers has a significant, almost disproportionate influence on their performance, because
if it does not exist, they cannot learn. If there is a problem in this relationship, they cannot be
taught as well or even at all. A school must also be a vibrant community in its cultural, sports,
social and extracurricular activities.These activities allow students to cultivate friendships with
classmates which, during their teenage years, will in many cases be their only motivation to stay
in school.
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ú Each school must be a small-scale democratic society. In school, the rights and freedoms of each
individual must take into account others’ rights and freedoms: individual differences must be
respected and common rules established. Such a school promotes solidarity and rejects intoler-
ance, violence, arbitrary decisions, intimidation and authoritarianism. In order to promote stu-
dents’ intellectual development, this small-scale society must be civilized. In other words, it must
guarantee respect and safety for all its members.

ú Each school must be a network within which teachers and school administrators communicate
openly.There is general agreement that quality leadership by the school principal is one of the
key factors in school effectiveness. School principals can make qualitative improvements in their
schools, but only insofar as they work in tandem with teachers and teachers themselves work
together as a team.“When teachers define their role only in terms of the subject they teach,when
they do not collectively reflect on the problems they experience in the classroom or in the
school, their students’ results will not be as good as when teachers actively communicate among
themselves, with their students and with their administrators” (Alain Touraine, Pouvons-nous
vivre ensemble? Égaux et différents [Paris: Éditions Fayard, 1997], p. 338).

The devolution of powers to schools, as announced in the draft bill to amend the Education Act,
is intended to reinforce the role of schools by making them the front line for decision-making and
organization, but not just for administrative decision-making. New powers are granted to schools
so that school teams can have greater, more definitive leverage to collectively take charge of stu-
dents’ education and create an environment conducive to learning. To produce their intended
results, our proposals for curriculum reform also call for establishing a real network for commu-
nication and collaboration and for creating a vibrant, civilized environment within the school.

To reinforce the role of our schools, we must first reaffirm their mission.
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1
Mandate of the
Task Force on Curriculum 
Reform (Elementary and
Secondary School)

I. BACKGROUND
In the education system, the curriculum is composed of a set of elements which determine the
content that is taught to students, and more particularly the subjects included in the student
timetable, the time allotted for each subject, the programs of study, evaluation (including the
requirements for admission and successful completion), the certification of studies and the rela-
tionships of branches (and “bridges”).

To prepare tomorrow’s citizens for the challenges of the next century, most industrialized coun-
tries have carried out an in-depth review of their elementary and secondary school curricula, or
are on the point of doing so.This is particularly clear in an OECD report published in 1994, enti-
tled The Curriculum Redefined: Schooling for the 21st Century.

In Québec, the final report of the Commission of the Estates General on Education recommend-
ed that the elementary and secondary curricula should be restructured, with special emphasis on
the need to improve the cultural aspect and to refocus on essential learning.

II. CREATION OF A TASK FORCE
WHEREAS the main elements of the curriculum have not been changed substantially for more
than 15 years;

WHEREAS it is necessary to review curriculum content in order to:

ú refocus on essential learning;

ú improve the cultural aspect;

ú introduce more rigour;

ú and adapt it to social and economic changes;

WHEREAS no student should leave the education system without proper preparation for life in
society and for the labour market;

WHEREAS schools must be better equipped to solve the problems of repeating and dropping out
and the high failure rate among boys;

Appendix
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WHEREAS the school population is becoming increasingly diversified, in particular due to the con-
tribution of the cultural communities;

WHEREAS the renewed elementary and secondary curriculum should give more leeway to
schools and more professional autonomy to teachers, and should foster greater interdisciplinarity
or integration of subjects;

WHEREAS the new curriculum content must be applied at the beginning of elementary school as
of September 1998;

A task force is hereby formed, with the mandate of proposing recommendations to the Minister
concerning the changes to be made to the elementary and secondary school curricula in order
to satisfy the demands of the 21st century.

III. MANDATE OF THE TASK FORCE
The task force must:

A. Propose the changes to be made to the elementary and secondary school curricula, with empha-
sis on the following elements.

• Overall content

ú Define the educational mission of schools and the major fields of learning at the ele-
mentary and secondary levels, and propose a balance between these broad fields in light of
the orientations recommended by the Commission for the Estates General on Education.

ú Define the learning profiles for each cycle of elementary and secondary school, in partic-
ular by validating those proposed in the Corbo Report.

• Subjects taught

ú Identify the core subjects for all students in each cycle of elementary and secondary
school, giving reasons for any proposed additions or withdrawals, as well as the optional
subjects at the elementary and secondary levels.

ú Establish the content to be addressed across the curriculum, and the content best suited
to extracurricular activities (generally outside the school).

ú Suggest the place to be occupied by the language of instruction and the second lan-
guage, history and civic education, and propose methods to promote the learning of a
third language.

ú The task force must consider the provisions of the regulations of the Catholic and Protestant
Committees concerning the place of moral and religious education in the timetable.
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• Teaching time

ú Suggest the percentage of time to be set aside for the different subjects at each cycle of ele-
mentary and secondary school, within the framework of the overall time currently pre-
scribed in the basic school regulations.

• Diversification of educational paths

ú Pay particular attention to the academic progress of students from Secondary III onward,
in light of the following three possibilities:

• the pursuit of higher education;

• a professional qualification;

• life skills and work skills education (for students who need access to individualized paths 
for learning prior to Secondary III).

• Programs

ú Which programs should be revised in priority?

