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PREFACE
To the Stakeholders of the Cree School Board

This report of the Educational Review, 2007-08 is about many aspects of the Cree School
Board but they all centre around its students. We therefore thought it appropriate to preface this
report with an image created by a student to express what it is all about. As suggested by this
drawing, done by Darren Moar, then a twelve-year old student at Wiinibekuu School in
Waskaganish, education links the past, the present and the future.
Looking back, education can help preserve what is important in our past, celebrate our values
and traditions, but it can also help us to overcome any past conditions that would hinder our
development. Looking ahead, education provides the means to secure the future:
The greatest challenge facing the Cree School Board today is to improve the quality of the
academic education received by the students and to maintain and improve the Cree content of
the curriculum. In part, this effort will depend on the economic opportunities open to Cree
students once they graduate. Students coming through the education system must have
experience and knowledge of the many careers from which they can choose.”1

Education has the potential to provide students with these options but as this quotation
suggests, options cannot come from the school or the school board working in isolation.
Partnerships, networking and other forms of collaboration at multiple levels - community, the
James Bay region and beyond - are required to ensure that students can be successful on
whatever path they choose to pursue, be it in a Cree community or elsewhere.
In taking this long-term perspective, we sometimes forget that the present lies between the past
and the future and education is equally important in the present. For students, a very large
portion of their present life is spent in school or engaged in school-related activities. This
‘present’ state stretches from early childhood to young adulthood and beyond, especially if we
1

The text and the drawing are from Michael Gnarowski, Ed., I Dream of Yesterday and Tomorrow: A Celebration
of the James Bay Crees (Kemptville ON: Golden Dog Press, 2002), pp. 122-123.
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embrace the notion of life-long learning. The quality of education therefore includes the quality
of the experience that students have throughout their school life, as well as the opportunities
that it affords for the future. We owe it to them to make that experience as meaningful and
enjoyable as possible.
Some of you, as you read this report, may be reminded of Henry Mianscum’s report in 1999 to
which we will refer throughout this Review. He captured the essence of the issues facing the
CSB and its schools. In fact, if his recommendations had been followed, our report would be
unnecessary. You will find that we too are very critical of the current delivery of educational
services and that we argue, as he did, that profound change is required if students are to
benefit from the education to which they are entitled.

We want the school to be
the best there is;
however, the steps to
make it the best are not
taken (Stakeholder).

Several people with whom we spoke talked about the
fallacy of wishful thinking (“pensée magique”) - that
believing something will happen will make it happen.
They realized, as we do, that such magic only works
in fairy tales. Simply telling schools that student
results must improve does not make it happen, nor will

it help schools to make it happen.
This report does not offer any ‘magic bullets’ or ‘quick-fix’ solutions because the route to
improvement will be neither easy nor quick. Improvement will require serious attention by the
leadership of the Board to build the capacity of its schools, centres and board offices. Most of
all, it must build the capacity of its personnel to deliver quality education services. We do hope
however, that this report will provide a solid basis for this long-term process.
Although we wrote this report and are solely responsible for its content, we could not have
completed our work without the help of the students, parents, staff and other members of the
Cree School Board community who participated in the Review. We thank you for your input to
this work and regret that we did not have the opportunity to present this report in person in each
community. We hope that you will hear your voices in our words, especially in Part 5 where we
summarize ‘what stakeholders want to see
happen.’ We are very conscious of your
Let us put what we are talking
expectations from this Review: a marked
about as a priority. Let us really
improvement in educational service delivery for
try to help these children. Let
youth, adult and post-secondary students of the
us not hide or sweep under the
Cree School Board. Stakeholders want to see
action, not words.
rug the things that we talked

about today (Elder).
This report marks the end of our work but it also
marks the beginning of the next crucial step action planning for improvement. It is now up to the leadership of the Cree School Board to
ensure that this report is used to help transform the Board into a learning community where
students come first, not just on a poster, but in reality.
William J. Smith,
Mary Bear,
William E. Corrigan and
Kimberly Quinn
June, 2008
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PART 1: OVERVIEW, CONTEXT & MISSION

Part 1 provides an overview of the CAFSI report, followed by our analysis of the context and
mission of the Cree School Board [CSB].
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3

INTRODUCTION & OVERVIEW

1.1

Introduction

In 1990, UNESCO, the United Nations Educational, Scientific and Cultural Organization, held a
world conference on education in
Jomtien Thailand. The theme of the
“The destiny of a people is
conference, “education for all,” reflects
intricately bound to the way its
the
fundamental
importance
of
education, both for individuals and for
children are educated....It shapes
society as a whole.1

the language and pathways of
thinking, the contours of character
and values, the social skills and
creative potential of the individual.”

In Canada, education has always been
accorded primary importance and
control over education was a key
element in the so-called “Confederation
compromise” that led to the creation of
the Dominion of Canada in 1867.2 However, the debate over education was limited to the
federal and provincial governments. It did not extend to the First Nations of Canada, for whom
education has always been a high priority for cultural and economic renewal (see text box).3 As
stated by the Royal Commission on Aboriginal Peoples:
Aboriginal people ... want education to prepare them to participate fully in the economic life of
their communities and in Canadian society. But this is only part of their vision.... education must
develop children and youth as Aboriginal citizens, linguistically and culturally competent to
assume the responsibilities of their nations. Yoth that emerge from school must be grounded in a
strong, positive Aboriginal identity. Consistent with Aboriginal traditions, education must develop
the whole child, intellectually, spiritually, emotionally and physically.4

The creation of the Cree School Board
[CSB] by the James Bay and Northern
Québec Agreement [JBNQA] responded to
these aspirations for the Cree Nation by
placing the onus on them “to put together
and establish an education system that is
unique, dynamic and comparable to any
other education system in Quebec or
Canada.”5 The CSB has jurisdiction for
elementary, secondary and adult education
for members of the Cree Nation of Eastern
James Bay and other persons resident in
one of its nine communities (
the map on the left.

) shown in

The head office of the CSB is located in
Mistissini. Its structure is similar to those of
other school boards in Québec but it has
powers that are different from other boards.
It
has
an
elected
Council
of
Commissioners, an Executive Committee
and a board administration headed by a
director general. At the present time, the
head office comprises two departments to manage educational services for youth and adults
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`and five other administrative departments; the CSB also comprises a department for youth
educational services located in Chisasibi and offices for post-secondary education in Montréal
and Gatineau.a
Each community has a school that spans the elementary and secondary levels of instruction.
Each school has either a single school committee or one committee for each level of instruction,
comprising parent representatives. Each school has a principal, one or more vice-principals and
a community education administrator [CEA], as well as teaching and non-teaching staff.b
Each of the nine communities has a continuing education centre that provides various
upgrading and vocational courses to adults in the community. In addition, the Sabtuan Regional
Vocational Training Centre [SRVTC] is located in Waswanipi. Full and part time courses are
provided in each centre by full and part time staff. Three consultants are each responsible for
coordinating courses for two centres, while three others are each responsible for a single
centre. The SRVTC is managed by a director and other administrative staff.

1.2

Purpose & Results

Building an education system is a complex endeavour involving the construction of facilities, the
establishment of structures for governance and administration and the hiring of personnel.
However, the core of an education system is the classroom, where teaching and learning
actually take place. It was with this focus in mind that the newly appointed director general
prefaced his vision for the CSB in the years ahead:
It is my goal to keep focused in serving our student clientele, both the youth and adult, and to
ensure we take every means possible to foster and shape success as they pursue their
education. I realize and recognize the huge responsibility and accountability [the] Cree School
Board has within its hands to make a difference in the lives of our student clientele and the need
and importance to do it right; keeping in mind we are here to serve them.6

Over the past year, the CSB has undertaken several initiatives to achieve this goal. In the spring
of 2007, the CSB undertook a Strategic Planning Exercise in the spring of 2007 conducted by
Jo Nelson of ICA Associates.7 During this same period, Mervin and Carol Anne Cheechoo
conducted a series of parenting workshops in each community and Dr. Paul Magnus
conducted workshops for commissioners on school board governance.
While these initiatives were proceeding, the Board decide to commission an Organizational
Review. Led by Ian Smith of the Oliver Wyman Group, its purpose was “to conduct a
comprehensive review of the existing organization and to develop and evaluate organization
options for the [CSB].”8 Then the Board decided to commission the present Educational
Review, which was designed to serve two complementary purposes:
•

accountability, to permit the Board to answer to its stakeholders for the trust they have
placed in it for the education of their children, youth and adults; and

•

improvement, to support the development of programs and service delivery in order to
make its schools and centres more effective places for teaching and learning.

Given this statement of overall purpose, our first task was to determine both the perspective and
focus of the Review.

a
b

See Organization Chart on CSB web site (http://www.cscree.qc.ca/Organization/organigram.pdf).
Data on each school are included under Schools in Appendix D.
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Perspectives & Focus
Traditionally, evaluation has been viewed as a task best performed by ‘outsiders’ - external
consultants hired by the organization or agents of an outside body, such as a department of
education. There are some advantages to the perspective provided by outsiders; they bring
‘fresh eyes’ to the scene and may see things that people from the organization do not; they may
be better able to ‘stand back’ and take a more ‘detached’ view of the organization. However,
outsiders who cast themselves as ‘experts’ with all the answers are usually little help to an
organization. That is why the external consultants engaged to conduct the Review offered their
services, not as experts, but as critical friends.
A ‘critical friend,’ as the term implies, is first a friend – someone who cares about the
organization and its people, not merely someone
who provides services for a fee. The critical
aspect of this relationship reflects the fact that he
or she is not expected to tell the organization
what it wants to hear, but to provide constructive
criticism.
However, there is a limit to what one can expect
from outsiders, even when acting as critical
friends. That is why the two consultants insisted
on including two ‘insiders’ on the evaluation
team. Insiders are often better able to grasp the
meaning of the object being evaluated because
they see it in context. They can understand the
significance of findings in ways that no outsider
could ever hope to do.
The other equally important reason for involving insiders on the team was to begin to build the
capacity of the Board to use the knowledge gained from the Review to improve the Board’s
performance. Any outsiders engaged for an evaluation may play some role in its follow-up but if
there are no insiders prepared to guide the change process, then nothing useful will come of the
evaluation and the effort will have been wasted.
If these two perspectives shed more light on the evaluation, that light must be focussed. An
evaluation cannot look at everything and if it tries to, it will end up seeing nothing. The focus
concentrates our attention on what really matters to stakeholders. Sometimes, choosing a focus
is difficult or controversial. However, in the case of the Educational Review, this choice was
obvious - students. The only reason the Board exists is to help students learn. High performing
educational organizations are those that have an unrelenting focus on students. If we were to
help the Board to be accountable to its stakeholders and improve its performance, then students
had to be our one and only focus.
In light of the above, we defined our mandate as the evaluation of the performance and
capacity of the CSB, its schools, centres and other organizational units (e.g. Human Resources
Department), to provide services to its students.
•

The evaluation of performance is concerned first with results – what the Board
succeeds in accomplishing – and second, with operations – what the Board does in
order to promote success.

•

The evaluation of capacity deals with the Board’s structures, systems, resources, and
any other related elements, which enable it to perform, as well as any conditions that
help or hinder performance.
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The Educational Review was designed to contribute to the short, medium and long term results
summarized in Exhibit 1-1.
EXHIBIT 1-1: ANTICIPATED RESULTS FROM THE EDUCATIONAL REVIEW
Evaluation report, providing a comprehensive evaluation of educational service delivery in the Cree
School Board, including:

Output

 the mission of the board and key features of its context;
 the findings of the evaluation in relation to the areas of focus for each object of the evaluation;
 identification of any issues requiring further study; and
 recommendations for short term and longer term action.

Ð

Outcomes

As a result of this evaluation, the Cree School Board should be better able to:
 make use of performance data to guide organizational change;
 improve its performance in relation to both the desired results and its operations; and
 develop enhanced capacity to sustain high levels of performance over time.

Ð

Ultimately, these outcomes should lead to:
Impact

 higher levels of student success across a broad band of fields of study, as well as skills and
attitudes necessary for life-long learning;
 student success being achieved by a broad spectrum of students, including those with special
learning needs; and
 enhanced student success in post-secondary education and employment.

As the immediate output of the Educational Review, this report attempts to provide a gateway to
the other results listed in Exhibit 1-1. However, it was never intended to provide:
•
•
•

a ‘quick fix’ solution or a detailed ‘blueprint’ to be followed;
an evaluation of individual students or staff members; or
an attribution of blame to any member of the CSB community.

Furthermore, given the short time at our disposal, this report cannot provide a detailed
evaluation of individual schools or centres. Nor does it provide an evaluation of the Board’s
overall governance and administration.a Instead, our more modest aim is to offer the insights we
have gained about the strengths and weakness of the performance and capacity of the CSB
and provide recommendations (see p. 12) for improving quality education to its students.

1.3

Evaluation Design

Understanding the evaluation design and methodology is important for two reasons:
•

first, the manner in which the evaluation is framed determines what we look at and the
perspective we take; and

•

second, a description of the methodology makes the process transparent, enabling the
reader to assess the trustworthiness of the findings, conclusions and recommendations
of the study.

This section provides a brief overview of the design of this Review; details about this design and
a complete description of the methodology used are provided in Appendix B.

a

This limitation is due to the revision of the mandate of the Educational Review (see p. 8).
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Basic Principles
The
purpose
of
the
evaluation is accountability
and improvement, with a
focus on students. This
perspective is reflected in
our logo, which is an
adaptation of the medicine
wheel.a We use the
medicine wheel to depict
the four steps of the
Educational Review and
the continuity of results
that flow from it.

EXHIBIT 1-2: THE EDUCATIONAL REVIEW, A STUDENT-CENTRED ENDEAVOUR

The design of the Review
was also guided by the following principles:

4
The ultimate result
is higher
levels of student
success.

1
The evaluation
provides
understanding
of current
challenges.

3
This leads to
improved
performance in
the delivery of
educational
services.

2
This
understanding
supports the
building of the
capacity of the
school board.

•

The Review will be grounded in the values, mission and context of the CSB, its
schools and centres.

•

The Review will consist of the four major steps leading to the production of this report, as
shown in Exhibit 1-3.
EXHIBIT 1-3: THE MAJOR STEPS OF THE EDUCATIONAL REVIEW
1
Planning &
Preparation
(Aug 1 - Sep 30,
2007)

2
Data Collection
(Oct 1 - Feb 29,
2008)

3
Data Analysis
(Mar 1 - Apr 30,
2008)

4
Report Writing
(May 1-31, 2008)

•

The Review process will be participatory; in other words stakeholders will be invited
and encouraged to take part in the planning of the evaluation, the collection of data and,
most importantly, in the follow-up to the final report.

•

The Review will be guided by a set of ethical principles that will apply not only to the
evaluation team but to all officials and employees of the CSB.b

•

The Council of Commissioners and the Management Group of the CSB shall ensure that
the Educational Review will be followed immediately by a final step (Step 5) to create
and implement an action plan.c

Another basic consideration in designing the Review was the need to locate it in relation to other
planning, evaluation and improvement initiatives, both past and present. At the beginning of the
Review, the evaluation team made a commitment, supported by the Management Group and
the Council of Commissioners, to ensure that the Review would:

a

b
c

See Appendix B for a description of our use of the medicine wheel; to see how it was used in the report of the
Royal Commission on Aboriginal Peoples, visit their website: http://www.ainc-inac.gc.ca/ch/rcap/index_e.html.
The ethical guidelines are provided in Appendix A.
See Part 5, From Findings to Action.
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•
•
•

build on what has been learned from past initiatives;
make use of the data from current initiatives; and
construct a synthesis of these other initiatives to provide a holistic portrait of
educational service delivery in the Board.

This synthesis was intended to encompass the Strategic Planning Exercise, the Organizational
Review, as well as workshops on parenting and school board governance mentioned at the start
of section 1.2. During the final phase of the Review, the Director General withdrew this
mandate; as a result, this report contains no analysis of these initiatives. Moreover, this change
in mandate compromised the potential results anticipated from the Educational Review.a

Performance Themes
The CSB comprises the following major organizational sub-units:
•
•
•
•
•
•
•

schools;
continuing education centres, including the SRVTC;
post-secondary education offices;
the Office of the Supervisor of Schools, Educational Services and Continuing Education;
Administrative Services (human, financial, material and information technology services);
General Administration (Offices of the Director General and the Secretary General); and
Council of Commissioners, including the Executive Committee.

Schools and centres function in individual communities and contain their own sub-units, notably
classrooms. Bearing in mind that our mandate was to evaluate organizational performance and
capacity, we reviewed the literature on organizational evaluation and the management and
evaluation of educational services in First Nations community schools in particular,b in order to
identify appropriate performance themes - the major aspects of performance and capacity that
matter to stakeholders of the organization in a given context.c
The Performance themes () shown below in Exhibit 1-4 express the results and aspects of
performance and capacity that matter, given the CSB’s context and mission and our revised
mandate.d

a

b
c
d

The original intent of producing a synthesis is shown in Exhibit 2 in the Evaluation Work Plan; the impact of this
change in mandate is discussed in Appendix B under Constraints & Limitations.
See summary of the ‘knowledge base’ of the evaluation presented in Appendix B.
See section 2.2 (p. 13).
The original conception of performance themes can be found in Exhibit 4 in the Evaluation Work Plan which
depicts school board support for learning as a separate layer running underneath the three nodes of service
delivery for youth and adults (continuing education and post-secondary studies). This expressed the original
intent of providing a holistic evaluation of Board performance. The revised conception (Exhibit 4 above) reflects a
more restricted evaluation of school board support for learning, that is limited to those aspects that are directly
linked to one of the three nodes of service delivery for youth and adults. The more general aspects of school
board performance are intended to be dealt with by the Organizational Review and the subsequent synthesis by
the Board of all current evaluation initiatives.
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EXHIBIT 1-4: THE MAJOR PERFORMANCE THEMES GUIDING THE REVIEW
 Context & Mission of the Cree School Board
Youth
 Student Results
 Classroom Instruction
 Student Services
 School Support for Learning
 Home & Community Support
 School Board Support

Adults
Continuing Education
 Student Results
 Training & Other Services
 Centre Support for Learning
 School Board Support

Post-Secondary
Education Studies
 Student Results
 Student Services
 School Board Support

 Context & Mission of the Cree School Board

The performance themes for schools, centres and post-secondary offices begin with student
results. Every other theme focuses on successive levels of support for learning. Performance is
therefore determined by the
extent to which the ‘unit’
being analyzed – from the
classroom to Board offices –
contributes
to
student
learning. This perspective
inverts
the
traditional
hierarchical ‘control from the
top’ image of a school
system. In the revised image,
students are at the top of this
‘performance
pyramid’
(illustrated here for youth
education) and the school
board is at the bottom, providing the foundation for the support of teaching and learning.
In addition to specific questions for each theme, we posed the following general questions:
•

Which organizational unit or position is accountable for the performance theme being
evaluated and how, realistically, can improvement be achieved in the short, medium and
long term?

•

What evidence would be required to satisfy stakeholders that necessary and sufficient
action is being taken to effect this improvement?a

Each performance theme is sub-divided into several ‘evaluation objects’ that define what we are
evaluating. In order to determine how well the organization is performing in relation to these
objects, we have developed appropriate ‘performance standards,’ often using various criteria for
this purpose.b

a

b

We present the answers to our specific evaluation questions, as well as the first general question posed above,
in Parts 2, 3 and 4; the answer to the second general question will be presented in section 14.3 in Part 5.
The use of performance standards is presented in Appendix B, under the heading, Defining Performance.
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‘Evidence’ of Performance
In an evaluation, data are sought as ‘evidence’ - ‘bits’ of information gathered from records,
documents, stakeholders and observations that serve to measure, or at least demonstrate, the
level of performance being evaluated. During the Educational Review, we visited all nine
communities. School visits included:
•
•
•
•

observation of classes;
focus groups with students, parents, elders;
interviews of administrators, commissioners;
questionnaires for teachers and other staff.

Input from Stakeholders
Ð
EVIDENCE
Ò
Ñ
Observations
Documents & Records

Centre visits included an interview with the consultant, and questionnaires for students and
staff. Data collection also included visits to the Post-Secondary Education offices in Montréal
and Gatineau and the Board office in Mistissini. A focus group was held with post-secondary
students, and interviews were conducted with the Chairperson of the Board, the Director
General, the Secretary General, as well as all Directors and Coordinators. In total, we carried
out over 200 separate acts of data collection, involving approximately 900 stakeholders.
The extent of the data gathering process is summarized below in Exhibit 1-5.
EXHIBIT 1-5: SUMMARY OF DATA COLLECTION
Input from Stakeholders
Students



31 focus groups with 254 students and former students; questionnaires from
95 adult students; 1 focus group with 2 post-secondary students

School/Centre Staff



questionnaires from 212 teachers and 41 other staff in schools and 23
teachers and other staff in centres; 6 focus groups with 51 teachers



interviews with 8 principals, 11 vice-principals and 8 CEAs



3 open forums on community radio; 6 open meetings of school committees; 6
focus groups with 46 elders; 3 interviews with the educational representative
on the Band Council



interviews with the chairperson of the Board, 5 commissioners, the director
general, the secretary general, 5 directors (including the Supervisor of
Schools), 11 coordinators (including the Assistant Supervisor of Schools);
questionnaires from 4 education consultants; questionnaires from 17 other
Board staff



interviews with Grand Chief of the Crees, 3 representatives of the Cree
Regional Authority [CRA], the former Assistant Deputy Minister of Education,
the ministry representative on the Management Negotiating Committee for
the Cree School Board [CPNCSC], the President of the Northern Quebec
Teaching Association; and the Board’s legal counsel

School/Centre
Admin
Community

School Board

Other

Observations


observations of 50 classrooms at all levels of instruction in Cree, English and French
Documents & Records



All records and documents collected from schools, centres and Board offices and other sources are
listed in Appendix C under Documentary Evidence.