ú Should their overall presentation be revised?

• The policy concerning evaluation of student learning and certification of studies

ú What rules should govern success and certification?

ú Should a diploma (or any other form of official recognition) be awarded after Secondary III?
Should some form of official recognition be given to students who do not satisfy the require-
ments of Secondary III?

ú Should certain rules or practices concerning the certification of secondary studies be
reviewed?

ú Should the Secondary School Diploma be considered simply as certification for a given level
of education, or should it also guarantee direct access to college?

ú Should the report card be revised?

B. Make recommendations on the mandate and operation of a provincial curriculum board.

In its work, the task force should take account of the effects of its proposals on the teaching
staff.
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IV. COMPOSITION OF THE TASK FORCE
ú Mr. Paul Inchauspé, chair, former principal of the CEGEP Ahuntsic. He was a member of

the Commission for the Estates General on Education and the Corbo Task Force on
Elementary and Secondary School Profiles.He is also a past member of the Conseil supérieur
de l’éducation.

ú Ms. Marcelle Beaulieu, teacher with the Commission scolaire Des Mille-Îles (École Marc-
Aurèle-Fortin).

ú Ms. Jeanne-Paule Berger, director general of the Commission scolaire de la Neigette in
Rimouski. She has a Master’s degree in ethics and is an active participant in many regional
social development activities.

ú Ms. Christiane Lalonde, secondary school teacher with the Commission scolaire Vallée-
de-la-Lièvre (École Hormisdas-Gamelin, Buckingham).

ú Mr. Jean-Robert Derome, head of the Physics Department, Faculty of Arts and Science,
Université de Montréal.

ú Mr. Charley Levy, assistant director general of the Protestant School Board of Greater
Montreal.

ú Mr. Paul Vachon, executive consultant,ministère de l’Éducation,where he has held a num-
ber of positions related to educational services over the last few years.

V. SCHEDULE
Preliminary report: March 31, 1997

Final report: June 2, 1997
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2
The
“Program
of
Programs”

T
he curriculum reform outlined in this document proposes that all compulsory content
should be transmitted in two ways: through restructured programs of study and through
teaching across the curriculum.

We propose that the cross-curricular content to be taught in Québec’s schools should be outlined
in a document that we have called the program of programs, aimed at teachers and other cate-
gories of school staff with student-related responsibilities. All educators, to differing degrees
according to their role at school and the discipline or disciplines they teach, will be professional-
ly responsible for helping students to develop the skills or attitudes contained in this “program.”

The content of the proposed document is outlined below. A separate document could be pro-
duced for the elementary and secondary levels,making the necessary distinctions to take account
of different student age groups.Appendix 3 of this report outlines the some of the content that
we propose should be taught across the curriculum, together with their main links to the pro-
grams of study.

CONTENT OUTLINE FOR THE “PROGRAM OF PROGRAMS”

1. INTRODUCTION
A) What Is the “Program of Programs”?

Definition, goals, people addressed, links with programs.

B) Basic Positive Attitudes to Knowledge in General 
Nurturing of students’ intellectual curiosity, willingness to work, attention to detail, ability to
think for themselves, love of learning. Implications for teachers in their relationships with
students in disciplinary and non-disciplinary situations.

C) Values in Schools
What values? How should they be taught? How should they be put into practice?

Appendix
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2. IDENTIFICATION OF CROSS-CURRICULAR LEARNING AT THE ELEMENTARY
(OR SECONDARY) LEVEL

A) Intellectual Skills
An understanding of phenomena and situations, and the development of a critical mind.

Analysis and synthesis skills.

Problem solving skills.

The capacity to undertake a project and follow it through to completion.

Development and use of the memory.

Creativity and exercise of the aesthetic sense.

Communication skills.

Assessment and self-assessment skills.

B) Methodological Skills
The capacity to understand rules and apply them, and to formulate one’s own rules.

The capacity to identify and use appropriate sources of information.

The capacity to use appropriate methods to process information (with emphasis on new
information and communications technologies).

The capacity to organize work to meet deadlines.

The capacity to work as part of a team.

C) Social Skills
Everyday application of the rules of life in society.

Intercultural education and respect for differences.

An aesthetic and moral sense.

Application of rules for the preservation of good health.

Environmental education.

An open attitude to international understanding.

Media education.

D) Language-Related Skills
A general statement.

An explanation of the “literacy across the curriculum” approach.

The contribution of all disciplines and activities, and of all teachers.

Some examples.
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3
Guidelines to Help Define 
the Content Corresponding 
to Cross-Curricular
Learning

T
his section describes a number of elements to help define some of the skills we suggest
should be taught across the curriculum.In each case,we make a short statement to show
why and from what perspective we feel they should be included.We also suggest some
elements of content to be introduced into the programs in cases where we feel learning

across the curriculum should be based on specific knowledge to be made available to all students.

It goes without saying that this document contains preliminary orientations only. Further work,
enhancement and clarification are required, in particular to differentiate objectives at the ele-
mentary and secondary levels.

CONSUMER EDUCATION
PERSPECTIVE
In the latter half of this century, consumption has, in many respects, become a way of life.
With globalization, societies end up adopting general practices designed basically to achieve
the same goal, i.e., to encourage consumption in economically profitable sectors, mainly
goods and services.The clear trend towards shaping behaviour through production and mass
consumption has been the subject of numerous debates in which the education community
has taken part because of its responsibility to educate free, critical and responsible human
beings.