Just as evidence in a legal context is weighed to determine the outcome of a case, evaluative
evidence must be judged to see if it supports the findings, conclusions and recommendations
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set forth. An evaluation rarely produces absolute proof of its assertions but the evidence must
be credible and sufficient if the results of the evaluation are to be deemed trustworthy.
All evidence must be credible to be of any use; however, a given piece of evidence may be
sufficient to support one finding but not another or to justify one recommendation but not
another. Accordingly, this Review was designed to produce a credible and sufficient ‘chain of
evidence’ linking data to the findings, conclusions and recommendations presented in Parts 1 to
4 of this report. In addition
to drawing your own
Data Î Findings Î Conclusions Î Recommendations
conclusions
about
the
material presented, you
may examine Appendix B for a description of the data and the methods used, including the
constraints and limitations of this Review. Judge for yourself whether the evidence is both
credible and sufficient for the purpose for which it was used.

1.4

Organization of this Report

The name of our report, Communication, Accountability & Follow-Up for School Improvement
(CAFSI for short), reflects the need for a sea change - a major transformation - in the way the
CSB operates. In the course of this report, we will argue that for such change to occur, the CSB
needs to become a learning community: “a group of people who take an active, reflective,
collaborative, learning-oriented, and growth-promoting approach toward the mysteries,
problems, and perplexities of teaching and learning.”9
The report itself is presented in five parts, plus appendices. It also includes highlights and an
executive summary of our findings, conclusions and recommendations, as outlined below in
Exhibit 1-6.
EXHIBIT 1-6: THE DOCUMENTS COMPRISED BY THE CAFSI REPORT
T
h
e
R
e
p
o
r
t

Part 1, Overview,
Context &
Mission

Provides an introduction to the Review and the analysis pertaining to the
context and mission of the Board.

Part 2, Educating
Youth in the CSB

Provides the analysis pertaining to the education of youth in the nine
schools of the Board, including school and community support for learning.

Part 3, Educating
Adults in the CSB

Provides the analysis pertaining to the education of adults enrolled in
continuing education centres or post-secondary institutions.

Part 4, School
Board Support
for Learning

Provides the analysis pertaining to school board support for learning,
including educational and administrative services, and governance.

Part 5, From
Findings to
Action

Provides a summary of all findings, the conclusions reached by the
analysis of these findings and the recommendations for future action.

Appendices of the CAFSI
Report

A: Evaluation Ethics; B: Evaluation Design & Methodology;
C: Supplementary Data; D: Extracts from key Documents;
E: Instruments used to collect data

Highlights of the CAFSI
Report

Provides key findings, including input from stakeholders, and a summary
of the conclusions and recommendations regarding the education of youth
and adults in the CSB.

Executive Summary of the
CAFSI Report

Provides a short summary of our findings, conclusions and
recommendations.

12

The CAFSI Report

Each part of the report is divided into chapters and sections corresponding to the various
performance themes described previously (see Exhibit 1-4, p. 9). Each section starts with the
specific evaluation question that we posed, and then lists the evaluation objects that are
considered under this theme. Each of these objects is dealt with in the sub-sections that follow,
including:
•
•
•
•
*

a brief introduction to the subject matter;a
the performance standards that apply to the object being evaluated;
a presentation of our findings, analysis and conclusions; and
our recommendations for action.
Recommendations are provided at the end of various sections or chapters (and
consolidated in Part 5), for action to be taken by the CSB, at the Board, level, the
school/centre level of by a particular unit. In many cases, we have specified
‘Board’ rather than designate a unit which might appear to be the obvious body to
undertake the recommendation. This has been done so as not to prejudge how the
Board intends to restructure its operations or proceed with the implementation of
this report. Our input into this process is provided in Part 5.

In writing this report, we attempted to reconcile two competing goals:
•

provide readers with a concise and readable account of the Review - what we did, what
we found and what we recommend; and

•

provide sufficient details to make both the process and content of the Review
transparent and open to scrutiny.

Our target audience are the educational leaders of the CSB - those who will be charged with the
responsibility for guiding the change process. We recognize that this
report is longer and more detailed than most stakeholders will want.
That is why, as listed in Exhibit 1-6, we prepared the Highlights of the
report, in both French and English, and a short Executive Summary
of these highlights, all of which are available on the CSB Educational
Review website:b
While being comprehensive, we have tried to separate supplementary
information in EXHIBITS (bold centred heading in ‘SMALL CAPS’),c text
boxes containing text or graphics (as shown here), and footnotes at
the bottom of the page.d We use hyperlinks to enable the reader to
go directly to other sections of the report or to relevant websites.e Bibliographic references are
provided in numbered endnotes, found at the end of each of the five Parts, and a complete
Reference List of the sources cited at the end of the report (p. 333). As shown in Exhibit 1-6
(p. 11), supplementary materials are included in separately published Appendices.

a

b

c
d

e

The introductory material is designed to help the reader to situate the analysis in a broader context and
contribute to the capacity building of the CSB.
The website has both an English, http://www.cscree.qc.ca/Edreview/ed_review.htm, and a French version:
http://www.cscree.qc.ca/Edreview/Fr/Etude_Ed.htm.
Exhibits are numbered consecutively in each part of the report; thus, in Part 1, they are numbered 1-1, 1-2, etc.
The logo of the Educational Review shown in the text box, an adaptation of the medicine wheel, is described in
Appendix B.
This only works if you are using the PDF version (
) of the report available on the Publications page of the CSB
Educational Review website (http://www.cscree.qc.ca/Edreview/Pubs.htm) on your computer.
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CONTEXT & MISSION

The core of any organization is found in its mission - the fundamental expression of its values
and purpose. In the first draft of this report, we began this section with a discussion on mission,
intending to move out from this core to explore the context of the CSB. However, upon further
reflection, we realized that the mission flowed from this context and therefore decided to inverse
these two sections as presented below.

2.1

The CSB-in-Context

The context of the CSB is multi-layered. Each school or centre exists in a community which has
its own context and stakeholders. Like any school community these include students, staff and
parents, as well as community members, groups and organizations. However, in the context of
a First Nations community, other individuals and group stakeholders need to be considered, for
example, the elders of the community and the Band Council. Taken together, these
communities provide the immediate context of the CSB. However, the Board context is wider
than its own territory and includes, among other features, various stakeholders, such as the
CRA, and the education system to which it relates.
In our examination of context, we posed the following question:
•

What is the importance of the external environment to the Board’s ability to serve its
students?

It would be inappropriate for us to evaluate the context in which the CSB operates because it
does not, by-and-large, control its environment. However,
context does matter when evaluating an organization.
The 25/75 Rule
First, context helps us to understand organizational
performance, for example, the home environment of
“Twenty-five percent of
students. Second, efforts to improve the organization
the solution is having
based on the results of the evaluation are unlikely to
good directional ideas;
succeed without understanding the context in which they
75% is figuring out how are to be implemented: “the better you understand it, the
you can adapt to it and develop appropriate
to get there in one local better
strategies.”10 (See text box.11)

context after another.”

Accordingly, in place of performance standards, ‘guiding
questions’ are used to consider each of the following four objects, as specified in each of the
sub-sections that follow:
•
•
•
•

regional and local contexts;
historical context;
administrative & legal framework; and
the wider context.
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2.1.1 Regional & Local Contexts
The regional and local contexts of an organization situate it in its immediate environment.
Defined first by geography, these environs are understood in terms of various contextual
features (e.g. social, economic, political) and by the individuals and groups that have a ‘stake’ in
the organization. These stakeholders include those who benefit from the services provided by
the organization, those who pay for these services or who have some other interest in it.
Guiding Questions


What are the principal characteristics of both the regional and local contexts in which the CSB, its
schools and centres operate?



Who are the principal stakeholders of the CSB and what are the characteristics of the relationship
between them and the CSB?

The immediate context of the CSB is the region in which it is located and the Cree nation that it
serves (see text box).a As shown in the map
The Crees, who have lived in
displayed previously (p. 3), its territory extends
from Waswanipi in the south and Mistissini in the
this territory for thousands of
east to Whapmagoostui in the northwest on
years, have historically been
Hudson Bay. This vast territory, rich in water,
hunters, fishers, and trappers.
forest, minerals and other natural resources,
comprises most of the Québec’s Baie-James
In Cree life, the importance of
region,b whose non-native municipalities come
what is often called "the bush"
under the jurisdiction of the Commission scolaire
(traditional lands outside of the
de la Baie-James. Whapmagoostui is part of the
villages) cannot be overstated.
Nunavik region served by the Kativik School Board
which, like the CSB, was created in 1978 to
Apart from its purely economic
provide education to students in Nunavik, with the
significance, bush life and
exception of those served by the CSB in
c
bush skills are at the heart of
Whapmagoostui.

Cree culture and identity.
The Grand Council of the Crees is the political
body that represents the Crees of eastern James Bay and southern Hudson Bay in northern
Quebec. The Grand Council has twenty members: a Grand Chief and Deputy-Grand Chief
elected at large by the Eeyouch, the chiefs elected by each of the nine Cree communities, and
one other representative from each community. The Council’s head office is in the Cree
community of Nemaska, although it also has offices in Montreal and Ottawa.
The CRA is the administrative arm of the Cree government. It has responsibilities in respect to
environmental protection, the hunting, fishing and trapping regime, economic and community
development, the Board of Compensation, and other matters as decided by the board of
directors. The Board of Directors is made up of the Chairman of the CRA, who is also the Grand
Chief, and the Vice-Chairman, as well as the Chiefs of each of the nine Cree Communities, and
one other person from each community delegated by the community. The Headquarters of the
CRA is located in Nemaska. In addition, there is also an office in Montréal. The CRA has
departments of traditional pursuits, community services, human resources development and
administrative services.d
a
b

c
d

Cree Cultural Institute (“Our People” and “Traditional Ways”): http://www.creeculture.ca/e.
Administered by the James Bay municipality (see http://www.municipalite.baie-james.qc.ca/), this region also
includes Matagami, Level-sur-Quevillon, Chapai and Chibougamau, which fall outside the territory of the CSB.
More information about the Kativik School Board can be found on their website: http://www.kativik.qc.ca/.
For more information about the Grand Council and CRA, see their website: http://www.gcc.ca/.
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EXHIBIT 1-7: COMMUNITY POPULATION

If the region provides the context for the CSB, the
community provides the context for each of its
3734
4000
schools. The population of each community is
3500
shown in Exhibit 1-7.a These communities are
3084
3000
often described as ‘coastal:’ Whapmagoostui (01),
2500
on Hudson Bay, Chisasibi (02), Wemindji (03),
1909
2000
Eastmain (04) and Wakaganish (06) on James
1497
1240
1500
Bay, and ‘inland’ communities Nemaska (05),
1000 808
658
593 657
Mistissini (07), Ouje-Bougoumou (08) and
500
Waswanipi (09). Each one varies by and has its
0
own local context.b These local contexts are
01
02
03
04
05
06
07
08
09
defined in part by geography and tradition.
In each community the band council is the
equivalent of a municipal government. It provides a variety of services; however, unlike other
municipalities in Québec (or elsewhere), residents do not pay taxes to support these services.
This creates a situation where people are used to receiving benefits for nothing. This situation
was described by one stakeholder in relation to housing and other band services. This input can
be summarized as follows:c
Many houses in this community are in serious need of repair because the occupants do
not feel that they have any responsibility for their upkeep. A large percentage do not pay
their rent or their hydro bills and there are no consequences for this. They even apply for
and receive grants from the Band Council to start their own business while they owe the
Council money for rent etc.
Such attitudes drain a community of a will to invest in its own future, a future that depends on its
children and youth. As one stakeholder expressed it:
To a lot of people, education is not necessary because somebody will give them a job, or
they’ll get welfare or somebody will take care of them.
This school-age population has been growing steadily over
the past number of years. According to 2003 survey data,
approximately 21% of the population in the CSB territory are
age 9 and younger, with a further 21% between the ages of
10 and 19.12
In many cases, attitudes such as those described above and
other conditions in which students are being raised are not
conducive to success in school (see text box for the views
expressed by one principal interviewed). According to the
Head Start study conducted in 1999: “Although families ...
provide a loving environment, many parents do not read to
children, insist on healthy habits such as brushing teeth, or
control children’s activities (e.g., staying out at night, playing
in dangerous areas).”13

a

b

c

When I see kids, 9,
10, 11 years old, in the
park next to this
school until one or two
o’clock in the morning,
I wonder what they’ll
do in the school the
following morning
(Principal).

Cree population statistics (2006 data) published by the CRA: http://www.gcc.ca/. For convenience in presenting
exhibits, each community is identified by the number assigned to it: 01 Whapmagoostui; 02 Chisasibi; 03
Wemdinji; 04 Eastmain; 05 Nemaska; 06 Waskaganish; 07 Mistissini; 08 Ouje-Bougoumou; 09 Waswanipi.
A brief description of each community can be found on the website of the Grand Council of the Crees:
http://www.gcc.ca/communities/comnav.php.
Throughout this report, input from stakeholders will be presented in italicized script. These extracts use the
words expressed by stakeholders. However, in some cases, their words may be summarized or modified to fit
the syntax but in no case have we altered the meaning intended.
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The statistics suggest that the biggest health problems for children ... are dental decay, injuries,
and a combination of poor nutrition, lack of exercise, and obesity. Chronic conditions such as ear
infections, allergies, and asthma are also quite common, especially in younger children.... The
[same] concerns ... are also present for youth. However, by the teenage years, other health risks
and problems increase in importance. These new issues include injuries, sexual health and
pregnancy, and addictions of various types.14

As we will see in later sections of this report, local context also affects everyone who works in
the school, especially teachers from outside the community who must understand this context,
often with little or no assistance from the CSB, the school or the community.

2.1.2 Historical Context
The historical context of an organization and its people provides a
foundation for understanding how the past has affected the present and
how it will affect the future.a As stated by the Treaty Commissioner for
Saskatchewan: “To acknowledge and to understand the errors of the
past is the first step toward joint undertakings and collective responsibility
for the change and healing that is needed to restore the treaty
relationship.”15 For the James Bay Cree, elders have always had a
special responsibility for maintaining linkages with the past:
In the traditional society the elders were the ones who taught the traditions
and insisted on their observance. They held the responsibility for keeping
alive the memory, history and knowledge of the Eeyou ancestors. Their sharing of life
experiences and stories helped the people make decisions. The elders were the voices of
moderation, experience and guidance.16
Guiding Question


What features of its historical context are important to understanding the CSB?

Traditional, Federal & Provincial Visions of Education
In the case of the CSB, its historical context can be understood as the confluence of three major
streams: traditional education of children of the James Bay Cree, federal policy and practice
with respect to the education of First Nations peoples, and the Québec education system. The
first stream is often ignored, as if education did not exist before being introduced by settlers to
New France. Nothing could be father from the truth:
Eeyou education and its control and determination by Eeyouch/Eenouch existed prior to the
arrival of the ‘European’ peoples. It may not have been applied in a formal or ‘academic’ way, but
the Eeyouch/Eenouch perceive education in a different way. This traditional Eeyou/Eenou
education under Eeyou control focuses on the teaching and learning of specific skills, attitudes
and knowledge such as values and customs needed to function in Eeyou family life and Eeyou
society, which is distinctly based upon value system consistent with humanity and relations with
the Creator, other Eeyou and peoples, and a unique relationship with Eeyou Istchee, wildlife
resources and all other creation.17

It is this lifelong, holistic vision of education that forms the basis of the framework put forth by
the Royal Commission on Aboriginal Peoples: “Lifelong learning and learning aimed to balance
all dimensions of the person are intermeshed. At each stage of life, learning should develop the

a

See The Crees of Northern Québec, A Photographic Essay, by Norman Chance and Paul Conklin
(http://arcticcircle.uconn.edu/HistoryCulture/Cree/creeexhibit.html)
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whole human being. Intellectual, spiritual, emotional and physical learning depends upon the
success of development at previous stages.”18
In marked contrast to this vision of education, federal policy began in the late nineteenth century
as a mixture of paternalism and assimilation. Sissons describes the policy in these words:
Since the beginning of the twentieth century, education has been regarded as the tool that would
transport First Nations people into the Euro-Canadian world. If only it had been used gently and
intelligently, underpinned by the philosophy that native culture was as successful in its
environment as the white society was in its, the great tragedy might have been avoided. Instead,
the classroom was used to force assimilation, and, in the process, became a dismissal prison.19

In practice, federal policy resulted in the establishment of village day schools and residential
schools, usually managed and operated by religious authorities, until 1969, when the operation
of all schools was assumed by the federal Department of Indian Affairs and Northern
Development (now Indian and Northern Affairs Canada [INAC]). By 1970, Cree students were
attending public schools under the authority of the Québec Minister of Education outside their
communities and local community schools. The last residential schools for Cree children in La
Tuque and Fort George closed in the 1970s.20
Since education essentially falls under provincial jurisdiction,a federal policy focused on fiscal
controls and relied on provincial standards for the quality and content of curriculum.21 According
to Paquette, federal policy assumed that Aboriginal education existed to supplant native
language and culture and that “the best way to accomplish such a replacement was by doing
whatever was done in most public schools.”22 Accordingly, English, and in some cases, French,
was the language of instruction beyond kindergarten largely provided by non-Aboriginal
teachers from outside the Cree communities.23
During this period (late 1960s to early 1970s), language and culture was the subject of
considerable policy debate in Canada generally and in Québec in particular. The federal
government appointed the Royal Commission on Bilingualism and Biculturalism, which led
eventually to the federal policy of “multiculturalism within a bilingual framework.”24 The Québec
government adopted two successive laws on the language of instruction in schools that would
later be replaced by the Charter of the French Language in 1976.25 At the same time, First
Nations organizations became active participants on the federal and provincial scenes, notably
with the creation of the National Indian Brotherhood, later to become the Assembly of First
Nations [AFN].
Based on two principles: parental responsibility and local control of education, the National
Indian Brotherhood called for “radical change” in education, notably with respect to governance,
programs, teachers and facilities. Emphasizing the holistic view of education described above,
the Brotherhood stated: “We do not regard the educational process as an ‘either-or’ operation.
We must have the freedom to choose among many options and alternatives.”26
It was in this context that the James Bay Cree went to court to stop the James Bay
Hydroelectric Development Project. According to then Grand Chief Billy Diamond, this mega
project would: “destroy our culture, society, and way of life. We fought against it and were able
to force the governments to negotiate an agreement [JBNQA ] with us regarding many aspects
of our life and the development of our villages and the territory.”27 As will be presented in the
section that follows, it was this agreement in 1975 that led to the formation of the CSB in 1978.

a

See section 2.1.2 (p. 20).
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The Creation of the CSB
Needless to say, the historical context to this Review did not end with the creation of the CSB
but includes all relevant developments that have occurred in the past thirty years. One of the
most important of the outside developments was the new constitutional regime enacted in
1982.a In terms of inside developments, one needs to consider the stages of development of the
CSB over time.
In the early years attention was focused on the transfer of authority from existing structures to
the CSB. This period is described as follows on the Board’s website:
The Board first focussed on establishing an administration and structure, providing housing, and
training staff and management. Because technical support, orientation and training were
nonexistent, the Board had to assume its responsibilities without properly preparing its people for
administrative and teaching positions. The Board also faced serious housing and school facility
shortages. At the same time, it was expected to serve a population, which was growing faster
than anticipated.b

This brief statement provides insight into the critical issue of capacity, especially in relation to
human resources, an issue to which we will devote much attention in this report. In the 1980s,
according to the Board website, “the Board turned its attention to developing a uniquely Cree
education.” In essence, this ‘balancing act’ consisted of finding a way “to develop both curricula
and a school calendar that would meet provincial standards yet conform to the different cultural
activities of each community.” Of particular importance in this regard, is the decision to introduce
the Cree Language of Instruction Program [CLIP].c

Planning, Evaluative & Improvement Initiatives
Other important elements in the Board’s historical context are found in the various planning,
evaluative and improvement initiatives undertaken over the years. In 1999, during negotiations
with the Ministry of Education over funding,d the CSB was confronted with a number of serious
issues, namely: “the high dropout rates of student clientele, the high student and teacher
absenteeism, the inadequate preparation of secondary five student[s] graduating from the Cree
schools, and the low number of secondary and post secondary graduates.”28
The Mianscum Report
As a result, the Board commissioned a task force “to identify specific and major problems
attributing to the state of the Cree schools and post-secondary education.”e29 The task force was
composed of the Chairmperson, the Director General, the Board’s legal counsel and an outside
consultant, Henry Mianscum. The methodology employed was to hold separate consultation
sessions with the following groups of stakeholders in each community: secondary students,
teachers, school administration, school personnel, school committee and parents, as well as
sessions with and post secondary students, CSB officers and departments. The data obtained
from these sessions were supplemented with various written records and documents.

a
b
c
d

e

These constitutional developments will be dealt with in section 2.1.1 that follows.
See http://www.cscree.qc.ca/GIHistory.htm.
This important issue is dealt with in the section on curriculum in Part 2.
For convenience, the Ministère de l’Éducation du Québec [MEQ], now the Ministère de l’Éducation, du Loisir et
du Sport du Québec [MELS], will be referred to as the Ministry of Education.
No explanation is given in the report as to why its mandate did not include adult education.
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While noting that there are numerous success stories related to the CSB, the report, in keeping
with its mandate, deals exclusively with perceived problems in
schools, in post secondary education and at the Board level.a The
A plea for action
report concludes with a plea for action:
The Council of Commissioners should form a task force to address the problems and develop a
strategic plan to correct the deficiencies within its structure in the short, medium and long term.
This effort should be in conjunction with all persons associated in the delivery of educational
services to the student clientele of the Cree School Board. Participation in this undertaking should
include the community and schools.30

From our perspective, the most striking feature of the Mianscum report is the congruence
between its findings in 1999 and ours in 2008.
Unfortunately, the conclusion we must draw
This is the first time that we as
from this congruence is that his plea for
elders were asked about
appropriate and sufficient remedial action was
education. There were some
not followed. However, the Board did undertake
meetings before about the
various planning and improvement initiatives.
Negotiations, Plans & Projects

problems but we did not see
any changes. (Elder)

Follow-up to the Mianscum report began with
the formation of various working groups and the
engagement of an outside facilitator, Willy Fournier. The momentum of this process came to an
abrupt end with the termination of the facilitator’s contract.b However, this process did give rise
to several initiatives:
•
•
•
•

PIT (Pedagogical Issues Team);
FAST (Finance Administration Service Team);
a Mission Statement, including Values & Guiding Principles; and
Educational Regional Project.

PIT and FAST have continued to the present, and the mission statement adopted is the one
currently in use.cThe Declaration of Values & Guiding Principles and the Regional Educational
Project offered a promising framework for the CSB and the initiation of local education plans.
Unfortunately, they never progressed beyond the draft version prepared in 2004.
In December, 2003, the Educational Services Department presented a document to Council
entitled: Negotiations, 2003-09. The purpose of the document is not made clear in the text. It
appears to compile a list of items for the negotiation of a new funding arrangements with the
Ministry for 2004-09; however, it also appears to contain a strategic plan for this period,
consisting of four so-called strategies. These same strategies reappear in the CSB Three-Year
Plan, adopted in October, 2004, following the conclusion of the new funding arrangements in
June 2004.d

a

b

c

d

We will refer Mianscum’s specific findings throughout this report; a complete copy of his report is included in
Appendix D.
We have not identified any official explanation for this move but it appears that it occurred as a result of conflict
between him and the Director General.
The mission statement is discussed in section 2.2.2 (p. 30); we deal with PIT and FAST in the sections on
educational and administrative services in Part 4.
Our analysis of the Three-Year Plan is contained in the section on strategic planning in Part 4.
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2.1.3 Legal & Administrative Framework
The legal and administrative framework governing any public body is an essential aspect of its
context as it determines what a public body is required to do (duties) and what it is allowed to do
(powers). The framework of a public body also constrains it inasmuch as it provides for the
rights of various stakeholders, for example, students, parents and staff. These rights are
provided for in the Canadian Charter of Rights and Freedoms [Canadian Charter], the Québec
Charter of Human Rights and Freedoms [Québec Charter] and various statutes such as the
Education Act.
Guiding Question


What are the principal aspects of the administrative and legal framework in which the CSB operates
and how do they affect it?

For First Nations in Canada, the Royal Proclamation of 1763 recognized the rights which
Aboriginal peoples have because of their occupation of North America before the arrival of the
Europeans. On the basis of this understanding, the Crown subsequently concluded treaties with
various First Nations throughout Canada, thereby recognizing their status as ‘peoples’ in the
meaning of international law.31
When Canada was created, the federal government was assigned jurisdiction over First
Nations, in the constitutional division of powers, which, as mentioned in the Introduction, did not
include the participation or consent of First Nations.a Post-Confederation legislation was
consolidated in the Indian Act in 1876, a statute that, in revised form, remains in force today. It
was under this legislation that the federal government has operated or made agreements to
operate schools both inside and outside First Nations communities and, in more recent years,
agreed to the devolution of authority for education to First Nations communities.b
The most significant change to this overall framework occurred in 1982 with the repatriation of
the Constitution in 1982 and the entrenchment of the Canadian Charter. For the first time, the
Constitution of Canada recognized Aboriginal rights, even making the application of the Charter
subject to these rights.c
For the vast majority of First Nations communities in Canada, the foregoing provides the
essence of the legal framework governing their affairs. However, the JBNQA changes this
situation dramatically for the James Bay Cree of Québec.

The JBNQA
As mentioned in the previous section, the JBNQA is a multi-party agreement signed on
November 11, 1975.d It is the first modern treaty or lands claim agreement. Described as an
“intricate and complex document,”32 it deals with a range of issues from land, hunting, fishing
and trapping, to education, health and social services. In a marked departure from past treaties,
the JBNQA provides for a form of regional government through the establishment of the CRA.
a

b
c

d

Section 91(24) of the Constitution Act, 1867 grants Parliament exclusive legislative authority over “Indians, and
Lands reserved for Indians.”
Such devolution merely constitutes an administrative delegation of power, and not a transfer of jurisdiction.
Section 25 of the Charter states: “The guarantee in this Charter of certain rights and freedoms shall not be
construed so as to abrogate or derogate from any aboriginal, treaty or other rights or freedoms that pertain to the
aboriginal peoples of Canada ....” This provision must be read in conjunction with s. 35 of the Constitution Act,
1982, especially s. 35(1) which states: “The existing aboriginal and treaty rights of the aboriginal peoples of
Canada are hereby recognized and affirmed.”
The signatories of the JBNQA are: Grand Council of the Crees (of Québec), the Northern Québec Inuit
Association, the Government of Canada, the Government of Québec, the James Bay Energy Corporation, the
James Bay Development Corporation and the Québec Hydro-Electric Commission (Hydro- Québec).
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The governance provisions of the Agreement were subsequently given legislative approval in
enactments by the federal and provincial governments.33
It is beyond the scope of this review to describe, let alone analyze, the provisions of the
JBNQA.a Suffice it to say, that it is a landmark agreement in the struggle of First Nations in
Canada for self-determination.34 The Agreement, together with the enabling legislation
subsequently adopted,b provide for the repudiation of the Indian Act and the inauguration of
local self-government controlled by the Crees, with significant authority over the federally
reserved lands that include the powers to regulate health and hygiene, public order and safety,
and the protection of the environment.
Within their sphere of powers and authorities, Cree local governments act autonomously. Most of
their decisions are not subject to the control or supervision of the Minster of Indian Affairs or of
any federal official, though their decisions may be challenged before a court of law.... In the area
of financial management, the local governments of the Quebec Cree are largely autonomous ...
and their funding arrangements with Canada are based on ‘block’ or grant funding.35

Education Provisions
Section 16 of the JBNQA sets forth the provisions governing Cree education which take
precedence over other applicable provincial laws of general application, such as the Education
Act (see below). Of particular interest for purposes of this Review, are the following provisions:c

a

b
c
d

•

Hiring & training of teachers: The CSB may provide residential facilities for teachers,
develop training programs for Native and non-Native teachers; provision is also made for
the hiring of non-qualified Native teachers and the determination (with the Ministry) of
the number of teachers required for its schools.

•

Curriculum & language of instruction: The CSB has the right to “select courses,
textbooks and teaching materials appropriate for the Native people and to arrange for
their experimental use, evaluation and eventual approval” and “develop courses,
textbooks and materials designed to preserve and transmit the language and culture of
the Native people.” Cree is established as a language of instruction and the CSB is
given the right, following consultation of the parents’ committee (see below) to determine
the extent to which English and French are used as languages of instruction.d

•

Parental School Committees: The Board is required to create elementary and
secondary school committees composed solely of parents. These committees are strictly
consultative and their functions are determined by the Board; however it must consult
them on three matters: the selection of teachers and principals; the school calendar and
year; and changes in curriculum.

•

Administration and funding: The CSB is allowed, but not required, to hire a CEA for a
community, “pursuant to a recommendation from the [school committee];” provision is
made for ongoing operating and capital funding by Canada and Québec of educational

A summary of the JBNQA is provided on the INAC website (http://www.ainc-inac.gc.ca/pr/info/info14_e.html) ; an
e-version of the agreement is also available (http://www.gcc.ca/pdf/LEG000000006.pdf). The entire Agreement
(450 pp.) and a series of complementary agreements can be purchased as a bound volume from Publications
Québec (http://www.publicationsduquebec.gouv.qc.ca/).
See endnote 33.
Taken from s. 16.0.9; section 16 is reproduced in its entirety in Appendix D.
The CSB is also enjoined to “pursue as an objective the use of French as a language of instruction” so that
students may continue their studies in French elsewhere in Québec, if they so desire.
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services, taking into account “the unique characteristics of the Cree School Board's
geographical location and of its student population.”a

Federal & Provincial Agreements
On February 7, 2002, the Grand Council of the Crees and the Government of Québec signed
the Agreement Respecting a New Relationship (Paix des braves) between Le Gouvernement du
Québec and the Crees of Québec. This agreement implemented certain obligations of Québec
for community and economic development under section 28 of the JBNQA.b
More recently, the Grand Council of the Crees and the Government of Canada signed the
Agreement Concerning a New Relationship between the Government of Canada and the Cree
of Eeyou Istchee.c Among other issues, the agreement aims at resolving disputes related to the
implementation of the JBNQA, including a financial package of $1.4 billion over several years. In
addition to clarifying and facilitating the implementation of Canada’s obligations under the
JBNQA, it provides for a process to negotiate an agreement and related legislation concerning a
Cree National Government.

The Education Act
When the CSB came into existence, the Education Act in force at the time applied, subject to
the provisions of the JBNQA. However, four years later, Canada adopted a new Constitution
which, as alluded to previously, guaranteed the existing rights of First Nations peoples.
Consequently, when Québec adopted a new Act in 1988,d it decided that:
•
•
•

the existing Act, as in force in 1978, would continue to apply to the CSB;
the CSB would be governed by the regulations made under the existing Act “to the
extent that they are expressly applicable;”
the new Act would not apply except as requested by the CSB.e

This decision has the following implications for this Review.
•

First, the education legislation applicable to the CSB remains ‘frozen in time’ unless the
Board decides to ‘opt in’ to provisions of the new Act, something it has never done. This
means that all innovations, including all those associated with the Québec ‘education
reform’ (see Wider context, p. 24), have no legal application in the CSB.

•

Second, the exclusion of existing regulations that did not expressly mention the CSB,
may well have eliminated the application of the previous version of the Basic School
Regulations, leaving education in the CSB without any meaningful framework.

It is difficult to imagine a conversation with officials in a southern school board that did not
include reference to the Education Act. Not once, during the collection of data, did any person
a

b

c
d

e

The Agreement specifies the contribution of funds at 75% by Canada and 25% by Québec, but this division is
subject to revision depending on the ratio of Native to non-Native students.
The significance of this agreement is described as follows by the Grand Council of the Crees: “This historic
Agreement implements with respect to Quebec recommendations of the Royal Commission on Aboriginal
Peoples and provides for the sharing of revenues derived from mining, hydroelectric development and forestry
carried out on the traditional lands of the Cree People....” (http://www.gcc.ca/gcc/querelations.php#articles).
Posted February 27, 2008: http://www.gcc.ca/newsarticle.php?id=129http://www.gcc.ca/newsarticle.php?id=129.
All statutes are designated by letters and numbers representing a particular ‘chapter’ of the law. The existing Act
is thus designated c. I-14, while the new Act is designated c. I-13.3. To avoid confusion, we will henceforth refer
to the Act that applies to the CSB as the Education Act, and the act that applies to other school boards as the
Public Education Act.
See c. I-13.3, s. 722. The continuance of the existing Act included any amendments made since 1978 that were
specifically applicable to the CSB. Any application of the new Act would be done by regulation.
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make reference to the Act which still applies to the CSB. By contrast, there were constant
references to the reform and the new courses of study, all of which are based on the Public
Education Act which does not apply to the Board.
In 1989, the Council of Commissioners initiated a process to review the new Education Act, with
a view to determining which provisions should be applied to the CSB. A process ensued that
led, in 1997, to consultation of stakeholders on a new Cree Education Act. No report of this
consultation was ever produced and to date no further action has been taken. We concur with
the Board’s legal counsel that the CSB would be well advised “to modernize its legislative
environment,”a

Major Administrative Parameters for the Management of Resources
The collective agreements governing the CSB and its employees, as well as the regulations
governing the working conditions of its managerial personnel, constitute an important part of the
Board’s legal and administrative framework. Legislation determines the process by which these
agreements and regulations are arrived at, including the role of the CSB in this regard. These
agreements and regulations not only determine the rights and obligations of managers, teachers
and other personnel, but also affect the delivery of educational services.
Collective bargaining in the Québec education sector is highly centralized.36 Most issues are
negotiated at a provincial level between a central union body and a management negotiating
committee, comprising representatives from the Ministry and the school boards (with separate
committees for the French and English sectors). There is a separate bargaining committee for
the CSB - the Management Negotiating Committee for the Cree School Board [CPNCSC].b
Whereas other school boards play a subordinate role in relation to setting employer mandates
for bargaining, with the exception of salaries, the CSB has, in law, the dominant voice in the
CPNCSC.c
The collective agreements are very long and complex, dealing with a range of subjects including
many that affect service delivery.37 For example, the teachers’ agreement includes provisions
dealing with assignment of teachers, distribution of duties and responsibilities and special
education. However, it should be noted that the provisions that apply to most school boards in
the Québec education system38 are much more extensive than those that apply to the CSBd
The other major document governing the management of resources in the CSB is the Ministry
Funding Rules.39 These Rules specify the parameters for the allocation of government grants for
youth, adult and post-secondary education, as well as capital investment.e

a
b
c

d

e

Memorandum to the Director General, dated February 28, 2005.
The acronym reflects its official French name (Comité patronal de négociation pour la commission scolaire Crie.
This enhanced authority is specified in the Public Sector Bargaining Act, s. 35, but arises from the JBNQA and
the Education Act, s. 597: ”The school board shall, in consultation with the Minister, negotiate the conditions of
employment of its employees, except basic salary, basic marginal benefits and basic work loads which are
negotiated at the provincial level.”
We address these constraints in our analysis of the management of human resources in schools and the school
board as a whole in Part 2.
We provide a brief analysis of these grants in Part 2.
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2.1.4 The Wider Context
As this heading suggests, the wider context broadens the context from the local and regional
levels. In some cases, this wider context may extend to the province, the country or beyond. In
many organizations, their ultimate context is global.
Guiding Question


How does the broader educational system impact on CSB?

Although the CSB’s special duties and powers set it apart from most boards in the system, as
described in the earlier section on the Education Act (p. 22), it is part of the Québec education
system. Like many other jurisdictions, Québec education has been undergoing a process of
‘reform’ over the past decade following the ‘Estates General on Education.40 The Reform shifted
the emphasis from access to education to success from education. Linguistic school boards
replaced denominational boards and greater authority was devolved to schools, notably through
the creation of school governing boards. A new framework for school organization and
curriculum was developed, including new courses of study which, to date, have been
implemented at the elementary and first cycle of secondary levels.41 Adult and vocational
education was revitalized, including a new policy on ‘life-long learning.’42
The reform of education must also be understood against a backdrop of public sector reform,
which in turn reflects global trends in the reshaping of public administration, commonly called
new public management: the expectation of more responsive structures and better results from
governments, which are now expected to steer the ship of state, rather than row it.43 Education
is seen as the key policy lever in building the ‘knowledge society’44 which is viewed as the basis
of both individual and national prosperity, and competition in the global market place.45
Schools ... are acutely aware that they are being held to account for achieving greater results with
fewer resources, and being judged on the basis of standardized measures of performance, such
as large-scale achievement tests.46

In Québec, government policy on public sector reform was introduced in legislation in 2000, and
further developed in policy and legislation in a series of policy statements under the banner,
Shine Among the Best.47 Every government department, including the Ministry of Education,
must adopt a multi-year strategic plan and prepare an annual management report that includes
a presentation of the results obtained, measured against the objectives fixed in its strategic
plan. Various indicators are used for this purposes, as well as to measure the ‘efficiency’ of
government programs and services.48 At the present time, this drive for better results and
greater efficiency is linked to government policy on regionalization - decentralized decisionmaking at the local and regional levels.
At a federal level, the same preoccupation with results and efficiency can be observed. Thus,
the federal government management framework recognizes that government exists to serve its
citizenry; emphasizes the importance of sound public service values; focuses on the
achievement of results; and promotes ‘value for money’ in the use of public funds.49 The
corollary of this drive for results is accountability,50 which in turn has led to an increasing
reliance on data to demonstrate levels of performance achieved.51
The counterpoint to this public performance and accountability framework is the paramountcy of
human rights and freedoms. International human rights law sets forth the normative standards
that the international community believes should guide the actions of nation states, while
individual nations enact legislation to provide rights to their citizens and others. As mentioned
previously (p. 20), in Canada the foundation of such rights is provided for in the Canadian
Charter, complemented by provincial human rights codes such as the Québec Charter.
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One of the most recent statements of such rights is the United Nations Declaration on the
Rights of Indigenous Peoples, adopted in September, 2007.a The following statement regarding
education rights is included in article 14 of the Declaration:
1. Indigenous peoples have the right to establish and control their educational systems and
institutions providing education in their own languages, in a manner appropriate to their cultural
methods of teaching and learning.
2. Indigenous individuals, particularly children, have the right to all levels and forms of education
of the State without discrimination.
3. States shall, in conjunction with indigenous peoples, take effective measures, in order for
indigenous individuals, particularly children, including those living outside their communities, to
have access, when possible, to an education in their own culture and provided in their own
language.

Although declarations, as opposed to treaties and covenants, are not enforceable in a court of
law, they do provide an expression of what the international community expects. In this case,
the resolution adopting this Declaration was supported by 143 votes, with 11 abstentions and 4
countries voting against, including Canada. Both this statement of rights and Canada’s
opposition provide part of the context in which the CSB operates and strives to implement its
mission, as described in the section that follows.

2.1.5 Key Findings, Conclusions & Recommendations
We recognized that it was not appropriate to evaluate the context of the CSB because the
Board does not, by and large, control its context. Therefore we posed the following questions to
guide our discussion:
•
•
•
•
•

What are the principal characteristics of both the regional and local contexts in which the
CSB, its schools and centres operate?
Who are the principal stakeholders of the CSB and what are the characteristics of the
relationship between them and the CSB?
What features of its historical context are important to understanding the CSB?
What are the principal aspects of the administrative and legal framework in which the
CSB operates and how do they affect it?
How does the broader educational system impact on CSB?

Situating the CSB in its regional context is particularly important because it is this context - the
territory of the Cree nation - that caused the Board to be created. Each school has its own
particular local context but the nine communities share many characteristics.
We then moved on to look at the historical context and the three ‘streams’ of education that
flowed in to the formation of the CSB: traditional Cree education, federal First Nations education
policy and the Québec education system. We note some highlights in the Board’s own history,
notably the Mianscum report of 1999, which provides the direct antecedent to this Review.
We provided a brief overview of the major elements of the administrative and legal framework,
notably the JBNQA and the Education Act that applies, and the Public Education Act that does
not apply, to the CSB. This Act that applies to the Cree, Kativik and Naskapi school boards has
never been updated and its unclear which regulations apply to the CSB, especially for the
organization of educational services and curriculum.
a

For a complete text of the Declaration, see the United Nations Permanent Forum on Indigenous Issues:
http://www.un.org/esa/socdev/unpfii/en/declaration.html.
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Finally, we briefly discussed the wider context in which the CSB operates, especially the
Québec education system.
Based on our analysis of context, we recommend:
R1

THAT, pending the adoption of a new Cree Education Act (recommendation 2), the
Board decide on the extent to which current public education legislation should
apply to the CSB and request the government of Québec to enact this decision.

R2

THAT the Board take appropriate measures to follow through on its earlier
resolutions with a view to drafting a new Cree Education Act and regulations.

2.2

The Mission of the CSB

In relation to mission, we posed the following question:
•

To what extent is the Board guided by a clear and commonly understood mission with
respect to its principal beneficiaries: youth students; continuing education students; and
post-secondary students?

This theme comprises three objects:
•
•
•

values and guiding principles;
vision; and
purpose and results.

As with context, guiding questions are used to consider each object, as specified in each of the
sub-sections that follow.
A Canadian study of successful organizations led the authors to conclude that aim, character
and execution are the “three pillars of public management.” In brief, successful organizations :
•

know clearly the direction they are headed in (Aim);

•

have a strong sense of who they are and what is important (Character); and

•

get things done, achieving their aim and demonstrating their character through the use
of a broad array of management tools (Execution).52

While the third pillar is instrumental in nature, the first two reflect the mission of the organization,
a statement that should reflect its values and principles, vision, purpose and results. The
mission statement should serve to situate the organization in its context and to inspire and
motivate stakeholders. However, it is not how well the mission statement says what it says but
how well the organization does what it says that will inspire. All our recommendations with
respect to mission appear at the end of section 2.2.3.
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2.2.1 Cree Values & Guiding Principles
Values are abstract notions and therefore difficult to describe in concrete terms. For our
purposes, we will define values as that which the organization and its stakeholders believe to be
important, what they stand for or hold to be of worth or, as one source puts it: “conceptions of
the desirable.”53 When values are expressed as general precepts to govern behaviour, they
become guiding principles.a
Guiding Question


What are the values and guiding principles of the CSB that underpin its mission?



To what extent are these values and principles understood and shared by members of different
organizational units and other stakeholders?

Values provide the setting of the organization’s moral compass, keeping it ‘on course,’
especially when faced with difficult decisions. Thus, public policy in Canada
is guided by the values expressed in the Canadian Charter. Charter values,
such as equality, are often given more specific expression, such as equal
educational opportunity [EEO]. As stated in the Jomtien declaration,
Education for All:
Every person - child, youth and adult - shall be able to benefit from educational
opportunities designed to meet their basic learning needs.... required by human
beings to be able to survive, to develop their full capacities, to live and work in
dignity, to participate fully in development, to improve the quality of their lives,
to make informed decisions, and to continue learning.54

In addition to these overarching values, an organization such as the CSB is also guided by the
values of Cree society (see text box).b As expressed
“The fundamentals of respect,
by then Grand Chief Ted Moses:

courage, stewardship and
patience are reflected in our
way of life. Our values include
respect for the land; respect
for family; respect for the
Creator; and respect for the
Cree language and culture.”