It is not the job of schools to put the consumer society on trial. However, they do have the
responsibility of making young people aware of practices likely to undermine their inde-
pendence, harm their health or the environment, destroy their critical abilities and prevent
them from discharging their responsibilities as full members of society. The educational chal-
lenges facing schools in this respect are considerable, and the issues involved are significant.
They involve preparing the younger generation to act independently and wisely when
preparing for the economic, social and cultural life of tomorrow.

PROGRAMS IN WHICH THE SUBJECT SHOULD BE ADDRESSED 

Elementary school. History, Geography and Citizenship Education.

Secondary school. History and Citizenship Education,Understanding of the Contemporary
World.

Appendix
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CONTENT ELEMENTS
Contemporary economies. Characteristics of the consumer society. Marketing logic and
media strategies.Alternatives to the consumer society at home and abroad. Effects of goods
and services on health.Production,consumption and environmental protection.Budget man-
agement.

CROSS-CURRICULAR LEARNING
Learning to choose wisely. Learning to become informed consumers. Respecting health and
the environment. Developing a critical approach to advertising. Determining the
quality/price ratio in sports equipment, choosing leisure activities and cultural products.

HEALTH EDUCATION
PERSPECTIVE
Good physical and mental health is a decisive factor in the human condition.While this broad
statement is applicable to everyone, its scope is determined by the specific context in which
we as individuals live.

In our post-industrial societies, the organization of work, our lifestyles and our values have a
direct impact on our health.Although some people claim that this impact is purely positive,
numerous studies have shown that nothing should be taken for granted. It would be wrong
and unrealistic to claim that human health is improving in a constant and linear fashion.

Young people are not immune to poor health.Although not restricted to a given age group,
the health problems that affect them occur during a period of growth and dependency in
which they are particularly vulnerable. In light of this, the role of schools should be one of
understanding and prevention. It is from this standpoint that they can best contribute, by
helping students to develop as human beings and making them aware of their present and
future personal and social responsibilities in the field of health.

PROGRAMS IN WHICH THE SUBJECT SHOULD BE ADDRESSED
Elementary school. Physical Education; Science and Technology.

Secondary school. Physical Education; Science and Technology; Physical Science.

CONTENT ELEMENTS
Personal hygiene and public health. Diet. Psychotropic drugs. Use of medication. Emergency
care in accidents. Sexually transmitted diseases. Prevention of unwanted pregnancies.

CROSS-CURRICULAR LEARNING
Acquiring healthy dietary and consumer habits and a healthy overall lifestyle. Developing an
approach based on prevention and safety. Learning to adopt healthy, stable rules in life.
Respecting the environment. Preventing distress and managing stress. In cooperation with
the relevant school and school board services.
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ENVIRONMENTAL EDUCATION
PERSPECTIVE
Throughout history, the development of knowledge has led to an increase in production
capacities and an improvement in living conditions. Since industrialization first began,
human beings have applied their productive capacities without always considering the
effects.Observation has shown that, in many situations,humans have come into conflict with
their environment. In many cases, the balance is destroyed at the expense of environmental
quality. It has therefore become necessary to take a critical look at the development logic
applied in the past, and its effects on an environment of which human individuals form an
integral part.

Environmental education is designed to bring individuals into harmony with themselves and
with nature, as members of a community and of the human race. It is also designed to pro-
vide knowledge and encourage behaviour that will lead to fair and sustainable development,
respectful and considerate of the function of the ecosystems in which we live, and of the
importance of maintaining their balance. On the macrocosmic level, its goal is to emphasize
our shared dependency on the biosphere and our responsibility for the future of the planet
Earth.

PROGRAMS IN WHICH THE SUBJECT SHOULD BE ADDRESSED
Elementary school. Science and Technology; History, Geography and Citizenship
Education.

Secondary school. Science and Technology;History and Citizenship Education;Geography;
Physical Science; Understanding of the Contemporary World.

CONTENT ELEMENTS
Stages in the formation of the Earth.Organization and diversity of the living world.Biological,
physical and chemical components. The population of space. The food chain. Pollution.
Economic and industrial development, and conservation policies. Energy expenditure and
savings. Heritage protection measures. Sustainable development, ecosystems and the bio-
sphere.

CROSS-CURRICULAR LEARNING
Acquiring healthy habits.Developing responsible consumer practices.Respecting the school
and community environment. Developing a critical sense with respect to the media.
Formulating problems and possible solutions.

CITIZENSHIP EDUCATION
PERSPECTIVE
In a pluralist society such as ours, the search for and promotion of shared values is part and
parcel of the process of constructing and developing a democratic space in which the pop-
ulation as a whole is entitled to live. It is from this standpoint that the task of preparing
young people to play their role as free and responsible citizens can be regarded as a social
and political commitment to be made by our institutions, and especially by our schools.
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Citizenship education can be viewed as one of the fundamental elements in the overall mis-
sion of a democratic school. Its goal is to make individuals aware of their rights and respon-
sibilities towards others and towards society in general. Schools, in their role as educators of
independent citizens, should also prepare their students to be active members of society, by
helping them develop critical minds and respect for others. Citizenship education is
designed to enable students to master the skills they need to defend and promote demo-
cratic values and human rights, both at school and in society, and to demonstrate social soli-
darity and an understanding of other countries and other cultures. It is based on knowledge
of past and present society, and on a certain view of the society of the future. It also covers
the rules of life in society, the relationships between human individuals and between human-
ity and the environment, and the influence of the media on the process of constructing rep-
resentations of life in society. It touches upon the history of ideas and relationships between
states, peoples and nations. It is part of a dynamic of social inclusion, and its content and
activities are a source of dialogue and sharing for all, without exception.