If I had to put a name to those principles and those
values which define the Cree character and which
are at the core of our worldview I would say they are
as follows: 1) the importance of truthfulness, 2)
respect, 3) caring and 4) sharing....

Principles are those fundamental things that we
believe that shape how we see the world, how we
respond to events, how we react in situations, and
how we relate to people we encounter in life.
Principles are those beliefs we go to when we need to figure out which way to go and what to do.
Principles are fundamentally an expression of who we basically are as individuals.c

Although Cree values are grounded in Cree traditions, they transcend these traditions, providing
a ‘guidance system’ for a changing world. As Grand Chief Moses went on to say:

a

b
c

For example, transparency - openness - is a common value in public administration which could give rise to the
following guiding principle: The development of board policy should be open to public scrutiny. Since guiding
principles are almost always stated in general terms, they are sometimes complemented by guidelines, to specify
application in a given situation. In the above example, guidelines could specify the procedures to be followed in
developing policy and how the public should be kept informed. See the CRA website (www.gcc.ca/gcc/) for a
statement of the Eeyou/Estchee Declaration of Principles.
Cree Cultural Institute (“Our People”): http://www.creeculture.ca/e.
Address by Grand Chief Dr. Ted Moses to the Saah Winn Hen Gathering ("Understanding the meaning of life"),
Chisasibi, July 12, 2005. Retrieved from: www.gcc.ca/gcc/.
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It is the challenge of youth to learn to apply our Cree values to everyday life.... it is alright for us to
apply Cree principles and Cree values to contemporary economic and administrative realities.
The worth of Cree values and principles is not limited only to the pursuit of a traditional way of life.
Being a genuine Cree is not just being a hunter and trapper. You can be a proud and genuine
Cree and also be a teacher, a doctor or a judge.

In March, 2004, the CSB adopted a statement of Organizational Values and Guiding Principles.
The ‘short version’ of this statement lists the fifteen items shown below in Exhibit 1-8; the ‘long
version’ elaborates on each of these.a
EXHIBIT 1-8: CSB VALUES AND GUIDING PRINCIPLES
1

Mission driven, meaning that “the best possible benefit of our students will always come first”

2

Eeyou/Eenou based

3

Supportive of life-long learning

4

Results-oriented, forward looking, supportive of continuous improvement

5

Dedicated, constructive and positive

6

Caring, compassionate, human, attentive, understanding, attentive, responsive

7

Excellent, in quality and standards, and in leadership

8

Effective and efficient

9

Fair, just, equitable and respectful

10

Open, transparent, honest

11

Responsible, accountable, disciplined

12

Respectful

13

Reliable, trustworthy, sincere and credible

14

Available, accessible, approachable

15

Teamwork

With the exception of the first (and in part, the seventh) item, this lists consists of a series of
descriptors of the organization and its personnel. None of them, as stated here, qualify as a
guiding principle. As can be seen from the long version, the elaboration is a mixture of more
detailed statements and related thoughts that lacks a coherent framework or mode of
presentation. It reads like the result of a ‘brainstorming’ exercise - a hodgepodge of good ideas
that needs to be shaped into the statement of values and guiding principles it is meant to be.
Although the discussion of values will inevitably focus on Cree values, it is important not to
forget the value of education. As one teacher expressed it:
For students and parents to value education, the school needs to emphasize its value.

a

A copy of the long version is included in Appendix D.
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Several stakeholders told us that many parents regard the school as an alien institution that has
no connection to the community, a theme that
we will explore later in this report.a Many
Traditionally, the child learned
students appear to undervalue education,
from the parents,
partly because of attitudes they experience at
grandparents, uncles, aunts,
home - education has no intrinsic value to
brothers and sisters. They were
them - but also because of their confidence
that the ‘system’ will look after them taught how to live
education has no utilitarian value to them.
cooperatively with each other

Regional Educational Project
As mentioned earlier, the Regional Educational
Project offered a promising framework for the
CSB but it never progressed beyond the draft
version dated February, 2004.b In brief, it
outlined key strategic directions in light of the
Board’s context and mission. In summary, it
describes:

and nature. In the schools, we
teach the children to compete
with each other. We are
teaching them to just look after
themselves and not to think
about other people. (Elder)

the general educational framework in which our School Board carries out its activities, relates this
framework to the fundamental values of the Cree Nation's identity and to its main development
principles, and states the main orientations governing its action in the field of education.55

In its section entitled Values and Beliefs, the Project makes reference to the statement of
Values and Guiding Principles discussed above.c The version contained in the Project is much
more coherent, beginning with this statement: “Our School Board's action is founded on a
concept involving the whole person, a philosophy of learning and education, as well as a set of
values and beliefs consistent with a lyiyuu/linuu approach to education.” This is followed by two
fundamental concepts of the human being and learning and a brief description of the six
pedagogical principles listed below.
EXHIBIT 1-9: PEDAGOGICAL PRINCIPLES
1

Students are the main agents of their own learning.

2

Learning is a life-long process involving the whole person.

3

Learning takes place through harmonious and meaningful interactions.

4

Learning must contribute to creating a personal and social identity for students.

5

Learning must allow students to become active and productive members of the community.

6

Learning must allow students to build their life project and develop work skills and life skills.

We concur with the following characterization of the Project: “It provides a clear summarized
perspective of our overall Cree Educational reform process. It outlines and clarifies the basis,
guiding principles and parameters initiated by [the CSB] in our expectations of an effective Cree
education system.”d It is unclear why this document was never adopted, though the
memorandum from which this quotation was taken suggests that the management group found
a
b

c

d

See chapter 7 in Part 2.
The draft was prepared by Jaques Henry and Joycelyne Cormier of DISCAS, a Montréal consulting firm;
DISCAS is longer active but an archive of other interesting material they produced can be found on the website
of the commission scolaire de la Rivière-du-Nord (Saint-Jérôme): http://www.csrdn.qc.ca/discas/index.html.
There must be an error in the dating of these documents, as the draft Project (February, 2004) predates the
adoption of the statement of Values and Guiding Principles (March, 2004) to which it refers.
Quotation taken from a memorandum from the Director General to the Chairperson of the CSB, May 16, 2005.
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it too academic. This may be an example of where potentially valuable content is derailed
because of a faulty process, one that did not provide for the development of ownership of the
content by relevant stakeholders.a It may also reflect a fundamental problem in the educational
level of the administrative leadership of the Board and the resultant lack of capacity one would
normally expect from senior administrators in a school board.
More recently, at a meeting of the Council of Commissioners held in Montréal in December
2007, participants were asked to list six Cree values and then discuss their choices in small
groups and produce a list of six shared values. The results of these small group discussions
were then discussed in a plenary session where the ten Cree values listed in Exhibit 1-10 were
identified.
EXHIBIT 1-10: CREE VALUES
1

Honesty, integrity, accountability and respect

2

Maintaining and strengthening Cree identity through language, culture & tradition

3

Caring and compassion

4

Patience

5

Sharing with everyone

6

A force behind our accomplishments (JBNQA), common foundation and principles

7

Acknowledgement to the Creator (spirituality) and religion

8

Collectiveness - working together as a group

9

Family ties

10

Sense of humour and story-telling

Schools have a special role to play in the transmission of values, which is why control of
education has always been a key demand in First Nations’ quest for self-determination. Shared
values, such as those listed above, enable leaders and other stakeholders to create a vision of
a school system that is responsive to their needs and aspirations. It is hoped that the above
provides the starting point for a renewed dialogue among all stakeholders about the values and
principles that should guide the CSB in the future.

2.2.2 Vision, Purpose & Results
The mission statement of an organization builds on its values to create an expression of its
vision for the future, its purpose and, ideally, the results it hopes to achieve.
Guiding Questions


What is the vision that is projected by the mission of the CSB?



Is the mission of the CSB characterized by clarity of purpose and intended results with respect to its
major beneficiaries: youth students, adult students and post-secondary students?



To what extent are these purposes and results understood and shared by members of different
organizational units and other stakeholders?

a

We will return to this important document later in section 2.2.2 and chapter 12 of Part 4, which deal respectively
with mission purpose and strategic direction. A copy of the complete Project is included in Appendix D.
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Expressing an Organizational Mission
A vision is first and foremost an image of what we are striving to be, as exemplified by Martin
Luther King’s famous “I have a dream” speech, that, forty years later, still inspires people. An
example closer to home was stated by Robert Quill, a student from the Coldwater Band School
in Merritt British Columbia.
Our vision is to be happy. We want to relax and have dreams and laugh. We want to love and
talk. We want more Indian counsellors. We want nobody to hurt us and make fun of us. We want
to feel safe. We want our own police. We want a justice system that works. We want to know our
Native culture. We want to respect each other. We want to have a better future.56

In the same vein, the National Indian Brotherhood’s dream was entitled: Tradition and
Education: Towards a Vision of Our Future.57 The image of this policy paper is expressed as
follows by then National Chief Ovide Mercredi:
It is incumbent upon us as members of First Nations, to produce an education system that will
ensure that all Indian students in the future, know who they are, know what their people stand for,
so that we do not have to be confronted, as we are now, with young people with no hope for the
future, with young people who have dropped out from the educational system, with young people
that have given up on life and committed suicide.”58

The vision of an organization describes the impact that it wishes to make, how the world will be
different because of what it does, as illustrated by the following statement by a First Nations
task force:
Our vision is a holistic, quality First Nations education system that begins in early childhood and
includes adult education and training and post-secondary education, where the weight of
education decision-making rests with First Nations in an appropriately funded infrastructure where
parents, elders, professionals and leaders at the community, regional and national level come
together to plan their learners’ education.
We also envisage a First Nations education system where parents, elders, education leaders and
other members of First Nations communities are responsible for identifying the goals and
objectives of the learners’ education to help create culturally and linguistically competent
learners.59

At a school level, visioning creates an image that stakeholders share, that bind them together in
ways that no formal rules or regulations could ever hope to do. The Peguis Central School in
Manitoba states their vision as follows: “Together, we must ensure that all our students are
attaining high levels of academic, cultural and individual success, empowered with the tools of
knowledge, skill and experience to compete on any level, anywhere, as we move into the 21st
century.”60 The study on First Nations schools from which this quotation was taken
demonstrated the close association between vision and improvement: “People in these schools
are clear about their mission and priorities. Ideas on improving performance are welcomed, and
teachers feel that they can change things that don’t seem to be working.”61
Creating a vision for an individual school or a whole school system does not simply happen; it
requires leadership. In fact, Leithwood and his colleagues at the University of Toronto include
visioning as the first of eight dimensions defining their model of transformational leadership:
“building school vision; establishing school goals; providing intellectual stimulation; offering
individualized support; modelling best practices and important organizational values;
demonstrating high performance expectations; creating a productive school culture; and
developing structures to foster participation in school decisions.”62
A statement of purpose answers the question: Why? It explains the organization’s raison d’être,
why it exists. Purpose is shaped by values and vision. Thus, the mission of public schools in
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Québec is based on the values of EEO and a vision of every student realizing his or her
potential.a
Recognizing that an organization cannot be all things to all people, the statement of purpose
may serve to delimit its intended reach by identifying what is included in and what is excluded
from the scope of its activities.
Even when the purpose of the organization is clearly expressed, such as statement does not
usually provide sufficient clarity of direction to an organization. It is for this reason, that
successful organizations specify the results they intend to achieve.
•

Result: a describable or measurable change that occurs because of some action
supported by various resources.

As suggested by this definition, a focus on results shifts the traditional focus of an organization
from what it does to the changes it is trying to effect. Thus, for example, rather than stating that
its objective is to promote child development, the organization states the results it intends to
achieve, such as: Students adopt a healthy lifestyle. However this does not mean that what the
organization does is not important. That is the other aspect of this definition worth noting: the
linkage between resources, actions and results.
In other words, once it has decided what results it wishes to achieve, the organization then
determines what actions are
Results
likely to produce both short
Activities
Î
and longer term results and
Impact
Outputs
Î Outcomes Î
what resources are required
for
this
purpose.
This
‘sequence of change’ is
usually called a results chain, where activities produce ‘outputs’ (short term results) that lead to
desired ‘outcomes’ (medium term results) that lead to desired ‘impact’ (long term results).
As shown in this chain, achieving results can be a long term endeavour, with many small
intermediate steps (and results) along the way before the ultimate results are realized. Take for
example, a school board that sees graduation as a major ‘outcome’ that will lead to long-term
‘impact’ on students and society: post-secondary education, employment, prosperity, etc. The
short-term ‘outputs’ need to achieve the desire outcome (graduation) can be depicted as shown
below:
Conditions
for
Learning

Î

Student
Engagement

Î

Student
Capacities

Î

Student
Competencies

Î

Graduation

As illustrated here, working backward from the desired result leads to:

a

•

the curricular and cross-curricular competencies that we expect students to master;
then back to

•

the capacities that students must have or acquire in order to achieve these
competencies; which require

Section 36 of the Public Education Act states this mission as follows: “In keeping with the principle of equality of
opportunity, the mission of public schools is to impart knowledge to students, foster their social development and
give them qualifications, while enabling them undertake and achieve success in a course of study.”
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•

student engagement - presence and active participation in school; and finally

•

a host of school-related conditions that prevent dropping out and support student
engagement and the acquisition of various capacities and competencies.

However, the activities needed to realize this results chain begin, not in secondary V, but in
kindergarten and continue over 12-13 years of schooling.

The CSB Mission
The CSB Mission appears to be considered as a statement of purpose:
To provide a high Eeyou/Eenou based, holistic education founded on our language and
culture and consistent with our values and traditions as Eeyou-Eenou. This education
will help prepare each person to make his or her journey as a valued contributor to our
Eeyou-Eenou communities and Nation, and to society at large, now and in the future.
The version shown here is taken from the presentation slide included in the set of Management
Tools provided by the Director General to the Management Group. The Board website contains
a page entitled Mission, but it only contains a statement of the Board’s mandate under the
JBNQA, including the individual sections of the Agreement. In the statement of Values and
Guiding Principles referred to earlier, the mission statement only contains the first sentence
quoted above. By contrast, the statement appearing in the Regional Educational Project
contains both sentences. Moreover, the Project goes on to elaborate upon this general
statement by identifying four “special missions:”
•
•
•
•

To contribute, through education, to protecting and developing the Cree identity.
To define and guide the mission of its educational institutions.
To ensure the quality of educational services offered in its institutions. and
To manage resources responsibly.

In its description of each of these special missions,a the text specifies that the mission of its
schools must be undertaken “in the best interest of the child” and include the mandate to
educate, nurture, heal and inspire students. As stated previously about the statement of values
contained in the Regional Educational Project, it is unfortunate that this more fully developed
statement of purpose has been allowed to fall by the wayside. Even without delving into the
details found in the complete text, the four special missions cited above provide much needed
specificity to the Board’s mission, relating to its wider responsibility to:
•
•
•
•

a

the preservation of Cree identify,
its supervisory role regarding schools,
its core mission - educational services, and
its fiduciary responsibility to manage the resources with which it is entrusted.

For the complete text, see the copy of the Regional Educational Project in Appendix D.
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In another section of the Project, entitled Issues and Observations, it makes the statement
quoted in the text box. As will be discussed
“The future of the Cree Nation
below in relation to stakeholder input on the
mission, this statement captures the essence
depends on its ability to establish
of the challenge facing the CSB, preserving
a harmonious and dynamic
the values of Cree identity, culture and
language, while looking to the future. As
balance between two seemingly
stated by Matthew Coon Come, former Grand
paradoxical needs: that of
Chief:
We must realize that in the future not all Crees
will live from the bush. Everyone knows this
and there are many in our communities right
now who spend little or no time in the bush.
These people will however also need to be
able to find employment. It is up to us to
ensure that these people are able to find and
access jobs and economic opportunities in the
territory in the future.a

preserving and developing its
traditional heritage expressed
basically through language and
culture, and that of developing as
a society in a modern context
open to the world.”

In theory, the CSB mission statement applies to all levels of education or support that it provides
for youth, adult and post-secondary students. In fact, the mission is really directed at youth
education and does not appear to consider adult or post-secondary education.
As stated at the beginning of this section on mission (p. 25), a mission statement is meant to be
inspirational. That inspiration depends as much on the process used to create the mission
statement as the content of the statement itself. While mission statements tend to be short, the
process to produce one may be quite long. However, this time is well spent if it helps clarify the
values, vision and purpose of the organization, resolve differences among stakeholders and
enhance commitment to the mission. Stakeholders are unlikely to feel any commitment toward,
let alone any ownership of, the mission, if they were not involved in creating it or, in subsequent
years, in reviewing and reaffirming it.
Given the importance of mission, we posed variations of the following question to a wide range
of stakeholders:
1. The mission of the Cree School Board is based on the values of Cree culture and tradition whose
purpose is to prepare students for full participation in both that culture and in the wider society.
a) Do you think the education of students your school should be guided by these values and
purpose?
b) Do you think that these values and purpose are shared by all members of your school
community?

We heard very different views expressed about the Board’s dual mission. However, there was
practically no comment about mission with regard to adult or post-secondary education.
Everyone seem to tacitly assume that the mission only involved youth education. On the one
extreme, we met some stakeholders who felt that the dual-mission should be called ‘Mission
Impossible,’ perhaps theoretically desirable but in practice, totally unrealistic. On the other
extreme, we met many stakeholders who felt that the dual-mission was just fine. Although the
diversity of views is a matter of concern, it should be noted that they did not reflect native versus
non-native views. Here is how one non-native stakeholder expressed her support of the
mission:
a

Statement made at the Information Meeting on the New Canada-Cree Agreement in Ottawa, September 2007.
Retrieved from: http://www.gcc.ca/
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I think it’s totally appropriate. They have to be able to live within their own world. They
have to maintain their cultures and their traditions. I think that’s extremely important. But
also, they have to live within the larger structure because some people will leave the
communities. Some people will go elsewhere to work and even if they stay in their
community, they have to relate to the outside world.....
The contrary view saw the mission’s support of Cree language and culture as detrimental to
providing students with a ‘good education,’ i.e.: instruction at the same level as all other schools.
As a general rule, those who supported the mission simply saw it as an expression of the what
the mission had to be. Those who opposed it saw the mission more in terms of a zero-sum
game: anything that served to support Cree language and culture detracted from the provision
of the so-called academic curriculum.
The answer regarding mission may first lie in distinguishing ‘means’ from ‘ends.’ In other words,
as some stakeholders pointed out, the problem is not in the mission itself but in the delivery of
the mission. The problem is not in the purpose of the Board’s educational mission but in how
that purpose is realized. The second issue that emerged from stakeholder input is the question
of choice: not everyone wants the same kind of education. Third, formulating the mission is
inextricably linked to questions of curriculum and the language of instruction. As we deal with
these issues in a later section of this report,a we will limit this discussion to the broader
questions of educational purpose.
To question the dual purpose of the CSB is to question its raison d’être and we see no
legitimate reason for doing so. However, this does not mean that the implications of this dual
mission should not be examined, any
more than the means to achieve this
Preserving Cree values, language
purpose should escape scrutiny. In our
and culture is a shared
view, the main implication of this
responsibility. The Board and its
mission is that it creates greater
expectations for students than those
schools/centres must do their part,
generally observed in single-language
but so must other local and regional
public schools (i.e. schools that have
organizations, as well as parents
French or English as the language of
instruction, while offering English- or
and community members.
French-second language).
The mission of the CSB is similar to that expected in various private schools in Québec which
promote another culture and language, while offering French and English programs as well. As
a general rule, these schools operate for longer hours per day than regular public schools in
order to cover their extended curriculum. Another option, is to cover at least some of the
instruction of culture and language outside the instructional timetable, for example, after school,
on Saturdays or during the summer break. In some cases, parents opt for this extra-curricular
approach, while enrolling their children in a regular public school. Regardless of the approach
taken, the aim is the same: to provide the same curricular offerings as a public school while
ensuring that culture and language are preserved.
The issue of choice is most difficult in smaller schools, which we will discuss in the section on
curriculum in relation to the provision of multi-track schools. At this stage, we simply observe
that the problems of choice in terms of parental preference for Cree culture and language are
likely to greatly diminish if so-called academic instruction is not seen to suffer because of it. We
do not agree with the minority view expressed by some stakeholders that this is ‘mission
impossible.’ Difficult, yes; demanding, yes; impossible, no. However, this issue provides an

a

See chapter 4 in Part 2.
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important example of a key requirement for improvement that will occur throughout this report capacity.
If schools lack the capacity to provide instruction in an appropriate manner, then the dilemma
over mission will not only remain, it will likely worsen. We have visited communities where
parents have ‘voted with their feet’ (to borrow a phrase from adult education) by withdrawing
their children from the local community school and enrolling them elsewhere. We were not able
to obtain data on the number of students enrolled in CSB schools versus the number of school
age children from each community but we know from anecdotal evidence that many parents
have lost faith in the local school. Some are in a community where there is a private school;
some send their children to a school outside the community and others move so their children
can go to school elsewhere.
We also inquired into the support of community members for the mission. In addition to the
differences of opinion reflected in the above
discussion, we found that many people felt that the
Without communication and
mission of the Board was not understood. A lack of
participation, stakeholders
ownership in or commitment to the mission was
will have little commitment to
explained in part on this lack of understanding and
in part on the way in which some people claimed
the mission statement and
the mission was crafted. According to some
even less interest in finding
reports, the mission statement was drafted during
ways to support it.
a meeting of commissioners and administrators at
the beginning of 2000, following the tabling of the
Mianscum report. No consultation of stakeholders took place and we uncovered no evidence of
any serious attempt to communicate it to stakeholders. If this is true, it is not surprising that
people do not feel any ownership of this mission. As noted earlier, the mission statement does
not even appear on the Board website - what message does that send to stakeholders?
At the present time, the CSB does not specify the intended results that flow from its statement of
purpose, nor, as will be discussed later,a does it use results-based planning at either the board
or school/centre levels. Making the leap to results-based planning represents a significant
change in organizational policy and practice. However, it is an investment that is more than
worth the effort. An appropriate place for that investment to begin is with the mission statement
by asking: What are the major results that we want from our educational system? and then
including the answers as an integral part of the mission statement.

2.2.3 Key Findings, Conclusions & Recommendations
This section on mission was also framed by a set of guiding questions:
•
•
•
•
•

a

What are the values and guiding principles of the CSB that underpin its mission?
To what extent are these values and principles understood and shared by members of
different organizational units and other stakeholders?
What is the vision that is projected by the mission of the CSB?
Is the mission of the CSB characterized by clarity of purpose and intended results with
respect to its major beneficiaries: youth students, adult students and post-secondary
students?
To what extent are these purposes and results understood and shared by members of
different organizational units and other stakeholders?

This will be discussed in chapter 12 in Part 4.
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In this section we have examined the major aspects of the mission of the CSB: values, guiding
principles, vision, purpose and results. Like and school board, the CSB’s reason for being is
based on the value of education but unlike other boards, it is also grounded in Cree values. We
briefly examined the Board’s Regional Educational Project which anchored the CSB in relation
to these values but which unfortunately has been allowed to fall by the wayside.
The mission of an organization should provide a clear statement of its vision, purpose and
intended results in keeping with its values. The mission of the CSB is limited to statement of
purpose: the preservation and promotion of Cree values, language and culture; and the
provision of a range of quality educational opportunities to its students.
We discovered that many stakeholders are unaware of the mission; some describe it as
‘mission impossible,’ while others think the mission is fine as is. We see no valid reason to
question the Board’s dual mission. Without Cree values, language and culture, the Board
cannot claim to be a Cree institution but without the provision of quality educational
opportunities to its students, it cannot claim to be an educational institution. It must therefore
maintain both halves in order to be a viable Cree educational institution. As the analysis
presented in Parts 2 and 3 of this report will reveal, the problem is not with the Board’s mission,
but with its service delivery. It is not the ends but the means that need to be changed.
In consideration of the analysis of the Board’s mission, we recommend:
R3

THAT the Board reaffirm its commitment to provide its students with a quality
education grounded in Cree values, language and culture that will prepare them for
further study or employment in both the Cree nation and the wider society.

R4

THAT the Board determine an appropriate process to engage stakeholders in a
review and revitalization of its mission, explicitly including adult and postsecondary, as well as youth education.

R5

THAT this process be closely linked to other improvement planning so that
stakeholders can see how these other initiatives regarding service delivery will
support the mission.

R6

THAT the revised mission include a statement of values, guiding principles and
purpose, as well as the intended results for each major sector of activities.
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PART 2: EDUCATING YOUTH IN THE CSB

Part 2 presents our analysis relating to the education of ‘youth’ in the nine schools of the CSB,
from kindergarten to secondary V (see definition of youth students opposite Exhibit 2-2.).a
It deals with all levels of the performance pyramid
introduced in Part 1, as they apply to youth. The
first chapter begins at the top of the pyramid with
student results (Chapter 3), while the others deal
with four successive layers of support from the
classroom (Chapter 4) to the community (Chapter
7). The bottom layer of the pyramid, school board
support, will de dealt with in Part 4.
This part of our report is concerned with school
performance as much as school board
performance; however, we do not attempt to present a separate analysis of each school. Each
section and sub-section introduces the object being evaluated, and then presents our analysis
and recommendations.
EXHIBIT 2-1: DATA COLLECTION IN SCHOOLS
Source
Current Students
Former Students
Classroom instruction
Teachers
Administrators
Other Staff
Commissioners
School Committee Chair
Band Council Ed Rep
School Committee, Parents
Elders
Community Members
All sources
*

a

Method
Focus Group
Focus Group
Observation
Questionnaire
Focus Groups
Interview
Questionnaire
Interview
Interview
Interview
Focus Group
Focus Group
Community Radio

Number*
Sch

Act

Par

9
6
9
9

43
6
50
9
6
25
7
5
2
3
6
6
3
155

369
37

9
7
5
2
3
6
6
3

212
51
25
41
5
2
3
55
46
677

This columns displays the number of: schools (Sch), separate data collection
activities (Act) and participants (Par).

All parts of the CAFSI report can be found on the CSB Educational Review website in English and French:
http://www.cscree.qc.ca/Edreview/ed_review.htm,
http://www.cscree.qc.ca/Edreview/Fr/Etude_Ed.htm.
These parts are not written as ‘stand-alone’ texts. They are published separately because the report is too large
to be downloaded as a single text. Thus, for example, the Reference List for all works cited in this Part can be
found at the end of Part 5.
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As shown above in Exhibit 2-1, more than 150 data collection activities were carried out in
schools, involving almost 700 participants. When participants are regrouped as (1) students,
(2) administrators, (3) school staff, (4) commissioners and (5) parents and community members,
commissioners are the only group with a significant number of schools not represented.a In
addition to these data, we gathered data on schools from interviews with Board personnel and
various documents and records.b
In considering the data analysis presented in this chapter, it is important to keep in mind the
definition of youth students and relative size of the nine schools of the CSB.c For purposes of
this analysis, we define youth students as those who are eligible for admission, from 4 to 21
years of age (and beyond for handicapped students), and enrolled in a school of the CSB.
EXHIBIT 2-2: STUDENT POPULATION

As shown in this graph, three schools (S04, S05,
S08)d have fewer than 200 students, five vary
1200
between 270 and 663, and one school (S02)
1000
exceeds 1000. Overall, 62% of these students are
800
at the elementary level and 38% at the secondary
600
level. Most schools have three streams of
400
instruction: Cree, English and French. Overall
200
instruction in Cree is offered to approximately 27%
0
of all students, while the remainder is split between
S08 S05 S04 S01 S03 S09 S06 S07 S02
52% in English and 31% in French.e These
percentages vary considerably from one school to
another.f We begin the presentation of our analysis of school-related data with some comments
by teachers.g
School Strengths

Freedom in class for teachers to teach
Good resources
Students can learn in their language
Small classes
We have leaders who care ...
but

a

b
c

d

e
f
g

School Weaknesses

No consequences for students’ actions
Low expectations
No accountability
Poor communication
they are not able to handle staff/student problems

The focus groups with students and teachers, as well as classroom observations, were constructed
‘purposefully,’ that is, to connect with participants from different levels and language of instruction; they were not
intended to be representative of all students, teachers or classrooms. Questionnaires were supposed to be made
available to all teachers and other staff members, though this did not always happen. Interviews were envisaged
for all administrators and commissioners. The number of commissioner interviews reported here does not include
the Chairperson of the Board, who was interviewed during the Educational Symposium. We endeavoured to
reach out to commissioners not available when we visited the communities by offering interviews in conjunction
with Council meetings or submission of written responses. Unfortunately, none of these attempts was successful.
Deficiencies in these data will be dealt with as applicable, in each section.
The data for this summary were supplied by individual schools and should only be considered as indicative of the
actual number recorded in official counts which were not supplied to the evaluation team.
Following the convention established in Part 1, schools are identified by the number assigned to their community:
S01 Whapmagoostui; S02 Chisasibi; S03 Wemdinji; S04 Eastmain; S05 Nemaska; S06 Waskaganish;
S07 Mistissini; S08 Ouje-Bougoumou; S09 Waswanipi.
This approximation does not include Cree as a subject of instruction in secondary school.
See Exhibit C-1, Appendix A.
As noted in Part 1, throughout this report, input from stakeholders will be presented in italicized script. These
extracts use the words expressed by stakeholders. However, in some cases, their words may be summarized or
modified to fit the syntax but in no case have we altered the meaning intended.
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3.0

STUDENT RESULTS

Although schools contribute to a range of social and economic outcomes, their mission is
focused on students. Therefore, in this performance theme, we posed the following question:
•

What results does the school expect for
its students and how effective is it in
achieving them? a

This theme comprises three evaluative objects,
each of which represents a major result area:
•
•
•

student engagement;
curricular learning; and
social & personal learning.

Q: Are you satisfied with
student results?
A: No. No I’m not. I’ll say it
that bluntly. (Outside
stakeholder)

These results areas flow from the mission of the CSB, expressing what it wishes to achieve in
terms of youth education. As discussed previously in Part 1, results need to be specified so we
know precisely what we wish to accomplish. This is usually done by defining performance
standards. These standards are provided in each of the sub-sections that follow. Setting
standards may involve the use of targets and benchmarks, terms that are often confused.
Simply put, targets express an expected level of performance in relation to a given standard.
For example, our standard for student attendance might be: Students are present in school for a
minimum of 175 instructional days per year. If attendance is very low, this standard will be
difficult to attain in the short term We might chose, therefore to set incremental targets for three
years, say: 160, 168 and 175 days.
Benchmarks are points of comparison used to set standards and targets. They are usually
found in statistical norms, such as the average graduate rate in the province, or in examples of
‘best practice’ such as characteristics of an effective school culture. For attendance, therefore,
we might look to see the average attendance in other boards to set our standard but use our
past performance on attendance to help set targets.
•

Standards express what we want our students to achieve.

•

Targets express what we can expect to achieve in a given year.

•

Benchmarks help us to determine desirable standards and realistic targets.

3.1

Student Engagement

Educators, parents and members of the public are familiar with the problems of student
absenteeism and school dropouts. An equally serious problem, but one that is often ignored, is
the number of students who are physically present in school but not really ‘tuned in’ to learning.
In some cases, this condition is a step on the route to dropping out. In others, it signals an
education that is passive and uninspired. On the other extreme, are students who are actively
involved in learning and school life, who not only complete school, but who become life-long

a

We experienced severe difficulties in obtaining the necessary data to determine the level of results in the CSB
which are discussed in Appendix B, under Data Collection: Schools: Students.
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learners. These extremes of drop-out and life-long learner provide the ends points for a
continuum of student engagement (see text box).63
[Student engagement] starts from students being in school, to being actively involved in an
activity, to participating in their own learning,
to understanding themselves and their
“Engaged students ‘delve’ into
cultural roots.... [It depends on] strong ...
positive relationships built on mutual respect
their interests, needs and talents
with other students, staff and other adults in
and ‘reach out’ to connect in
the wider school community.

satisfying and productive ways

Student engagement, or disengagement,
with their educational and social
often reflects home environment, a theme
environments.”
which we will explore in chapter 7. However,
research on schools indicates that
engagement is largely dependent on a range of school-based conditions,64 making student
engagement a legitimate object for the evaluation of school performance.a
Performance Standard


Students attend school regularly and take an active part in learning and school life.

3.1.1 Attendance
Before students can become truly engaged in learning, they must be present in school. It goes
without saying that student attendance is first dependent on schools to be open to receive them.
According to data presented to the Council in December, 2007, schools were closed for an
average of 8 days in 2006-07, for weather, school maintenance problems, and various other
reasons, including funerals. In addition, this report stated that additional days may have been
lost because of late school openings.
Assuming some late school openings,
Q: Are kids really engaged in their
we can estimate that approximately 5%
learning here?
of instructional time is lost before
students walk through the door.
A: I would say none of them is really

engaged. Sports is more
Student absenteeism was a major
concern in virtually every school we
important than education. (Vicevisited, as it was when Henry
Principal)
Mianscum visited these same schools
in 1999. Noting that parents and school
committees were very alarmed by the high rate of absenteeism, he made the following
observation: “The students’ attitude to the school and the importance of education plays a major
role in student absenteeism. These students would rather do other things than go to school.
Their priority is not in education.”65 Unfortunately, the situation has not improved in the
intervening years.

a

Thus, Coleman (endnote 64) argues: “The dropout data constitute by far the best measure we have of the quality
of the school system. That 35 percent of our students find it irrelevant or useless, despite knowing (or at least
saying that they know, when asked) that education is essential to their economic and social well-being,
constitutes vitally important data.”
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EXHIBIT 2-3: STUDENT ATTENDANCE, 2006-07

We did not collect raw data on
student attendance but relied on the
attendance reports,66 that are
100%
produced annually for the CSB.a In
80%
2006-07, the average attendance in
60%
all schools of the CSB was 77%. As
can be seen in this graph,
40%
attendance rates vary by school,
20%
from a low of 64% in Whapmagoostui
0%
(S01) to a high of 84% in Nemaska
S01 S07 S02 S04 S09 S06 S08 S03 S05
(S05).b These rates also vary
somewhat by level within each
school. Not surprisingly, attendance tends to decrease at the higher levels. However, what is
most striking about these data is that attendance is low everywhere. school attendance rates of
64 to 84% means that students are absent between 29 and 66 days per year, for an average of
43 days per student.
In order to see if these data were typical of other years, we looked at the reports for the six
preceding years. The average attendance was highest seven years ago in 2000-01 (87%),
dropped to 82% in 2002-03, climbed to 85% the following year (and 2004-05), then declined to
the present average of 77%.c
EXHIBIT 2-4: SPECIFIC REASONS FOR
The annual attendance reports also include the
ABSENCES, 2006-07
percentage of different reasons given for absences,
from a standardized list adopted for all schools. This list
100%
provides for sixteen specific reasons,d as well as
80%
“Reason A” (authorized absences) and “Other.” As
60%
40%
illustrated in this graph, specific reasons appear to be
20%
the exception, rather than the rule to explain student
0%
absences. The most notable exceptions are OujeS09 S02 S03 S06 S01 S04 S05 S07 S08
Bougoumou and Mistissini where the overwhelming
reasons noted is ‘skipping’ (80% and 60% respectively). Over the past seven years, the
percentage of specific reasons for absences has declined almost steadily from 67% in 2000-01
to 35% in 2006-07. However, these data may not accurately reflect the real reasons for
absenteeism, and do not begin to explain why so many students are absent from school, an
issue we deal with in other chapters of Part 2.

3.1.2 Perseverance
Not only do we want student to attend school regularly each year, we want them to continue to
do so until they complete both their elementary and secondary education. In other words, we
want them to persevere until they graduate from high school.
a

b

c

d

For many years, these reports have been produced by Gérard Poulin, an external consultant who collects and
manages much of the Board’s school-based data.
The attendance rates shown here were computed by counting the average number of student days of presence
in relation to a norm of 185 teaching days. These data should only be considered as indicative of student
attendance and not an accurate depiction (see comments accompanying Exhibit C-2 in Appendix C).
Data tables on various aspects of attendance showing the details for each school for all seven years are
provided in Exhibits C-2 to C-8, Appendix C.
The specific reasons are: in bush with parents; at clinic or hospital; sick; slept in; no baby sitter; skipping; CSB
tournament; school or CSB activities; in school suspension; suspension; out of school appointment; out of school
tournament; community activities; out of town with parents; wedding of funerals; and not at work placement.
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When absence from school becomes permanent, we are confronted with the phenomenon of
drop-outs,a students who leave school without completing their secondary education and, in
some cases, their elementary education.b Once again, the Mianscum report sounded the alarm
about the high rate of drop-outs in the CSB: “The concern that the Cree Nation is producing
future generations without a formal education is indeed frightening.”67. Since that time, the
situation has deteriorated even more.
EXHIBIT 2-5: SECONDARY STUDENT DROP-OUTS, 2006-07

The annual attendance reports also
include data on students who drop out
during the year (September to June).
30%
As shown in this graph, the rates for
25%
secondary dropouts in 2006-07 vary
20%
considerably from one community to
15%
another.c
Waswanipi
(S09)
and
10%
5%
Waskaganish (S06) have the highest.
0%
rates, followed by Whapmagoostui
S03 S07 S02 S04 S05 S01 S08 S06 S09
(S01) and Ouje-Bougoumou (S08).
This represents an average of 11%
across all nine schools. One would not
expect to find any drop-outs at the elementary level; however, Ouje-Bougoumou has a drop-out
rate of 7% at this level, and Mistissini (S07) and Waswanipi each report 2% elementary dropouts in 2006-07.
As shown below in Exhibit 2-6, the average drop-out rate changed very little over the past seven
years; however, rates of individual schools change considerably from year to year. This
variance is illustrated using two schools: Waskaganish and Mistissini.d The reason for this
variance is one of the many unanswered questions of this Review.
EXHIBIT 2-6: SECONDARY DROP-OUT RATES: 200-01 TO 2006-07
School

30%
25%
20%
15%
10%
5%
0%
00-01

01-02

02-03

03-04

S06

*

04-05

S07

05-06

06-07

S01
S02
S03
S04
S05
S06
S07
S08
S09
All

0001
14%
20%
8%
5%
14%
8%
17%
7%
5%
13%

0102
11%
14%
9%
7%
10%
11%
14%
0%
7%
11%

0203
12%
12%
11%
14%
3%
3%
4%
6%
22%
8%

0304
8%
17%
7%
11%
5%
6%
28%
0%
20%
14%

0405
11%
23%
15%
9%
8%
5%
8%
6%
24%
13%

0506
6%
11%
7%
6%
8%
13%
8%
6%
24%
11%

0607
17%
6%
3%
6%
10%
24%
4%
18%
26%
11%

Var

The final column of the table (Var) displays the variance of each school over the seven-year period.

Research on successful schools emphasizes ‘time-on-task,’ that is, the amount of time devoted
to actual teaching and learning. Attendance and perseverance are necessary but not sufficient
a

b

c

d

Drop-out rates are the negative expression of perseverance (as absenteeism rates are the negative expression
of attendance).
Graduation rates may be used as a proxy measure of engagement but they also reflect curricular learning, which
is where these data are reported (see section 2.2.1, p. 52).
It should be noted that the data used to construct these drop-out rates do not take transfers from one school to
another into account.
The variance is measured as the standard deviation in each school’s drop-out rates over the seven years.

0.04
0.06
0.04
0.03
0.03
0.07
0.09
0.06
0.08
0.02
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conditions for achieving high levels of time-on-task, which also require engaged students, as
presented below, and engaged teaching, as presented in section 4.2.1.

3.1.3 Engagement in Learning
True engagement is not only difficult to measure but even developing some sense of the level of
engagement in a school requires structured observation over a long period of time. We knew
that this was beyond our reach, so we were obliged to rely on limited classroom observations,
and feedback from students and teachers. Research on student engagement tells us that
students engage when learning is real to them and disengage when it is not. As one secondary
teacher observed:
I get the sense in my classes, or just generally, that classroom activity is one great
abstraction [for students].... I think most of the time they spend in class is an abstraction
from reality. I work hard trying to make some kind of connection between that abstraction
and their real lives. There are some children who want to learn and be there and they
get it but, I’d say the majority don’t.
There were five items on the questionnaire completed by teachers. They were asked to rate the
engagement of their students on a scale of 1 to 6. Exhibit 2-7 summarizes their responses in
terms of the percentage of teachers who gave a low, medium or high rating to each item.a
EXHIBIT 2-7: TEACHER RATING OF STUDENT ENGAGEMENT
Items

50%
40%
30%
20%
10%
0%
Lo

*

Me

Hi

1. My students are motivated to
succeed.
2. My students come to class ready
to learn.
3. My students actively participate in
class discussions.
4. My students complete work
assigned to them.
5. My students are able to work
independently.

N

Rating*
Lo

Me

Hi

105

23%

50%

27%

107

36%

43%

21%

105

42%

32%

26%

103

25%

51%

25%

104

37%

45%

18%

Each item was rated on a six-point scale, where 1= virtually none of my students exhibit this characteristic
to 6=virtually all of my students exhibit this characteristic. In this exhibit, the responses have been regrouped
here as follows: Low = 1 or 2; Medium =3 or 4; High =5 or 6; N=number of respondents.

When considered together, these five items provide a very rough measure of student
engagement, as seen through the eyes of teachers. As shown in the graph, 23% of teachers
rate student engagement as high; 44%, assign a medium rating and 33% a low rating. As can
be seen from the data displayed above, There is a similar distribution for each item, while noting
that smaller number of high responses for item 5 (independent work).
The average rating for all items was 3.32, a ‘middle-of-the-road’ rating.b There was some
variance across schools, the average ranging from 2.69 to 3.49. Respondents were asked to
indicate their language and level of instruction.

a

b

For the number of responses for each of the six categories and mean response for each item, see Exhibit C-22
in Appendix C.
The average for each item varied from 3.11 (item 5) to 3.56 (item 1).
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•

In relation to language, the average score was highest among Cree teachers (3.99) and
lowest among English teachers (3.13).

•

In relation to level, the average score was highest among kindergarten to grade 3
teachers (4.25) and lowest among secondary teachers (2.89).a

We asked students and former students about their engagement in school. Since engagement
is a rather abstract concept, we asked them what they liked or didn’t like about school, what
kind of feeling they got from their school - happy, sad, excited, bored, etc. A former student, now
a parent herself, recounted the experience of her son:
Q: Why is the absenteeism so high?
A: Well, I have a 7 year old and he says: ‘Mom, I don’t want to go to school.’ ‘Why?’ ‘It’s
boring. We don’t do nothing. We just colour.’
Q: And that’s in Cree?
A: Yeah. He’s in Grade 2. But sometimes when I try to encourage him to go, I say, well
maybe you’re going to learn something. Maybe they’re going to teach you today. No,
they won’t. And he would start crying because he says, no, I’m telling you, we don’t
do nothing there. It’s boring, boring. That’s what he says.
Grade 4-6 students in one school said they liked coming to school “sometimes.” When asked to
explain why sometimes and not others, the answer
was “bullying.” When parents in another school
The only way to understand
stated that the school had a ‘zero-tolerance’ policy
students’ experiences in
toward bullying, they expressed the opinion that
bullying had decreased dramatically. However,
school is to let them speak
when we asked secondary students: Are there any
for themselves.
serious problems that make this school the kind of
place you really do not like? The answer was:
“bullying.” This case illustrates that the experiences of students in school cannot be taken for
granted on the basis of adult opinion. We need to let them speak for themselves.
Many students talked about their experience in classes. One could not predict favourite classes
by the subject being taught. For example, secondary students in one school identified math as
their favourite class. When asked: Is it because of the subject or is it because of the way the
teacher teaches it, or what? their response was unequivocal:
The way the teacher teaches it.
Students did not like classes because they were easy. In fact, they complained about classes
that did not provide any challenge:
It’s easy for us, but when we get to college it’s probably going to be really hard for us
because of the level that the school is here, I think it’s kind of low - like secondary 1 [the
students were in secondary V].
Similar comments were heard from grade 4-6 students in another school:
Q
a

Is the work that you have hard? Is it hard for you to do, or easy?