PROGRAMS IN WHICH THE SUBJECT SHOULD BE ADDRESSED
Elementary school. History, Geography and Citizenship Education.

Secondary school. History and Citizenship Education; Geography; Understanding of the
Contemporary World.

CONTENT ELEMENTS
Birth and evolution of different types of democracy. Operation of democratic institutions
(political, judicial and administrative).Human rights instruments and protective mechanisms.
Collective lifestyles and values: local, regional, national and international issues.

CROSS-CURRICULAR LEARNING
Proficiency in the shared public language. Peaceful conflict resolution. Inter-peer coopera-
tion. Understanding of the rules governing life in society. Civic responsibility.An open atti-
tude to cultural pluralism.

MEDIA EDUCATION
PERSPECTIVE
The media are a set of technical devices which serve to transmit mass information.They can
be used to disseminate standard messages simultaneously to large numbers of consumers in
different locations. Most are based on a logic of mass communication and have a consider-
able impact on our representations of reality, so much so they are described by some people
as opinion makers.We consult many of these media on a daily basis, to enrich our knowledge
and discover new horizons.

Everyone agrees that the media contribute significantly to the development of children’s per-
sonalities and values.They have become reference points outside the family and the school.
They are attractive and use images, sounds and words well suited to a young audience, cre-
ating a form of parallel culture. However, it is a culture that develops and infiltrates without
the educational supervision that would give the young recipients sufficient time and space
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to think about the values being conveyed. Schools, in their desire to create an educational
environment in which they can train free, critical and responsible citizens, cannot ignore the
influence of the media on the children and adolescents who will be members of tomorrow’s
democracy.

PROGRAMS IN WHICH THE SUBJECT SHOULD BE ADDRESSED 
Elementary school. Language of instruction; History, Geography and Citizenship
Education.

Secondary school. Language of instruction; History and Citizenship Education;
Understanding of the Contemporary World.

CONTENT ELEMENTS
Media technologies, categories and language.Techniques. Methods of deciphering and ana-
lyzing content. Knowledge of media sources. Regulations and controls.

CROSS-CURRICULAR LEARNING
Developing a critical mind.Learning to communicate and transmit messages. Introduction to
media production.

EDUCATIONAL AND VOCATIONAL INFORMATION
PERSPECTIVE
Throughout the world, education systems are being reformed with a view, among other
things, to giving young people the best possible preparation for the labour market.This is a
complex and demanding goal, on a scale with the new configurations generated by eco-
nomic globalization.

Academic choices partly condition the choice of a trade or occupation.At the same time, new
production activities are being generated by the new demands of economic and social devel-
opment, although it is difficult at the present time to forecast their full scope and number.

It is within this new context,marked by a diversification of production methods, the creation
of new specializations and increasing professional mobility, that schools are being asked to
guide students in their academic and vocational choices.Their goal is to help students grad-
ually anticipate the future and select the path that best corresponds to their capacities and
interests in a world that is undergoing far-reaching change.
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PROGRAMS IN WHICH THE SUBJECT SHOULD BE ADDRESSED
The subject is addressed in activities organized by the school.

CONTENT ELEMENTS
History of trades and professions.The economic situation and the labour market.The employ-
ment situation by trade and by occupation. Economic situation and employability forecasts
by sector. New labour configurations. Market saturation and openings. Causes of job losses.
Unstable employment.The public, private and community sectors.

CROSS-CURRICULAR LEARNING
Developing a desire to succeed academically. Developing the ability to make links between
academic learning and employment. Acquiring a good knowledge of the labour market.
Participating in recurrent and periodic activities organized by the relevant school and school
board services. Supervision will be the responsibility of the guidance counselling and edu-
cational and vocational information services.

INTERCULTURAL EDUCATION
PERSPECTIVE
Cultural diversity is one of the characteristic features of contemporary society. It will proba-
bly be accentuated in the future, as travel becomes easier and more frequent. One of its con-
sequences is the continual transformation of the social fabric in host societies.While it forms
a dynamic that provides mutual enrichment, it also means that the population as a whole
must find ways of adapting, with proper regard for shared values and the specific features of
the various cultural communities.

Schools are one of the most important elements in the process of welcoming and assimilat-
ing cultural diversity, and provide a laboratory for intercultural exchange and communica-
tion. Schools bring together different identities that are otherwise scattered anonymously
through society.The cultural pluralism that has become such a feature of modern schools
will undoubtedly increase in the future. Consequently, new approaches tailored to the situa-
tion are needed to ensure that schools become a focal point in the process of learning to live
together with proper regard for the values of a democratic society.

PROGRAMS IN WHICH THE SUBJECT SHOULD BE ADDRESSED
Elementary school. French as the host language; History, Geography and Citizenship
Education.

Secondary school. Language of instruction and second language; French as the host 
language; History and Citizenship Education; Geography; Understanding of the
Contemporary World.Activities organized by the student services.

CONTENT ELEMENTS 
Knowledge of population movements and shifts. Causes of immigration and emigration.
Native peoples. Human rights instruments. Literary, technological and artistic production by
cultural communities in Québec and abroad.
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CROSS-CURRICULAR LEARNING 
Awareness of the importance of dialogue and tolerance. Knowledge of the media.
International understanding.