The average for French teachers was 3.13; for elementary teachers (grades 4-6), 3.72; for teachers who taught
in more than one language and at more than one level of instruction, the averages were respectively 3.35 and
3.76.
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A: Easy.
Q: It’s easy most of the time? Does that make it a little bit boring?
A: Yes.
Former students reflected on their experiences and many recalled the positive and negative
influences of their home environment on their engagement in schooling:
My parents or my grandparents didn’t graduate; they didn’t pass grade four. But they still
valued education and they really pushed us. Sleeping in was not an option.
A cousin of mine always got into trouble and he was kicked out. In secondary 3 he
comes back and he’s totally different, totally changed. He was there every day and he
was working hard. I’m not too sure what drove him to do it, but I think it had something to
do with thinking about his future, what he was going to do.
As these brief extracts illustrate, student engagement - or disengagement - in learning and
school life is multi-layered. It starts at home with parental attitudes that value education and
parental practices that support education, beginning with ensuring that children attend school
regularly. Engagement is fostered by a variety of school conditions, beginning with a safe and
welcoming climate. The core of engagement is found in the classroom: caring relationships and
effective classroom practices. We will explore these issues in subsequent chapters of Part 2. At
this stage, our concern is to focus on our expectations for student engagement.

3.1.4 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
student engagement meets the stated standard:
¾ Students attend school regularly and take an active part in learning and school life.
We analyzed student engagement in relation to three issues: attendance, perseverance (staying
in school) and actual engagement in their own learning.
Student attendance was a major concern in virtually every school we visited. In 2006-07, the
average attendance in all schools of the CSB was 77%. This means that, on average, students
are absent for 43 days of the school year. Even more disturbing is the fact that attendance has
been getting worse over time.
When absence from school becomes permanent, we are confronted with drop-outs, students
who do not persevere until they graduate. In 2006-07 11% of secondary students dropped out
between September and June, a rate that has not changed much over time.
Many of the students who remain in school are not truly engaged in learning. We attributed this
situation to a combination of a variety of factors dealt with in later chapters of Part 2.
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Based on our analysis of student engagement, we recommend:
R7

THAT the Board use available data from other schools in Québec to identify
suitable benchmarks for student attendance, perseverance in school and
engagement in learning.

R8

THAT the Board set appropriate standards for student attendance, perseverance in
school and engagement in learning, applicable to all schools in the CSB.

R9

THAT each school, in collaboration of the Board, set appropriate targets for student
attendance, perseverance in school and engagement in learning.

R10 THAT the capacity to achieve the standards and targets set for student attendance,
perseverance in school and engagement in learning (recommendations 8 & 9) be
developed in accordance with other recommendations of this report.
The importance of the relationship between recommendation 10 and recommendations 8 and 9
cannot be overstated. Merely stating desired results (standards and targets) might help to
sharpen
your
focus
and
the
commitment of stakeholders, but it will
Capacity Î Performance Î Results
do nothing to achieve them. The path
to improvement first requires a clear
understanding of the issues, which begins, but does end, with the insights provided by this and
other sections of this report. The focus in many of these other sections is on performance and
capacity which are required to achieve results. Any statement of results without improved
capacity and performance amounts to nothing more than wishful thinking.
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3.2

Curricular Learning

Curricular learning can be understood as the mastery of the ‘competencies’ expected by the
curriculum that is taught at each level of instruction.a Our understanding of how well students
have mastered the relevant competencies is dependent on how student achievement is
assessed, how these assessments are communicated and on the availability of data from this
process. Values are implicit in any assessment system. “We all know from our own school days,
what gets measured ... gets valued. If schools do not measure what they value, what others
choose to measure will be valued.”68 Thus,
for example, if we value the importance of
“We must learn to measure what
critical thinking, an assessment based on
we value rather than valuing what
regurgitation of facts is woefully inadequate.
Unfortunately, many student competencies
we can easily measure.”
that we value (e.g. social and emotional
competencies) are often neglected because they are difficult to assess (see text box).69
Assessment of student achievement is typically done by one or more of the following:
•
•
•

classroom assessment by teachers;
standardized tests; or
uniform examinations.

Teacher assessment is an integral part of teaching and learning and ought to form the core of
any assessment system.b Teachers are in the best position to match assessments to learning.
However, it is widely acknowledged that standards vary considerably, depending on the
expectations and expertise of individual teachers.70 Hence the reliance on external ‘large scale’
assessments, using standardized tests.
Large scale assessments of student achievement using standardized tests have become the
policy option of choice around the world. The Programme for International Student Assessment
[PISA] and the Third International Mathematics and Science Study [TIMSS] exemplify this trend.
Governments and the general public tend to have a lot of faith in these types of assessment and
use them to rank schools.c
By contrast, the denunciation of the ‘cult of testing’71 by the Canadian Teachers’ Federation
reflects the opposition of both teachers and school administrators to large scale assessments
(see text box).72 We believe that this opposition is
“Many current student
justified,73 as are concerns that some tests may be
culturally biased. However, standardized tests can
testing policies ... contain
be useful to provide a common measure of
flaws that detract from what
achievement of language and math competencies,
should be our primary goal:
providing stakeholders with some measure,
however imperfect, of how their students are doing
improving learning.”
in relation to those from outside the school board.

a
b

c

See the discussion of curriculum in section 4.3 (p. 83).
Thus, the Public Education Act that applies in other school boards in Québec recognizes the prerogative of the
teacher: “to select the means of evaluating the progress of students so as to examine and assess continually and
periodically the needs and achievement of objectives of every student entrusted to his care” (s. 19(2)). this is
subject to: (a) the standards and procedures for the evaluation of student achievement approved by the principal
following input from teachers; (b) the Basic School Regulation; and (c) uniform examinations imposed by law.
None of thee provisions are included in the Education Act that applies to the CSB.
See discussion of school evaluation in section 6.4 (p. 136).
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Uniform examinations may be developed at a school board level but more often at the ministry
level. In Québec, uniform exams have been used for years to measure student achievement in
compulsory secondary subjects, mostly at the secondary IV and V levels. Like standardized
tests, they provide a common basis of comparison, with the added advantage that they are
based on the mandated curriculum.
Performance Standard


Students demonstrate acquisition of the required competencies specified in the curriculum for their
level of instruction.

For several years, students from the CSB did not write ministry exams; however, this
moratorium ended in 2006. As will be seen in the presentation of data that follows, the results of
CSB students on these exams ought to have sounded an alarm to the Board that its students
were not mastering the same curriculum as students in other boards. In fact, in many cases,
they were not even being taught that curriculum.a
We endeavoured to collect data on student curricular achievement from published MELS data
and board data on:
•
•
•

graduation rates;
curricular subjects; and
standardized tests; as well as

data from teachers and other stakeholders.

3.2.1 Graduation Rates
Graduation rates are indicators of engagement, curricular learning and overall school success.
They tell us the percentage of students that complete school, the remainder, being those who
dropped out.b Graduation rates are typically measured by designating a group of students
(usually called a ‘cohort’) entering secondary school in a given year.c The graduation rate is
equal to the percentage of students in this cohort who graduate, ideally, at the end of five years.
However, because some students graduate in subsequent years, graduation rates often include
percentage of graduations after 6 years, 7 years, etc.
EXHIBIT 2-8: COMPARATIVE GRADUATION RATES, 2001 COHORT

70%
60%
50%
40%
30%
20%
10%
0%
Québec

a
b
c

CS Baie-James

CSB

Kativik SB

As shown in Exhibit 2-8, using the
most recent Ministry data, 60.1% of
the 2001 cohort for the entire
Québec school system graduated in
five years. Although the Minister is
very
concerned
about
this
graduation rate, the results for the
CSB pale by comparison - 8,6%. In
terms of other northern boards, the
rate for Kativik is only slightly higher
(9.6%), whereas the rate of the

See discussion on teaching in section 4.1 (p. 67)
See discussion on drop-outs in section 2.1.2 (p. 45).
We identify a cohort by prefixing the letter ‘C’ to the year in which the students began secondary school. Thus,
C2001 designates the group of students who began in 2000-01, with graduation anticipated in 2005-06.
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Commission scolaire de la Baie-James (48.6%) is much closer to the provincial average.a
Over the past four years for which data are available (cohorts C1998 to C2001), the graduation
rate after five years of secondary school has risen slightly across Québec, while it has fallen
dramatically in the CSB. A similar change can be seen for graduation after six years over the
three years for which data are available (C1998 to C2000). However, three or four years is not a
long enough time span to see any true patterns in the evolution of gradation rates.
When one looks at graduation
after seven years shown in
Exhibit 2-9, the provincial rate
has remained very stable. By
contrast, the rate of the CSB has
fluctuated a great deal. However,
even the ‘high points’ of the CSB
rates fall well below provincial
averages. We do not know why
this has happened so this
question remains unanswered.

EXHIBIT 2-9: GRADUATION AFTER 7 YEARS (VARIOUS COHORTS)
80%
70%
60%
50%
40%
30%
20%
10%
0%
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C1993
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C1995
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C1997

C1998

C1999

Québec
CSB
There is another comparison that
is very revealing about the
performance of the CSB over time: the increase in graduation rates when additional time is
provided. In other words, if the graduation rate after 5 years is X%, how much does that rate
improve when measured after 6 years, after 7 years, etc.?

By allowing one additional year, the provincial graduation rate for the 1998 cohort went up 9.4
points from 57.7 to 67.1, which is equivalent to an increase of 16%.b The increase for the next
two cohorts for 1999 and 2000 were similar but not quite as high.
EXHIBIT 2-10: INCREASE IN GRADUATION AFTER 6 YEARS
100%
80%
60%

Québec

40%

CSB

20%
0%
C 1998

C 1999

C 2000

However, when we look at the data
for the CSB, we see a very
different picture, as shown in
Exhibit 2-10. For the 1998 cohort,
the increase in the CSB graduation
rate is more than three times the
provincial increase, 61 compared
to 16%. For the 1999 cohort, the
CSB still shows a higher increase
but not nearly as much, 39
compared to 14%. For the 2000
cohort, the CSB increase is only

slightly better than the provincial rate, 18 compared to 13%.
Aside from demonstrating the importance of additional time for students to successfully
complete school, these data show that this additional time is not as advantageous to CSB
students as it was a few years ago. A quick glance at the three bars representing CSB data in
Exhibit 2-10 shows how this advantage has declined from 61 through 39 to 18%. The data show
us that in the past more CSB students continued their schooling after 5 years and graduated
a

b

Determining graduate rates is a technically demanding exercise as one must ensure that students entering
school who were not part of the cohort are excluded and students who leave and return to school are counted. If
students transfer to another school in the system, they can still be tracked by a provincial data system, but not if
they transfer to an out-of-province school. However, it is extremely difficult for an individual school board, let
alone a school, to track such transfers. Hence almost all reliable cohort studies use provincial data.
This increase is calculated as follows: 9.1÷57.7x100.
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after 6 years. (We also know that the graduation continued to increase after 7 years.) This
decline from 61 to 18% suggests that fewer CSB students who fail to graduate after 5 years are
continuing their studies. In the past, they took longer but kept at it. Now they are simply
dropping out altogether.
Additional time to complete secondary schooling is most likely to be advantageous when:
•
•
•

students are motivated to continue or return to school;
conditions provided by the school board are supportive for such continued study; or
some combination of the two.

Further study is required to determine what factors are actually at play here. However, given
other evidence from this Review, it would not be unreasonable to hypothesize that students are
less motivated and supportive conditions have deteriorated.
In order to gain some insight into the relative rate of graduation in different schools within the
CSB, we obtained board data concerning the number of graduates by school for a period of ten
years (1997-98 to 2006-07), in which the total number of graduates in the CSB was 542.
Comparing the number of graduates between large and small schools is not very instructive and
we had no way of constructing graduation rates for individual schools. We therefore decided to
base the comparison on the number of graduates relative to the total student population in each
school.
EXHIBIT 2-11: GRADUATES BY SCHOOL
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Exhibit 2-11 ranks the schools
from smallest (S08: OujeBougoumou) to largest (S02:
Chisasibi), using current student
population for purposes of
comparison. In each case, the
first bar shows the number of
graduates out of the total of 542
that one would expect, given the
size of the school. The second
bar shows the actual number of
graduates for the school.

As shown in this graph, the number of graduates for Whapmagoostui (S01) is about the same
as the number expected, given a total of 542 for the Board as a whole. By contrast, the number
of graduates for Nemaska (S05) is considerably higher than the number expected, given a total
of 542 for the Board as a whole. A striking contrast in the opposite direction can be seen in the
case of Chisasibi (S02), where the number of graduates is considerably lower than the number
expected, given a total of 542 for the Board as a whole.a
It is important to remember that this comparison is based on the actual number of graduates in
the CSB (542) which is extremely low. If the number of graduates in each school were
compared to the number expected for a school of similar size in other jurisdictions in Québec,
then every school would be low by comparison with this norm. Some would simply be even
lower than others.

a

See Exhibit C-9 in Appendix C, for details about how this comparison was made, as well as data for each of the
schools.
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3.2.2 Curricular Subjects
The analysis presented here focuses on 32 subjects at the secondary IV and V levels in first
and second language subjects (Cree, English and French), history, math and science.a
EXHIBIT 2-12: CORE SECONDARY SUBJECTS
Subject Areas
Cree Language
& Culture (8)

English (4)

French (4)
History (2)

Math (10)

Science (4)

English Stream

French Stream

Cree Mother Tongue IV
Crie langue maternelle IV
Cree Mother Tongue V
Crie langue maternelle V
Cree Culture IV
Culture crie IV
Cree Culture V
Culture crie V
English Language Arts IV
English Language Arts V
English second-language IV b
English second-language V b
Français langue maternelle IV b
Français langue maternelle V b
Français langue seconde IV
Français langue seconde V
History of Québec and Canada
Histoire du Québec et Canada
Mathematics 416
Mathématique 416
Mathematics 426
Mathématique 426
Mathematics 436
Mathématique 436
Mathematics 516
Mathématique 516
Mathematics 536
Mathématique 536
Physical Science 416
Sciences physiques 436
Physical Science 436
Sciences physiques 436

The graduation rates discussed above can be thought of as the summation of achievement in
curricular subjects throughout students’ years of schooling. However, graduation rates only tell
us the percentage of students who completed the minimum requirements for a secondary
diploma; they do not tell us how well students did in terms of individual courses of study.
We were not able to collect any data on curricular achievement at the elementary level and at
the secondary level we were limited to published data on June exam results,74 and course
marks retrieved from the Ministry data bank.
EXHIBIT 2-13: AVERAGE MARKS ACROSS THE YEARS
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a
b
c

Exhibit 2-13 looks at the average marks
for all fourteen years for which data
were available.c Here we see that they
rose to a plateau from 1999 to 2004
and then began to decline to the
present low in 2007 of 41%. There is
also some variance across schools,
from a low average mark in Eastmain
(46%) to a relatively higher average in
Waswanipi
and
Ouje-Bougoumou
(61%). However, none of these
averages, nor any of the pass rates,

Further analysis on curricular learning can be found under in Exhibits C-10 to C-14 in Appendix C.
English and French second-language courses are taken by students in both streams.
The data for this graph are drawn from Exhibit 2-14 which follows.
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which vary from 42% in Eastmain to 68% in Nemaska and Ouje-Bougoumou, is acceptable.
Furthermore, as low as these results are, they present an inflated picture of curricular learning in
the CSB, as they only include the number of student results submitted to MELS.a The average
mark and success rate for each year for which data were available and for each school (for all
years) are shown below in Exhibit 2-14.
EXHIBIT 2-14: COURSE RESULTS, 1994-2007
Year
1994
1995
1996
1997
1998
1999
2000
2001
2002
2003
2004
2005
2006
2007
All

All Years
N* Avg
6 50%
12 52%
40 48%
206 53%
462 52%
971 59%
1572 59%
1232 59%
1616 59%
1689 58%
1803 59%
1594 53%
1761 51%
1068 47%
14032 56%

Pass
17%
50%
33%
43%
48%
63%
65%
67%
65%
62%
66%
58%
48%
41%
59%

All schools
School
N* Avg

S01
S02
S03
S04
S05
S06
S07
S08
S09
All

766
2001
1753
761
1292
2834
2562
430
1633
14032

57%
54%
56%
46%
60%
59%
53%
61%
59%
56%

Pass

63%
54%
57%
42%
68%
65%
55%
68%
60%
59%

* N=number of examination results for each year or school as the case may be.

To sharpen our understanding of student results, we looked at the average marks and success
rate in each of the 32 subjects considered in the most recent year (2006-07) and in previous
years (since 1993-94). What is most striking about the data for 2006-07 is the total absence of
any results for students in twelve subjects, including Cree culture at both the secondary IV and
V levels:
•
•
•
•
•

Cree Culture IV (En, Fr);
Cree Culture V (En, Fr);
English Second-Language V;
Math 436 (En, Fr), 514 (Fr), 536 (En, Fr); and
Physical Science (En, Fr).

This means that in 2006-07, not one student in any school of the CSB received any credit for
any of these twelve core subjects. In the remaining twenty subjects, the results ranged from a
73% average mark in Math 514 down to 20% in Math 426, as shown in Exhibit 2-15.

a

Excluded from the total on which the average is computed are students enrolled in school but not registered for
the exam, those registered but for whom no mark was submitted, as well as all those who ought to have been
enrolled in school but who dropped out. Furthermore, for most years covered by this analysis (1994 to 2005),
none of these marks were based on Ministry exams or standards.
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EXHIBIT 2-15: STUDENT RESULTS IN CORE SUBJECTS, 2006-07
Subjects
Mathematics 514
Crie langue maternelle V
Crie langue maternelle IV
Cree Mother Tongue V
Cree Mother Tongue IV
Sciences physiques 416
English Language Arts V
History of Québec and Canada
Histoire du Québec et Canada
Physical Science 416
Français langue seconde V
Français langue seconde IV
English second-language IV
Français langue maternelle IV
Français langue maternelle V
Mathématique 416
Mathématique 426
English Language Arts IV
Mathematics 416
Mathematics 426
*

N

Avg*

Suc

3
29
40
67
120
48
26
207
89
101
58
28
64
51
23
15
10
28
44
17

73%
70%
69%
66%
61%
51%
48%
48%
46%
46%
43%
41%
41%
33%
30%
28%
27%
26%
26%
20%

100%
83%
75%
78%
68%
54%
42%
37%
34%
34%
28%
21%
39%
18%
22%
7%
0%
14%
5%
6%

The solid bar across this exhibit indicates the dividing line between
average marks that are above or below the pass mark of 60%.

As can be seen in Exhibit 2-15, an average mark equal or greater to a passing grade (60%) was
only achieved in five subjects. When individual student records are counted, only 41% of all
students whose mark was submitted (436 out of 1 068) received a passing grade.
EXHIBIT 2-16: CREE V EXAM RESULTS, 2006-07

As alluded to earlier, when one considers the
total number of students in secondary IV and V,
as well as the number that ought to have been
500
450
enrolled, then this picture darkens even more.
400
The percentage success rate is computed in
350
relation to the number of students whose mark
300
was submitted to the Ministry. When this rate is
250
computed in relation to the total number of
200
students who should have had a mark submitted,
150
the percentage drops. It drops even more when
100
computed in relation to the number of students
50
registered in the entire year and more again
0
when the basis is the number of students who
Sec I Pop Year Pop June Pop Mark Pass
ought to have been in school, if there had been
no drop-outs. The different rates are illustrated in
Exhibit 2-16 with data for Cree mother tongue exams in secondary V in 2006-07 (English and
French sectors combined).
•
•
•

The first bar on the left shows the number of students in all schools of the CSB in
secondary I in 2002-03 - the number one would hope to see in secondary V in 2006-07;
the second bar shows the number of students in secondary V in all schools of the CSB
in 2006-07, the difference reflecting drop-outs in the intervening years;
the third bar shows the number of students in secondary V at the end of June, the
difference reflecting drop-outs during the year;
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•
•

the fourth bar shows the number of students with a mark submitted for the Cree mother
tongue V exam; and
the final bar shows the number of students who passed.

These data enable us to take a different view of the success rate of students in this subject:
•
•
•
•

when compared to the number of marks submitted, the pass rate is 79%;
when compared to the number of students present in June, the pass rate drops to 48%;
when compared to the number present during the year, the pass rate drops to 42%; but
when compared to those enrolled in secondary I five years ago, the rate drops to 16%.a

It will not come as a surprise to anyone that these results do not appear in a better light, when
compared to those observed in other schools in Québec. To make this comparison, we focused
on the eight subjects that MELS reports for all schools. The results for 2006 are shown below.
EXHIBIT 2-17: COMPARISON OF 2006 STUDENT RESULTS
Course
English Language Arts V
English second-language V
Français langue maternelle V
Français langue seconde V
History of Québec and Canada
Mathematics 436
Mathematics 514
Physical Science 416
All Subjects

Average
CSB
QC
47% 73%
52% 80%
45% 70%
54% 77%
54% 69%
18% 65%
48% 70%
45% 69%
48% 71%

Success
CSB
QC
43% 93%
46% 94%
20% 84%
52% 93%
53% 76%
5% 69%
44% 81%
31% 77%
40% 81%

As shown in this exhibit, both average marks and success rates in the CSB fall considerably
below the provincial norm. Exhibit 2-18 illustrates the ‘bottom line’ of this comparison for all
subjects listed in Exhibit 2-17.
EXHIBIT 2-18: A SNAPSHOT OF CURRICULAR LEARNING:
2006-2007
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a

It should be noted that these data only provide an approximation of the number of students that should be
considered and do not take into account exact number of transfers, etc. They are meant to provide a proxy
measure of success.
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While the average mark across Québec
varies from 69 to 80% in the subjects
reported, for an average of 71% for all eight
subjects, average marks in the CSB vary
from 18 to 54% with an average of 48% for
all eight subjects. Similarly, the success rate
in the CSB varies from 5 to 46%, for an
average of 40%, while across Québec, the
range is 69 to 94%, for an average of 81%.
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EXHIBIT 2-19: CSB IN RELATION TO OTHER BOARDS
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in all public school boards, except those in
the Cree and Kativik school boards. In order
to see how the results for the CSB
compared to all public boards, not just the average, we looked at the results for each of the 70
boards reported for 2006. The summary of our analysis as presented in Exhibit 2-19, which
shows that the CSB falls completely outside the range of all boards in Québec.a
The range of results by board varies from a minimum of 66% to a maximum of 75% for the
average mark on all eight subjects, while the range of the success rates varies from 71 to 87%.
The CSB scores of 48 and 40% for average mark and success rate fall well below these
minimums. No results have yet been published for 2007 but it is reasonable to expect that this
already very wide performance gap will get even wider, as marks on CBS exams declined even
lower in 2007.b
There was a general recognition by virtually all stakeholders that the level of curricular learning
is very low and a general perception that it has been getting worse, year after year. Much of
their feedback will be dealt with in subsequent chapters in Part 2 which endeavour to explain
why these results are so low. At this stage, we are only dealing with the results themselves.
Predictably, language is a major issue cited by many, especially first versus second (and even
third) language expectations. We do not have any data on the language first learned. However,
we assume that for the vast majority of children that language is Cree. For these students,
English is a second language, but one which most use in daily life. (Again, we have no data on
the relative use of each language outside of school.) French is often considered as a third
language, because, in many communities, it is not used by students in daily life.
Expectations regarding language learning vary considerably. Some elders, for example, worry
that students are not learning Cree:
In our school we are only teaching our children basic Cree. They only know half of the
language. There are a lot of Cree words that they don’t know. Some of the children do
not understand all the Cree words. When I tell my children stories in Cree, sometimes
they don’t understand all the words. Then I have to explain them.
I think it is very important that they learn how to write in our language.
Children should learn English too but we should place the importance on our language.
If we are not diligent in trying to preserve our language we can lose it. We can lose our
language very fast.
a
b

Kativik is not included but it also falls completely outside the range of all other boards in Québec.
As shown previously in Exhibit 2-14, the average mark in all 32 subjects considered declined from 51 to 47%
from 2006 to 2007, the success rate falling from 48 to 41%. For these eight subjects, the average mark dropped
to 46% and the success rate to 35% in this same period.
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Not surprisingly, there are many other stakeholders, including parents, teachers and
administrators, who feel that language skills in English and/or French is the major concern. (We
say ‘and/or’ because some feel that students should learn one of these two languages, others
that they should learn both.) As one teacher expressed it: Students now enter high school with
little knowledge of either French or English.
There is an evident need to clarify language expectations at all levels of instruction for students
in Cree, English and French, specifically with respect to:
•

oral language, reading and writing;

•

first versus second language levels of proficiency; and

•

general expectations for all students versus specialized expectations for some students.

These expectations provide the basis for setting requirements for curriculum, instructional
materials and classroom teaching to be discussed in subsequent sections. However, this basis
is not merely the foundation of language programming. You cannot expect students to master a
range of other subjects whose language of instruction is English or French mother tongue, if the
language expectations for these same students are based on second language levels of
proficiency.
Acquisition of skills in Cree language is closely associated in many people’s minds with mastery
of Cree culture. Here again, results are poor and vary considerably across schools within the
Board. Beyond vague notions of ‘preserving Cree culture and traditions’ there do not seem to be
any clear expectations for what students should master in this important area in any given year,
let alone over the course of their education. There is no evidence of any progression in the
expectations for students from one grade to the next.
Although issues of language tend to overshadow every discussion of student results, curricular
learning in math, science and other subjects is of equal concern. Several teachers and
administrators spoke about the low level of math skills in the early grades. Since math skills are
cumulative, these shortcomings mean that the problem gets progressively worse so that virtually
no students are graduating from high school with the level of math skills that would enable them
to be admitted to, let alone succeed in, pure and applied science programs in CEGEP.
Clear and progressive learning expectations for other subjects are equally lacking. In fact,
setting appropriate expectations for student learning does not seem to be a priority.
Expectations are low and, as almost always happens when this occurs in schools, students live
down to this level of expectations.
Although, as stated above for language, expectations set the basis for setting curriculum, if the
CSB adopts, in any meaningful way, the curriculum contained in the Québec Education
Program,a then it will be adopting the expectations for learning that are part of this program.
Finally, as presented earlier in this chapter, setting the standards and targets for every type of
curricular learning depends on building the capacity of the schools and the board to deliver the
services that will lead to these results. Setting standards for Cree language and culture, for
example, is merely an exercise in wishful thinking if there are no instructional resources to
support the attainment of these results.

a

See section 4.3 on curriculum on page 83.
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3.2.3 Standardized Tests
As alluded to at the beginning of section 2.2, there has always been a fair amount of
controversy surrounding the use - and misuse - of standardized tests. It is not the purpose of
this report to explore this controversy. While acknowledging the perils of large-scale
assessments,75 we concur with the view that a “balanced model”76 of student assessment is
important for making data-based decisions about educational achievement.a Standardized tests
are limited in scope but they can offer a reliable portrait of common skills and areas of
knowledge considered important, provided the results are interpreted appropriately. The also
provide a ‘check-and-balance’ of in-school assessments of student achievement. If, there is a
considerable gap between the achievement levels reported by these two means of assessment
for students at a given grade level, then something is wrong. The mere existence of such a
discrepancy does not tell you what is wrong but it does indicate that this cause should be
investigated so that appropriate action may be taken.
However, it is important to remember, as one secondary teacher stated in a focus group, that
we do not fall into the trap of ‘teaching to the test.’ The test should help us see what students
learn in school; they should not determine what they are taught:
We’re not teaching them to learn anything. I was with [name of Board consultant]
yesterday and he said well, you teach so that they can pass the CAT. I said, why? Teach
them so they can be able to learn and not to pass a CAT test that’s set once a year.
The CSB administers the Canadian Achievement Tests [CAT] and the Comprehensive English
Language Test [CELT]. The basic battery of the CAT-3 (third edition) consists of a
reading/language test that integrates comprehension, vocabulary and language questions and a
mathematics test that includes questions from all strands as defined by each province. The
CELT measures English language proficiency for English as a second language [ESL]. In the
CSB, these tests are administered to students in the English language stream in grades 6 and
9, and to students in the French language stream in grade 6.b
Test results provide both ‘normative’ and ‘criterion-referenced’ data about student achievement.
Normative data indicate how well students perform in relation to various reference groups.
Criterion-referenced data indicate how well students perform in relation to the competencies
being tested. Thus, for example, normative data tell us how well grade 6 students are doing in
math in relation to other grade 6 students in Canadian schools; criterion-referenced data tell us
how well they are doing in terms of number concepts, geometry and spatial sense, etc. In this
report, we present the analysis of criterion-referenced CAT data for the three groups referred to
above (grade 6 & 9 English; grade 6 French) for the past four years: 2003-04 to 2006-07.

a

b

“The model includes the use of teacher-made measures, program level assessments, standardized tests, and
credentialing examinations. Each of these measures serves different purposes and is an important component of
an effective evaluation model” (see endnote 76, p. 4).
For more information about the CAT-3 and CELT, see the website of the Canadian Testing Centre:
http://www.canadiantestcentre.com/.
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In any given year, the CAT comprises three tests and several sub-tests as listed below:
Reading
Fiction
Non-Fiction
Poetry
Words/Phrases in Context
Stated Information
Visual Materials
Central Thought
Analysis of Text
Critical Assessment

Language
Sentence Structure
Writing Conventions
Paragraph Structure
Information Management
Mathematics
Number Concepts
Measurement
Patterns
Data Analysis and Probability
Geometry and Spatial Sense

The results are reported as follows in relation to the competencies being tested:
•
•
•

Low: does not meet end-grade expectations [L];
Competent: meets end-grade expectations [C]; and
Proficient: exceeds meet end-grade expectations [P].

When sub scores are combined it is
possible to provide a profile of student
competencies in reading, language and
math. The results of our analysis are
summarized in this graph for all four years
for which data were available. Because
almost no students surpassed the level of
expected competencies,a the graph in
Exhibit 2-20 combines the scores for
competent [C] and proficient [P].

EXHIBIT 2-20: STANDARDIZED TESTS RESULTS, 2004-07
100%
80%
Gr 6 En

60%

Gr 6 Fr
40%

Gr 9 En

20%
0%
Reading

Language

Math

In no case do even half the students being tested attain the expected level of competencies, the
highest score being 47% on the grade 9 English language test. The lowest score is 16% on the
grade 6 French reading test.
EXHIBIT 2-21: TEST SCORES ACROSS SCHOOLS

There is almost no variance across
schools in terms of the percentage
40%
of students who surpass expected
35%
competencies.b There is some
30%
variance in terms of the number that
Reading
25%
20%
Language
meet (but do not exceed) expected
15%
Math
competencies, as illustrated in
10%
Exhibit 2-21 for grade 6 English
5%
0%
tests. As one would expect, the
S01 S02 S03 S04 S05 S06 S07 S08 S09
scores for each school in reading
and language, are, with one
exception (S09), very similar. The math scores tend to vary as the reading and language scores
but are generally higher. Overall, all scores vary between 14 and 37%.
a

b

Approximately 1% of students surpassed expected competencies in five of the nine tests: Gr 6 En, Gr 6 /Fr; Gr 9
En Reading, Gr 6 En language and Gr 6 Fr math; approximately 3% surpassed expectations in Gr 6 Fr and Gr 9
En language, while no students surpassed expectations in Gr 6 En and Gr 9 En math.
For 74 observations (9 schools and 9 tests = 81 minus 7 cases where no scores from a school provided), there is
one score of 7%, three scores of 4% the remaining 69 scores vary from 0 to 3%.
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It should also be noted that not all students write
these tests and some schools do not participate in the
administration of a given test. There ought to have
been 25 sets of results each year (grade 6 English
and grade 9 English for 9 schools; grade 6 French for
seven schools) for each of the four years considered.
Excluding the grade 6 French test for 2004-05 which
there are no test results, there ought to have been a
total of 93 sets of results, when in fact there were only
82 sets.
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EXHIBIT 2-22: PERCENTAGE OF STUDENTS
TESTED FOR READING IN 2006-07
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Exhibit 2-22 shows the percentage of students who
wrote the reading test in each grade level tested in 2006-07. In this year, only 58 and 56% of
students in grade 6 English and French streams wrote the test, while only 41% in grade 9
English wrote it. The percentages varied across schools, from 13% in grade 9 English in
Nemaska to 100% in grade 6 French in this same school, not counting the five instances where
no scores at all were reported.a
It is obvious from this brief presentation that students in the CSB do not possess the basic
reading, language and math skills that are a prerequisite to success in school and beyond.

3.2.4 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
curricular learning meets the stated standard:
¾ Students demonstrate acquisition of the required competencies specified in the
curriculum for their level of instruction.
Curricular learning can be understood as the mastery of the ‘competencies’ expected by the
curriculum that is taught at each level of instruction. We looked at graduate rates, success in
mastering curricular subjects, scores on standardized tests and feedback from stakeholders.
Using the most recent Ministry data, the average graduation rate in Québec, five years after
starting of secondary school, is 60.1% while in the CSB, it is only 8.6%. Graduation rates
increase when measured six (or more) years after starting of secondary school. In the past,
CSB rates went up much more than other boards after six and seven years but that is no longer
true. This means that instead of taking longer to complete school, students are simply dropping
out altogether.
We also looked at various secondary IV and V subjects. In the exams written in June 2006, the
average mark in Québec on a selection of these subjects was 71%, while the average mark in
the CSB was 48%. Across Québec, 81% of students passed these subjects, while only 40% of
students in the CSB passed. Excluding Katikik, CSB students are 30 points below the lowest
success rate in any other board in the province.
Results on standardized tests in reading, language and math at the grade 6 and 9 levels in
English and grade 6 French show that students do not have the basic literacy and numeracy
skills needed to successfully complete school. Over the past 4 years, only 24% of grade 6
students in English and 16% in French showed mastery of reading at their expected level.

a

For a breakdown by school, see Exhibits C-15 to C-20 on standardized scores in Appendix C.
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Stakeholders know that the level of curricular learning is very low and realize that it has been
getting worse, year after year. Cree language must be maintained but you cannot expect
students to master a range of other subjects whose language of instruction is English or French
mother tongue, if the language expectations for these same students are based on second
language levels of proficiency. Based on our analysis of curricular learning, we recommend:
R11 THAT, following consultation of stakeholders in each community, standards be set
for the mastery of speaking, reading and writing Cree, as well as for learning Cree
culture, at every grade level of instruction, applicable to all schools in the CSB,
while providing for progressive learning outcomes at each of these grade levels.
R12 THAT the standards for student learning in all other subjects be based on the QEP,
including any locally modified programs that meet Ministry standards.
R13 THAT recommendations 11 and 12 be pursued in accordance with recommendation
33 (progressive implementation of new curricular model).
R14 THAT the means required to effect recommendations 11 to 13, including enhanced
performance and capacity of schools and the Board offices, be developed in
accordance with other recommendations of this report.

3.3

Social & Personal Learning

As recognized by the Royal Commission on Aboriginal Peoples, education must develop the
whole child, intellectually, spiritually, emotionally
and physically. Any conversation with teachers
Social & Personal Learning
or parents about ‘what matters’ in student
¾ Makes health lifestyle choices;
learning will invariably include social and
personal learning (see examples in text box).77
¾ Is physically fit;
Most of us realize that not all learning comes
¾ Has good self-image;
from books - something that as been recognized
in First Nations communities for millennia.
¾ Respects cultural and individual
Similarly, we now know that intelligence
differences;
comprises multiple forms,78 including emotional
¾ Gets along with other people.
intelligence, which enables people to realize their
a
own potential and get along with others.
Performance Standard


Students demonstrate a range of social and personal behaviours, skills and attitudes appropriate for
their age level.

Based on the examination of a number of school report cards, social and personal learning is
not formally assessed, except to the extent that it is covered by physical education, moral and
religious education or ‘cross-curricular competencies.’b Most schools do not collect any other
data or report on the social and personal learning of students. We were not surprised, therefore,
that such data were not readily available from schools of the CSB. We did attempt to gain some

a

b

Following Gardner’s work on multiple intelligences, Goleman (see endnote 78) defines emotional intelligence in
terms of five broad domains: emotional self-awareness; managing emotions; harnessing emotions productively
(motivating oneself); empathy (reading emotions in others); and, handling relationships.
See discussion of curriculum in section 4.3, beginning on page 83.

Part 2, Youth Education

65

insights into this type of learning from stakeholders, beginning with five items on the
questionnaire completed by teachers.
Teachers were ask to rate students’ social and personal learning in terms of five items, using a
scale of 1-6. Exhibit 2-23 summarizes their responses in terms of the percentage of teachers
who gave a low, medium or high rating to each item.a
EXHIBIT 2-23: TEACHER RATING OF SOCIAL & PERSONAL LEARNING
Items

60%
50%
40%
30%
20%
10%
0%
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*
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6. My students take proper care of
their textbooks and other materials.
7. My students demonstrate respect
for other students.
8. My students demonstrate respect
for teachers and others.
9. My students are tolerant of
differences in others.
10. My students find peaceful ways to
deal with conflicts.

N

Rating*
Lo

Me

Hi

196

29%

45%

26%

203

20%

53%

27%

204

17%

47%

37%

200

21%

55%

24%

190

34%

48%

18%

Each item was rated on a six-point scale, where 1= virtually none of my students exhibit this characteristic
to 6=virtually all of my students exhibit this characteristic. In this exhibit, the responses have been regrouped
here as follows: Low = 1 or 2; Medium =3 or 4; High =5 or 6; N=number of respondents.

As shown in the graph, 26% of teachers rate social and personal learning as high; 50% assign a
medium rating and 24% a low rating. The distribution for each item is similar, while noting that
item 8, respect for teachers and others, has the largest percentage of high score and item 10,
peaceful conflict resolution, the smallest.
The average rating for all items was 3.57, slightly higher than the rating presented earlier for
student engagement (3.32).b There was little variance across schools, the average ranging from
3.05 to 3.89. Respondents were asked to indicate their language and level of instruction.
•

In relation to language, the average score was highest among Cree teachers (3.72) and
lowest among teachers who taught in more than one language of instruction (3.29).

•

In relation to level, the average score was highest among kindergarten to grade 3
teachers (3.78) and lowest among teachers who taught at more than one level of
instruction (3.31).c

School administrators had little input to offer and tended to see this issue in terms of student
behaviour in school. However, everyone is aware of the high level of social problems within
each community which, in many cases, reflect low levels of social and personal learning of
children and youth. We also know from the data cited in chapter 1 of Part 1 that the life style
habits and health of children and youth is a major issue throughout the region.
Social and personal learning is closely associated with Cree culture and tradition, both in terms
of transmitting values and connecting to family and community. As one elder put it:
a

b

c

For the number of responses for each of the six categories and mean response for each item, see Exhibit C-22
in Appendix C.
The average for each item varied from 3.19 (item 10) to 3,67 (item 7); for the data on student engagement, see
Exhibit 2-7 (p. 47).
The average for English and French teachers were 3.45 and 3.62 respectively; for elementary teachers (grades
4-6), 3.71 and secondary teachers, 3.51.
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Our parents taught us the cultural skills from the time we were born. To-day the young
people are not learning the cultural skills and are not able to pass them on to their
children.
These cultural skills are not only those required to live off the land; they include all the social
behaviours associated with Cree values, including honesty, integrity and respect.a

Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
social and personal learning in the CSB meets the stated standard:
¾ Students demonstrate a range of social and personal behaviours, skills and attitudes
appropriate for their age level.
We were not able to collect very much data on social and personal learning. This is unfortunate
for three reasons. First, social and personal learning is closely associated with Cree culture and
tradition, both in terms of transmitting values and connecting to family and community. Second,
this type of learning includes physical and emotional well being, two important issues given what
we know about youth in the region. Third, this type of learning reflects student’s ability to interact
with others, an essential skill for adulthood. Based on our analysis of the little data we did
collect, we recommend:
R15 THAT, following consultation of stakeholders in each community, standards be set
for the social and personal learning of students at every grade and level of
instruction, as part of the cross-curricular competencies envisaged by the QEP.
R16 THAT the means required to effect recommendation 15, including enhanced
performance and capacity of schools and the Board offices, be developed in
accordance with other recommendations of this report.

a

See Exhibits 1-8 and 1-10 in Part 1.
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4.0

CLASSROOM INSTRUCTION

The first layer of support for students occurs in individual classrooms, the primary interface of
teaching and learning. Accordingly, in this performance theme, we posed the following question:
•

How successful is the school in providing quality classroom instruction to its students?

This theme comprises three evaluative objects:
•
•
•

teaching;
instructional resources; and
curriculum.

The standards used to evaluate each object are provided in each of the sub-sections that follow.

4.1

Teaching

Teaching is the core of education. As Fullan says: “Educational change depends on what
teachers do and think - it’s as simple and as complex as
The Good Teacher
that.”79 No one in the school system is more important to
is kind
promoting student success than teachers. In a study
is generous
conducted for the National Union of Teachers in England, a
listens to you
group of students composed the portrait of a good teacher
80
encourages you
shown in the text box. Commenting on this portrait, the
has faith in you
authors of this study stated:
has time for you
keeps confidences
If there is in this an over emphasis on the ‘soft’ inter-personal
qualities of the teacher it in no way undermines the
likes teaching children
importance of the ‘strong’ qualities - having high
likes teaching her subject
expectations, motivating and challenging young people to do
takes time to explain things
better. One young person spoke about being ‘overcared for’
helps you when you’re stuck
to the extent that her educational needs were being
tells you how you are doing
forgotten. Although she had difficulties at home and a
allows you to have your say
turbulent emotional history she wanted to be treated like
makes sure you understand
others, to be given homework, and encouraged to succeed.
helps people who are slow
doesn’t give up on you
This short paragraph points to the two essential dimensions
cares for your opinion
of teaching - the personal and the professional. The
makes you feel clever
relationships between teachers and students create the
treats people equally
conditions of trust and respect that are necessary, if not
stands up for you
sufficient, conditions for learning. Relationships are always
makes allowances
important but are especially for students who have social or
tells the truth
emotional problems or who have experienced little success
is forgiving
in school. However, teachers are not simply caregivers;
they are professionals who are expected to be
knowledgeable about their subject areas as well as the art and science of teaching.
Over the years, numerous studies have demonstrated the expectations for effective teaching.a
Although this traditional skill-set is still important, we expect even more of teachers today, if they

a

“Research confirms the necessity for effective lesson planning; the need to groups students according to
academic and affective needs; the importance of the efficient use of time; smooth efficient classroom routines;
the importance of higher-order questioning to encourage thinking and reasoning; the significance of explicit,
consistent and equitable standards for classroom behaviour; focussed lessons; high expectations for student
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are to help students to become successful in the emerging ‘knowledge society’ where
knowledge, not capital or labour, is the basic economic resource of society.81 The teacher’s role
is no longer to transmit a fixed body of knowledge to students but to teach them how to learn.
Performance Standard


Teaching meets the following criteria:
◊

teaching reflects teacher mastery of subject area and planning of lessons;

◊

teaching methods and organizational strategies match curricular objectives and needs of
students; and

◊

student work is assessed thoroughly, constructively and consistently.