INTERNATIONAL UNDERSTANDING
PERSPECTIVE
Human beings have long been trying to express their creativity in a universal language.
Individual originality is applied to a search for meaning that is the lot of the human condition.
However, obstacles have often been encountered, forcing the world to the brink of irre-
versible disaster. The awareness of this danger and the need to construct a shared identity
clearly illustrate the necessity of adopting an open and understanding approach to the world.

The main goals of education in international understanding are to make individuals aware
that they belong to a group known as humanity, and to create accepted interdependencies
between individuals, peoples and nations. It is part of a dynamic generated by the globaliza-
tion of social, political, economic and cultural relations, and aims to illustrate the issues and
analyze their effects. Consequently, it can make a significant contribution to the emergence
of a global awareness and can play a role in the international community’s efforts to build
peace.

PROGRAMS IN WHICH THE SUBJECT SHOULD BE ADDRESSED
Elementary school. History, Geography and Citizenship Education.

Secondary school. History and Citizenship Education; Geography; Understanding of the
Contemporary World.

CONTENT ELEMENTS
Territorial conflict and peace negotiations. Birth and evolution of international governmen-
tal and non-governmental organizations. Notions of international law, human rights, humani-
tarianism and world trade. Population movements. North-South and East-West relations.
Interdependency.Characteristics of the globalization of economies and communications.The
position of Québec and Canada in the world. Main challenges.

CROSS-CURRICULAR LEARNING
Respect for difference. Discovery of cultural diversity. Knowledge of the media. Community
commitment.

METHODOLOGICAL SKILLS
The term “methodological skills” means the ability to work attentively, carefully, methodical-
ly and effectively.

Such skills facilitate the development of rigour and discipline as well as the ability to identi-
fy relevant sources of information for a given activity.They enable students to organize their
school work methodically by using different techniques and technologies in support of their
thinking. In addition, they foster the ability to communicate the results of work clearly.They
are a factor in student motivation and success in school.
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Methodological skills can be developed in all disciplines, depending on their goals.The best
approach to the acquisition and transfer of such skills in all areas of life at school is a gradu-
al one that takes account of the age-related capacities of the students.

CAPACITY TO UNDERSTAND AND APPLY RULES AND INSTRUCTIONS 

Elementary School
The ability to present and organize work carefully, rigorously and coherently, and to meet
deadlines.The capacity to take notes.The ability to share and distribute tasks when working
in a team. Knowledge of and compliance with the rules of speaking in a group.

Secondary School
The ability to select appropriate methods, techniques and tools for the work.The capacity to
take detailed notes.The ability to draw up a detailed work plan.The ability to plan work over
time to meet deadlines. Knowledge of and compliance with established procedures when
working in a team.

CAPACITY TO USE AND PROCESS INFORMATION 

Elementary School
The ability to identify and consult different sources of information.The ability to collect and
classify information and reorganize it according to the work to be done.The capacity to use
technology to collect and process information, including calculators, the media and com-
puters.

Secondary School
The ability to access different types of information (texts, figures, databases, pictures and
sounds) using computer-based systems.The capacity to select complex information accord-
ing to a predetermined plan.The ability to compare and validate test information accurately.
The ability to use multimedia comfortably.

CAPACITY TO COMMUNICATE RESULTS 

Elementary School
The ability to explain the stages of a research project and to communicate the results.The
ability to construct simple argumentation.The ability to use technology to illustrate assign-
ments, including an LCD projection panel, a video, multimedia and computers.

Secondary School
The ability to apply work presentation methods according to the demands of the discipline
concerned.The ability to prepare a short introduction.The capacity to use communications
strategies adapted to the audience.The ability to use new information and communications
technologies in presentations.
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NEW INFORMATION AND COMMUNICATIONS TECHNOLOGIES 
In view of the plan recently proposed by the Minister for new information and communica-
tions technologies (NICT), and the recent opinion of the Conseil supérieur de l’éducation on
the subject, we feel it is necessary to emphasize the methodological skills component.

Perspective
Over the last century, the field of information and communications has developed to a
remarkable degree. Its expansion is due mainly to the growth in new technology,which now
provides access to unprecedented amounts of knowledge. In the space of 30 years, the world
has produced more information than in the preceding five thousand years.We must there-
fore learn to manage this vast inventory and to select elements according to our require-
ments.

NICT have infiltrated our lives extensively, forcing us to adopt a clear-minded attitude to their
possibilities and to the mentalities and values that they may influence and even change.We
must understand and learn their language and tools,because they evoke representations that
have an impact on how we think and communicate with others.

The technological culture now seems to be a fact of life, and schools must play an active role
in disseminating it as part of their overall mission of training free, responsible and competent
individuals. The amount of knowledge accessible through NICT must be assimilated and
placed in perspective. NICT should be used to help students progress, and students must
learn to use them effectively and efficiently.They should also be used to help students per-
form complex tasks, process information and communicate using media that facilitate the
development of working methods, a creative spirit and an ethical and critical approach.

Content Elements
History and development of NICT.Notions of system.Language.Knowledge and use of media
(software, educational software), techniques, multimedia, electronic mail and World Wide
Web sites.

Cross-Curricular Learning
Learning to use new technologies in different learning and communications situations.
Developing effective working methods.
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4
The Programs of Study:
Proposed Changes to Improve
Cultural Content and 
Correct Deficiencies

I
n some cases, the proposals we are making entail major modifications to existing programs of
study or the development of new content.This appendix briefly describes the perspectives
to be taken into account in revising certain programs of study in light of the advocated
improvement of cultural content and the deficiencies noted.

Our observations about the deficiencies noted in the programs and our suggestions for enriching
their cultural content do not cover all subjects. In the case of some subjects, only one of the
aspects has been considered, while for others, the comments deal with both deficiencies and cul-
tural content.For a more detailed discussion of the changes we advocate, field by field,please refer
to Chapter 3.

We have focused our attention primarily on the following points.

Languages

French as the Language of Instruction

• Deficiencies

The new programs of study that have been implemented in the past two years are more demand-
ing than earlier programs,since their content has been enriched.The elementary school program
places more emphasis on reading and writing (syntax, vocabulary); grammatical terminology is
presented; indications are provided concerning the order of complexity of the texts to be stud-
ied.The secondary school program calls for increasing mastery of the written language through
more sustained attention to reading and writing; it advocates a more systematic concentration
on the use of language in the texts studied and on the structure of the texts, and gives increased
importance to reading works of literature.

This last point can be stressed,as we suggest below,but the rest of the program does not require
much in the way of new readjustments.The readjustments already evident in the new program
represent a major change, compared with the previous program, and meet the expectations
expressed repeatedly during the Estates General on Education.They should help teachers cor-
rect the deficiencies revealed in recent international studies showing a poor performance by
Québec students in comparison with students in other French-speaking countries, in particular
the significant deficiencies in grammar and spelling.

Appendix
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• Improvement of cultural content

The most recent revision of the secondary school program is explicitly aimed at introducing
students to the cultural richness of the literary heritage of Québec and the rest of the French-
speaking world. For this reason, a larger place is given to literary works. During their five years
of study, students must read a minimum of 20 works of literature. Moreover, these works are
studied for their own sake, not merely as examples of writing. Compared with the previous sit-
uation, there is now an emphasis on the cultural perspective. But we feel that the situation can
be improved in the following ways.

ú A body of literary works has been established (see Michelle Provost,De la lecture à la culture,
Sélection commentée d’ouvrages de fiction pour le secondaire [Montréal:SDM,1995]). It con-
sists of nearly 300 works of narrative literature; about 60 percent of them are texts from
Québec literature and about 20 percent are major French-language classics from outside
Québec.This body of literature should be reduced to 100 works, and 50 percent should be
French-language texts from outside Québec. Some of the works could also be translations of
major literary works whose reputation has endured the test of time.The study of the cultural
expressions of the language of instruction should not be limited to our own geographical area:
the culture to which we belong is much vaster than that.The body of literature studied should
include poetry and drama to encourage students to become familiar with famous plays and
great classics of poetry in the French language.

ú The body of work to be studied in each grade or cycle should include works whose study
familiarizes the students with a variety of genres and provides them with a historical frame-
work.This framework should facilitate integration of some of the content of history and art his-
tory courses.

It would also be an excellent idea to establish a similar body of literature for elementary
school, consisting of works for children and including poems, rhymes and songs.

English as the Language of Instruction

• Deficiencies

In consultation with a number of representatives from various sectors of the English-speaking
community, including the business sector,coordinators at the MEQ are in the process of redefin-
ing the minimum competence level expected at the end of secondary school in the case of stu-
dents for whom English is the language of instruction.

• Improvement of cultural content

We believe that the above policies on French as the language of instruction with respect to lit-
erary content should also apply to English. It should be noted, however, that the teaching of
English in Québec has traditionally emphasized the study of literature.

Modern Languages

Foreign language programs (Spanish, Italian, German, etc.) to be developed will contain com-
ponents related to the civilization in question: the country where the language is spoken, the
principal writers and works of literature, documentary publications, etc.
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Mathematics, Science and Technology

Mathematics

• Improvement of cultural content

Mathematics is hardly ever presented from a historical standpoint. Instead, the subject is taught
as though geometry, calculus, algebra and trigonometry sprang like Athena, full-grown and fully
armed, from the brains of mathematicians, without any development or trial and error. Only a
few textbooks occasionally mention the historical background and context of certain develop-
ments in mathematics.This historical framework should be presented more systematically, and
programs of study should explicitly provide material that encourages an awareness of the his-
torical perspective.

Science

• Deficiencies

We must call attention to the deplorable state of science teaching in elementary school.The
Conseil supérieur de l’éducation began calling the Minister’s attention to this question in 1990.
Since then,nothing has been done to correct the situation.The program,which was established
in the early 1980s, is a mini-program on ecology in which the relation between living things and
the environment is studied. It introduces practically no physics concepts, and the students’ sci-
entific curiosity is not stimulated because the aim is merely to provide familiarity with the
experimental method.We have to say, however, that the deficiencies in the teaching of science
in elementary school are not simply the fault of the program.They are also, and perhaps pri-
marily, a question of teacher training. Far too many teachers lack any basic scientific education,
and the science consultants generally have no formal training in the sciences. So we should not
be surprised that 13 percent of elementary school teachers say they spend no time teaching
science.

Technology

• Deficiencies

The approach to technology as an application or constituent part of science is very poorly
developed in the science programs.The students have molecular orbits described to them, but
no one tells them anything about familiar applications of chemistry such as cooking techniques
or photographic development. The Corbo Report indicates the techniques students should
learn about and understand, starting in elementary school. However, further work is needed to
determine, for both elementary and secondary school, which techniques should be studied in
detail, and their relation to the scientific knowledge they provide or imply.

• Improvement of cultural content

Room is slowly being made in the science program for the STS approach, which consists of
teaching based on the interaction between science, technology and society. Given the resis-
tance to this approach, however, we feel justified in emphasizing its importance.
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Until now, it was felt by many that a scientific education was indispensable only for students
who intended to go on to university.This tendency was reinforced in the 1960s and 1970s by
the introduction of courses stressing scientific concepts and methods and presenting relative-
ly complex theoretical concepts, courses obviously intended to increase the number of stu-
dents going into engineering or science. In stressing theoretical concepts, these courses
neglected the social context. The cultural perspective in science teaching which the STS
approach encourages must be constantly present throughout elementary school and the first
cycle of secondary school.

Life in Society

History

• Deficiencies

A certain number of deficiencies have already been indicated in the Lacoursière Report.We are
adopting the following proposals concerning programs of study.There must be greater empha-
sis in the history programs on the following three components:

ú the role of native peoples in the history of Québec;

ú the role of the English-speaking community in the development of Québec society;

ú the contribution of the different waves of immigration to the development of our society.

Moreover, the scope of the history programs should be broadened so that their principal ele-
ments can be placed in a wider context: the arrival of the French in New France must be placed
in the context of a larger movement, the conquest of new worlds by the English, Dutch, Spanish
and Portuguese; the study of World War I must not be limited to Canadian participation or the
attitude of French-speaking Canadians towards conscription.

Interpretations of Québec history may vary, depending on the students’ perspective and their
own cultural identity. English-speakers in Québec are not asking for their own historical con-
tent, but an analysis of Québec and Canadian history textbooks in French and English has
shown differences in emphasis, as we might expect. Students from each of the communities,
French-speaking and English-speaking, must, in the case of certain historical facts common to
the two communities, be introduced to the different ways in which these facts are interpreted
by their communities.

• Improvement of cultural content

In history, introducing a historical perspective means not being limited to events that influence
social and political organization. It means being interested in people’s life in society. In teach-
ing history, two concerns must be conveyed.

ú The first is a concern with what the society creates materially and spiritually: technical inven-
tions, institutions, art, economic change. In the current programs, such concern is demonstrat-
ed in the study of ancient societies and civilizations but plays a lesser role when the events
under study are closer in time.
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ú The second is a concern not just with exceptional or powerful men and women but also with
the major cultural, political, and economic ideologies or trends.

Geography

• Deficiencies

No particular deficiencies were indicated in this program. However, we believe that:

ú as the Corbo Report states,knowledge of the world (continents,countries,cities) should be an
integral part of the geography program, starting in elementary school;

ú aspects of human geography must be stressed, in particular the economic aspect;

ú the study of geography should not be limited to Canada. Familiarity with the major geograph-
ical units, their limitations and potential, and the major issues they raise must be part of the
basic knowledge conveyed.

The Arts

• Improvement of cultural content

Art is usually considered a cultural activity because what artists produce is a manifestation of
humankind’s creative activity. Current art programs are mainly intended to give students a
chance to experience this creative activity themselves. If we intend to incorporate a stronger
cultural perspective into the teaching of the arts, however, this practical emphasis is not suffi-
cient.The programs must include more art history and give the students some familiarity with
major works of art of the past and present.
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5
The Programs 
of Study:
Overview 
of Changes

I
n this section, we indicate a certain number of changes required in the programs of study
because of their age, the need to add new information and discoveries to them,or their chang-
ing place in the subject-time allocation.We also indicate programs that must be developed to
accompany new courses that are being added.

The following provides a brief recap of a number of points discussed in Chapter 4 on the organi-
zation of curriculum content.

Languages

French as the Language of Instruction

The elementary school program in French as the language of instruction was revised three
years ago and has been in force since September 1995. Revision of the program is aimed at
incorporating certain concepts related to media education.

The secondary school program was revised and implemented in 1995. Enrichment content
for the second cycle must be developed because of the establishment of two streams, a basic
program and an enriched program.Concepts related to media education must also be added.

English as the Language of Instruction

The elementary and secondary school programs in English as the language of instruction
must be revised to incorporate content related to media education.

The secondary school program must also take into account the establishment of two
streams, a basic program and an enriched program.

French as a Second Language

The elementary school program in French as a second language must be revised, since the
current program dates back to 1981.The revision must deal with the community’s expressed
need for an immersion program that includes the teaching of one or more subjects in French

The secondary school program must also be revised, since it dates back to 1982.Enrichment
content must be provided for the second cycle in light of the establishment of two streams.
The revision must also deal with the community’s expressed need for an immersion program
that includes the teaching of one or more subjects in French.

Appendix
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English as a Second Language

The elementary school program in English as a second language was revised very recently,
and the new version was approved by the Minister this year.The readjustments to be made
to the program must take into account the fact that the teaching of English as a second lan-
guage is to begin a year earlier, in Grade 3, instead of in Grade 4, as is currently the case.

The secondary school program must be revised: the first-cycle program dates back to 1983
and the second-cycle program to 1985.Because of the establishment of two streams, the revi-
sion must provide for enrichment content.

Modern Languages

New programs must be developed in connection with the new optional subjects to be
offered in the first and second cycles of secondary school: Spanish, German, Italian, etc.

Mathematics, Science and Technology

Mathematics

The elementary school mathematics program must be revised, since the current one dates
back to 1980.The revision will have to provide for a new learning sequence covering three
cycles, place more emphasis on problem-solving, and ensure that the elementary school pro-
gram meshes with the secondary school mathematics program.

The secondary school programs have been gradually revised and put into effect since 1991.
The remaining revision will be relatively slight and will consist in reorganizing the learning
sequence.The addition of two credits in Secondary III (an increase from four to six) and the
dropping of two credits in Secondary IV (a decrease from six to four) will require reorga-
nizing the content of the basic program. A middle-stream program could be developed at
some point in the future. Concepts related to education in new information and communi-
cations technologies will also have to be incorporated into the program.

Science and Technology

The elementary school science program, which is currently called Natural Science, must be
revised, since the current program dates back to 1980.The revision must include the estab-
lishment of a new series of courses for the second and third cycles and incorporate new con-
tent on technology, health and the environment. Some content must be earmarked as cross-
curricular learning for the first cycle.

The revision must clearly identify the essential content,based on a minimum average time of
one hour per week. Enrichment content amounting to at least another hour must be pro-
vided for schools that wish to use the leeway allowed them to devote more time to science.

The science courses offered in the first cycle of secondary school currently include the
Ecology (Secondary I), Physical Science (Secondary II) and Human Biology (Secondary III)
programs, which date back to 1982, 1987 and 1982 respectively.The revision will have to
incorporate, in a new series, the essential components of the current programs and the con-
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tent on earth sciences currently included in the General Geography program. In addition,
concepts related to health education and the environment will have to be included in the
program.

The Secondary IV Physical Science program (basic program) was revised in 1990. The
remaining revision will be minor; content will have to be reorganized to take into account
the new series of courses developed for the first cycle and the decrease in the number of
credits from six to four.This reorganization must also allow for the integration of content
relating to the environment.A middle-stream program could also be developed if warranted.

Life in Society

The elementary school social studies program, which is currently called Social Studies
(History, Geography, Economic Activities and Culture), dates back to 1981. It must be revised
to include new content related to citizenship education.We suggest that it be called History,
Geography and Citizenship Education in future. Since this program is to begin in the second
cycle, the content currently taught in the first cycle must be reorganized as cross-curricular
learning related to time and space. More importance will have to be given to the teaching of
history in the third cycle, in order to introduce content on prehistory and antiquity, which
will be seen again early in secondary school.New environmental and intercultural education
components must also be included, along with concepts related to international under-
standing.

The revision must clearly identify essential content, based on an average of one hour per
week. Enrichment content amounting to at least another hour must be provided for schools
that wish to use the leeway allowed them to devote more time to social studies.

In secondary school, the General History and History of Québec and Canada programs go
back to 1982.They must be revised from two standpoints: first, to incorporate the recom-
mendations of the Lacoursière Report, and second, to include new content related to citi-
zenship education.

In the first cycle of secondary school, a new series of courses will have to be established.
General History will be taught in Secondary I and II (Prehistory,Antiquity, the Middle Ages,
the Renaissance, the modern era and the contemporary period).The first part of the History
of Québec and Canada will be taught in Secondary III (from Amerindian prehistory to the
Act of Union), and the second part in Secondary IV (from the Act of Union to the present
time). We propose that this new sequence (Secondary I to IV) be called History and
Citizenship Education.

In the second cycle of secondary school, in addition to the second course on the history of
Québec and Canada in Secondary IV, a new Understanding of the Contemporary World pro-
gram must be developed.The new program must include the basic content of the current
20th-century history, economics and modern geography programs. New optional courses in
the social studies must be developed for the second cycle.

As the History and Citizenship Education program and the new Understanding of the
Contemporary World program are developed, they must incorporate concepts related to
intercultural education and international understanding.
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The General Geography program was revised in 1982, and the Geography of Québec and
Canada program in 1995. Further revision should consist of integrating the basic content of
the two programs and developing a new sequence for the content to be taught in Secondary
I and II.Content related to environmental education, intercultural education and concepts of
international understanding must also be incorporated into the program.

The Arts

In elementary school, the arts programs (music, visual arts, dance and drama), which date
back to 1981, must be revised.The revision must clearly identify essential content, based on
a minimum average time of one hour per week. Enrichment content amounting to at least
another hour must be provided for schools that wish to use the leeway allowed them to
devote more time to the arts.

In secondary school, except for the music program, which was revised in 1996, the arts pro-
grams must be revised, as they date back to 1981 and 1982.

Personal Development

Moral Education

The elementary school moral education program was revised in 1990.The remaining work
to be done involves eliminating a portion of the current program to make room for parts of
the content of the Personal and Social Education program which relate to health education,
sex education, consumer education and life in society.

The secondary school program, which at present is called Moral Education, was revised in
1985 (second cycle) and 1990 (first cycle). Revision must trim the current program so that
content on various religions and their traditions can be added. Provision must also be made
in Secondary III for the introduction of ethical concepts that will be taught more formally in
the second cycle.The program must be reorganized to include concepts of intercultural edu-
cation as well as content related to health education, sex education,consumer education and
life in society from the current Personal and Social Education program.

Physical Education and Health Education

The elementary school physical education program, which dates back to 1981, must be
revised.The revision must incorporate health education into the current program. It must
clearly identify essential content, based on a minimum average time of one hour per week.
Enrichment content amounting to at least another hour must be provided for schools that
wish to use the leeway allowed them to devote more time to physical education and health.

The secondary school physical education program must also be revised, since the current
one dates back to 1981.The revision must incorporate the health-related content currently
taught in the Personal and Social Education program.
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