During the Educational Review, we observed instruction in 50 classrooms from kindergarten to
secondary V, distributed by level/language and school as
S09, 3
shown in the text box and graphic respectively. These
S01, 8
classes provide insight into the range of quality to be found
S08, 4
in classroom teaching at each level of instruction. However,
S07, 4
they cannot be considered as a representative sample of all
classes in each school or the Board as a whole.
S06, 4
S02, 10
Level/Language
Kind to grades 1/3
Grades 2/4 to 6
Secondary
Total

Cree
13
1
2
15

En
11
14
25

Fr
3
4
3
10

S05, 6
S04, 5

S03, 6

In each case a member of the evaluation team observed the class but did not interact with
students. He or she recorded observations using a structured observation protocol, which
included a scale for rating the twelve criteria displayed below in Exhibit 2-24.a
EXHIBIT 2-24: RATING OF CLASSROOM INSTRUCTION
Rating*

Criteria
Lo

Me

Hi

13%
23%
17%
23%
6%
26%
8%
24%
21%
16%
14%
33%

56%
53%
60%
45%
47%
48%
61%
49%
68%
54%
57%
42%

31%
23%
23%
32%
47%
26%
31%
27%
11%
30%
29%
25%

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.

Demonstrates a mastery of the subject area being taught.
Teaching reflects planning
Uses appropriate Instructional strategies.
Effectively uses appropriate strategies for classroom management.
Treats students with respect.
Exhibits high expectations for student learning.
Provides constructive assistance to individual students.
Engages students in learning.
Makes good use of homework.
Checks to see that students understand what is being taught.
Teacher is culturally sensitive to the learning needs of his or her students.
Teacher incorporates aspects of Cree culture and tradition in his or her teaching.

*

Each criterion was rayed on a six-point scale, which have been regrouped here as follows: Low: 1=
Very unsatisfactory; 2=Unsatisfactory; Medium: 3=Adequate; 4=Good; and High: 5=Very good; 6=Excellent. The
percentages reflect the proportion of classes that were given a low, medium or high rating for each criterion.

a

learning as well as maximum interaction between the students and the teacher; and a work-centred environment”
(see endnote 68, p. 127).
A copy of the protocol is included in Appendix E.
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As shown in Exhibit 2-24, the majority of ratings for most criteria are in the middle range, from a
low of 42% (item 12) to a high of 68%
(item 9). The average rating on a six-point
“Students are reporting little or no
scale varied from 3.42 to 4.45, for an
instruction in the classrooms. The
overall average of 3.76 on all twelve
teacher attempts to teach with
criteria, the equivalent of an ‘adequate’
rating. When all items are considered
limited success and the students
together, 18% of teachers were given a
are unreceptive. Therefore, the
low rating, 53%, a medium rating and
standard becomes that the
29% a high rating. These ratings appear
to reflect a reasonable level of classroom
students merely attend class to
instruction. However, if, as we assume,
satisfy the education requirements
schools tended to invite us to observe
better classes then the fact that almost
for that course. The only
one fifth of them were assessed to be
requirement placed on students is
unsatisfactory or very unsatisfactory casts
that they remain in the classroom
the level of teaching in a different light. It
appears, once again, that the serious
and occupy themselves with
concerns over teaching expressed in the
something (Mianscum report)”.
Mianscum report (see text box) are still
present.
The observations and the ratings were then analyzed in terms of:
•
•
•
•
•
•
•
•

teacher preparedness (rating # 1, 2,6);
human relationships (rating # 5);
instruction and classroom management (rating # 3, 4, 7, 10);
attentiveness to Cree culture (rating # 11, 12);
student engagement (rating # 8);
instructional resources;
school organization; and
other issues (including (rating # 9).

Preparedness included the teacher’s mastery of the subject area, planning and his or her level
of expectations for students. In most cases, the level of preparedness seemed reasonable and
in one case, it was evident that the teacher spent considerable amount of time planning her
lesson. On the other extreme, one class illustrated what happened when little or no preparation
was done and little was expected of students:
The teacher does not acknowledge them as they come in. She is busy looking at papers
on her desk There was no teaching taking place in the introduction of the lesson. It was
just an explanation of what the worksheets were on. It seems that not much thought
went into this lesson. It seems that the students were just given some busy work as the
teacher seemed to be doing some correcting during this lesson.
Human relationships received the highest ratings during observations; not one class was given
the lowest rating and 47% received a high rating. In one class the observer noted: The teacher
has excellent rapport with the students and the students reciprocate to the best of their ability.
The third theme, instruction and classroom management, received much more varied ratings.
The following observations reflect what went on in the better classes:
This teacher is very good at questioning. She re-phrases questions that the students
seem to have a hard time understanding. The teacher probes to get them to answer with
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complete sentences. The teacher has very good classroom management skills and
knows how to motivate her students.
The teacher uses a lot of manipulatives and asks the students a lot of questions to which
they have to respond. She changes activities every twenty minutes taking into account
the attention span of her students. There is a lot of interaction between the teacher and
her student and between students themselves.
Excellent modeling of the language for the students and routines are well established. It
is clear that everyone tries to speak French in the class and seems to enjoy it. Children
in this class are actually speaking French. They seem to understand and can respond in
French.
By contrast, the following reflect classes where teaching was ineffective:
Students seemed to turn up when they wish. There was no formal instruction, just help
with the book exercises.
There really was not much teaching happening in this classroom. The teacher rushed
students through the lesson and it is clear they did not understand her and were not
engaged in the lesson. She needs to manage her class better and evaluate whether her
students are meeting the objectives of her lesson. She is inconsistent and needs to be
more clear about her expectations for students.
The teacher does not welcome or acknowledge the students when they come in. She
does a lot of yelling during free play. Students are told that they have to stay in their
designated play area and she yells at anyone who tries to wonder off to another area.
We were particularly interested in the extent to which teachers were attentive to Cree culture in
terms of their interactions with students and their handling of subject material. Little was
observed that was noteworthy in this regard. However, it is a sad reflection on what is
happening that item 12 - Teacher incorporates aspects of Cree culture and tradition in his or her
teaching- received the lowest rating of all twelve items. The following comment about Cree
culture classes in one school reflects the poor practice in some of these classes:
Not much was happening in the Cree Culture and Language classes in this school. It
seems the teachers did not plan much and are not even using what is available for them
from Cree Programs. No real learning is going on in the classroom. Teachers show no
interest and students are not engaged or even interested.
Student engagement was also treated as a separate theme. Some classes were quite
engaging; others were not:
The students seemed to really enjoy this activity and they were very motivated. All the
students were participating.
In spite of the constant disruptions the majority of the students seem to be on task.
The work students were doing was not very challenging and they did not seem very
motivated.
I found the students did not really take part in the discussion. They seemed rather afraid
to say anything.
In terms of resources, the use of photocopied materials was widespread despite the amount of
money spent on textbooks. In many cases, the size of classrooms is a problem; many are too
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small for the number of students in them. Moreover, the state of many classrooms is
problematic, often because of vandalism:
Many of the windows are broken. This along with small or window-less classrooms
situated within the school makes for an unappealing learning environment.
Our tight schedule did not allow for much interactions with teachers whom we observed.
However, the little discussion we did have provided insights into other classroom issues:
One teacher would like to have more training in working with children with special needs
because she feels that this is an area she is weak in. Also, she is seeing more and more
children with special needs and most of the time there is no support for them. It takes a
long time when you want a child to be assessed and the educators that are hired are not
trained. Some are not even suitable for this role; they let the children with special needs
order them around and they are not firm or strict enough with some of these children.
Teachers feel there is not much support from the administration for the issues they deal
with: chronic absenteeism, lateness, and other issues relating to students and the
difficulties they have in their teaching.
One teacher said that the administration is inconsistent so it is hard to stay on track with
students. In addition, she feels there are too many interruptions due to community
events.
The final aspect of the analysis of classroom observations consisted in trying to establish the
‘big picture’ of what had been observed. The following presents these summative comments:
EXHIBIT 2-25: SUMMATIVE COMMENTS OF OBSERVED CLASSROOM INSTRUCTION
While we saw a few examples of excellent teaching we also saw numerous examples of teachers who
appeared to have the right attitude and the desire to do a great job, but they lacked the capacity. This
does give one hope for increased levels of instruction if the proper resources can be provided to help
those willing teachers to develop their capacity.
As in any cross section or continuum, we also saw people in classrooms that showed no evidence of a
desire or the capacity to do a good job. Some went through the process, seemingly oblivious to the lack
of student engagement and lack of student learning going on in their classrooms.
The best classes are those that are organized, with teachers who plan, interact with students, engage
students, set goals and expectations, and have good classroom management skills. These teachers use
a variety of teaching approaches (i.e., oral, multi-sensory, use of manipulative material (tactile), visuals,
and more).
In most classes, much of the content and activities are below the expected grade level. Students seem to
be behind academically. In many situations, teachers do not have high expectations for them in relation to
the level at which they are working.
Lateness seems to be tolerated in many classes without consequence. Also, students seem to come and
go as they please in some.
There are great examples of teachers who are effectively teaching CLIP but there are also examples of
teachers who are lacking skills to effectively teach Cree and need much more professional development,
support, and sharing from other teachers.
Many teachers expressed the lack of or unclear understanding of the QEP and expected programs and/or
curriculum to be used within the Cree School Board. Many were uncertain as to how they could cover
content while also teaching students skills they are lacking. In addition, these teachers seemed to lack the
skills that would assist them in second language teaching or the teaching of a language in general.
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We also used focus groups and interviews to speak to students, teachers, school
administrators, parents and other stakeholders about the quality of teaching in CSB schools.
Although focus groups were held to provide students with a confidential non-threatening
opportunity to talk about school, it was often difficult to get them to express themselves.
However, even when their answers were monosyllabic, they revealed a great deal about what it
is like for them in school. Take this sample exchange with one group of secondary students:
Q: Do you have homework?
A: Yes.
Q: So when you come back to class with your homework, do you take up homework
together and discuss it?
A: No.
Q: What are you supposed to do with it when you get it back? Anything?
A: Yeah. Put it in your binder.
Q: Are you ever asked to go back and fix it?
A: No.
Even when they were not very verbal, students were very conscious about how they were
treated, and how they treated others. One student recounted this story about a teacher:
I had trouble with a teacher because I felt like she didn’t like me. And I disrespected her
too. She yelled and I yelled at her too. I didn’t like how she was treating me. But then I
told her how I feel - you respect me and I’ll respect you. And then it changed and now
she is always helping me with my work.
Focus groups of former students provided an important perspective. Composed mainly of young
adults, they were young enough to clearly remember their experience in school and old enough
to articulate what it was like. In one group, for example, they told us that their experience in
school was not very positive. When asked to identify one thing that would have made it better,
one student replied: Get teachers that can actually teach.
When asked to be specific about what made their experience negative, they talked about
teachers that put students down, telling them that were never going to pass. Students with low
self-esteem need encouragement, not this kind of negative reinforcement. In some classes, low
expectations were matched by low levels of actual teaching. Former students gave examples
such as the following:
A teacher says, I’m just going to write everything on the board, right. And he’ll keep on
writing for a whole class. We’re writing and he expects us to learn everything he writes
right away. And he told us, I’m not going to use the textbooks because I think the
textbooks are too complicated for you. That kind of put me down so I said, who gave you
permission to judge what’s complicated for me?
I had this teacher, math teacher; I have no idea how she got this job. There was a simple
equation on the board and I did it in my head while she was writing it. By the time she
stepped back, I had already done it. Then the principal walks in and sits in the back, right
next to me and he says - proceed. So she continues trying to do the simple equation and
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she couldn’t do it. It was a 50-minutes class. She started at the beginning of the class
and by the end of the class, she still couldn’t do it.
One former student recounted a story when she asked the teacher. How come you’re not giving
homework? The answer suggested that it was not worth it for 90% of the students. So she
asked: What about the other ten percent that do the homework and earn their mark? She did
not get any answer and concluded that the teacher had simply given up on the students.
By contrast, former students also remembered good teachers that made a difference:
Of course, some classes are interesting. There was a teacher, she still teaches here and
she was pretty good. She was known to do the actual work. There were other teachers,
teachers that you really respect. We had a guy here; I remember the first time I saw him
and the principal at the time introduced me. I was walking towards the school and I just
totally ignored him. He was so unflustered in the weeks and months afterward that we
really got to respect the guy. He was a really good teacher. He really tried his best to
understand what kind of cultural differences we had.
The vast majority of teacher comments on questionnaires and in the focus groups dealt with
issues that will be discussed in subsequent sections of this report. However, some did focus on
what went on in classrooms. When they did, they tendede to zero in on classroom conditions.
For example, several teachers stated that classrooms were inadequate - too small, no windows,
that classes were too large and that there were too many students who needed individual
attention. One teacher stepped back from the these detailed concerns to provide a wider
perspective:
I believe we make attempts to provide a quality education but we do not succeed. I
believe we need to work smarter not harder and with one voice. We attempt it but we
don’t achieve it. I believe our standards are too low. - Most of the students are below
grade level. - We need to help the students to work to grade level and stop making
excuses for them. The students are capable of much more than we expect from them
collectively.... Before we can make or achieve change there must be acceptance of the
reality. Kids do not put much effort into their schooling, consequently they do not do well.
They are capable but they do not want to work on anything related to school while at
home.
As a general rule, parents targeted language of instruction and teacher absenteeism as the key
instructional issues, which we will discuss in sections 3.3 and 11.1 (Part 4). However, they were
also concerned with classroom instruction and the teaching of Cree culture. The following
extract encapsulates their concerns about the quality of teaching in the early grades:
Q: People that run elementary schools and do a lot of research in elementary schools
would tell you - that’s where you put your very best teachers - kindergarten and
grade 1. Because that’s where kids learn to read, that’s where they get their basics
for school. Is that how it works in your school?
A: That’s not what they were doing. The teachers are simply the ones who speak Cree.
I mean, it’s one thing obviously to be fluent in a language. It’s another thing to be a
teacher. Just because you speak English doesn’t make you a teacher - that you can
say - go teach English or French or whatever language. The same thing with Cree yes, so-and-so speaks Cree - that’s nice. Does that make him or her a teacher? I
don’t think so.
Q: So what’s the quality of the teaching that’s going on? Do the kids get the same
education they would have had in English, only in Cree?

74

The CAFSI Report

A: Not necessarily. I’m not saying they haven’t - I don’t know how much teaching is
going on when you see kids in a class and all they’re doing is colouring. Well, I don’t
care what language they’re doing - if that’s all they’re doing they’re not learning very
much. They’re not learning their ABCs whether it’s in Cree or English.
In another community, parents complained about the quantity and quality of the teaching of
Cree culture:
So here in this community they only have Cree culture for maybe once a month and they
take them out to the Cree culture camp. And all they do all day is play cops and robbers
and watch videos. My oldest child says Cree culture is boring. -- The kids don’t like it.
They don’t have a class here. They don’t have a place in the school to teach all the
traditional stuff that they’re supposed to be learning.
School administrators are well aware of the state of teaching in their school, even if they do little
actual teacher supervision, a key issue which will be discussed in section 6.4. The following
extract from one interview represents the ‘view from the office:’
Overall, I’d have to say the quality would have to, probably percentage wise, be about
75-80%. Some teachers are delivering very good programs. They’re doing their best.
You can see they’re working very hard. They’re into finding materials and trying hard to
make sure. For others, it just seems that they don’t want to do the work. I have one
teacher who just opens the book, just writes on the board and says this is what I want
you to read today and answer these questions and then sits there at his desk. Very,
very, very little to no teaching at all. Other teachers are just hammering away, going at it,
working very hard. That’s where that 75-80% comes in.

Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
teaching in CSB schools meets the stated standard:
¾ Teaching meets the following criteria:
♦ teaching reflects teacher mastery of subject area and planning of lessons;
♦ teaching methods and organizational strategies match curricular objectives and
needs of students; and
♦ student work is assessed thoroughly, constructively and consistently.
According to our analysis the data reveal, even if with less precision than we would like, that
teaching in classes of CSB varies widely and in many
The quality of student
cases is problematic. There are some excellent
teachers in CSB schools, teachers that any school
learning is directly related
would be proud to have on its faculty. On the other
to the quality of teaching
extreme are those who should not be teaching. In
that students receive. No
between are the vast majority, a mixture of teachers
with below-average to above-average skills and
issue presented in this
engagement, achieving some level of success. We
report deserves more
have indirect evidence of this from the comments from
stakeholders and direct evidence from our
attention than this one.
observations. As stated earlier, our overall rating of
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these observations was merely ‘adequate,’ and this from a sample that probably included fewer
weak teachers than would have been found in a representative sample.
Quality teaching requires qualified and motivated teachers, issues which we will discuss in the
section that follows. Among the other conclusions we draw from the findings presented in this
section are the pressing need for support and supervision of teachers, both of which seem to be
all but non existent. We will deal with supervision issues in sections 6.4 and 10.1.1 (Part 4),
beginning on pages 136 and 214, respectively, and support issues in section 10.2.3 (Part 4),
beginning on page 222. At this stage, we confine our recommendations to classroom teaching
per se:
R17 THAT the Board undertake a more thorough and fine-grained analysis of classroom
teaching by regular and substitute teachers in all classes of each of the nine
schools, including observation in classes, feedback from students, parents,
teachers and other staff, and the examination of relevant documents and records.
R18 THAT a report of the findings be communicated to stakeholders and used to draft a
proposed set of standards for teaching in the CSB, including guidelines for
implementation and application, that will then be used to consult stakeholders.
R19 THAT, taking into account the feedback from this consultation, the Board adopt a
set of standards for teaching in the CSB, including those applicable to substitute
teachers, that shall be communicated to teachers and other stakeholders.
R20 THAT the application of the teaching standards adopted by virtue of
recommendation 19 be effected in conjunction with other recommendations of this
report related to the hiring, support and supervision of teachers.

4.2

Instructional Resources

While the previous theme examined what happens in classrooms, this one considers the
resources that are used in this process. Like any human activity, teaching and learning requires
resources that in effect provide the capacity for this core aspect of school performance.
Performance Standard


Instructional resources meet the following criteria:
◊

teachers and other human resources have appropriate qualifications, experience and aptitudes;

◊

classrooms and other instructional facilities are adequate in terms of size, furnishings and
environment;

◊

textbooks and other teaching materials as required for the curriculum are provided; and

◊

other resources to enhance instruction are provided.

4.2.1 Teachers & Other Human Resources
The most important instructional resources in schools are human resources. In all schools,
teachers are the primary human resources and in many schools, the only one.
Normally one would begin an inquiry about teachers by ascertaining their qualifications and
experience. However, we discovered that in the CSB, an even more fundamental issue had to
be addressed: the presence of qualified teachers in the classroom. In several communities, we
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were told that teacher absenteeism was a major issue, especially as the substitutes were often
unqualified. Time and time again parents complained about the deterioration in the quality of
teaching and learning because of the high level of teacher absence.
Last year was pretty bad - many substitutes. Sometimes we can’t even find any
substitutes. Or you’d have a substitute for eight months, not qualified.
You know what? My daughter was in Secondary 4 last year and half of the year, they
didn’t have a permanent teacher for math. And this teacher was telling my daughter, if
you don’t do the work, you’re not going to pass. My daughter said she didn’t say
anything but in her head, she was saying to herself, How am I supposed to pass? We
don’t have a teacher most of the time….a regular teacher.
It was obvious from input such as this that instructional quality was suffering because of high
levels of substitution and poor quality substitutes. Moreover, in some cases, as suggested by
the first comment cited above, classes are simply cancelled and students sent home because
the school can find no one, qualified or unqualified, to take the class. However, it is important to
acknowledge that not all substitution is of poor quality. We would not wish the concerns
expressed above to tar all substitutes with the same brush, many of whom undoubtedly do a
very credible job.
The genesis of the problem - teacher absenteeism - is of course cause for concern in itself,
raising several questions:
•

Is teacher absenteeism as high as many stakeholders suggest? If so why?

•

What is the breakdown of short-term versus long-term absenteeism?

•

Are teachers absent for short periods of time required to provide lesson plans for
substitutes to follow? Does this happen in practice? If not why not?

•

Does absenteeism vary significantly from school to school? One level to another? Over
time? If so why?

•

Is anyone paying attention to this issue and what, if anything, is being done about it?

Other questions focus on the effect substitution has on teaching and learning:
•

What percentage of substitute teaching days are provided by teachers who are:
qualified, unqualified but otherwise suitable, neither qualified nor suitable?

•

What is the amount of instructional time seriously compromised because of the
ineffective teaching of substitutes?

•

What is the amount of instructional time actually lost (classes cancelled) because of the
lack of substitutes?

•

What solutions, if any, have been proposed, tested or implemented, to deal with poorly
trained substitutes? What changes, if any, in policy and practice resulted?
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Cancelled classes and ineffective substitute classes, combined with the high levels of student
absenteeism, further erode the amount of
instruction being provided to students.
In many schools, effective
Moreover, it is not unreasonable to suppose that
instruction and student
learning and engagement in learning are also
affected, as students become disenchanted by
engagement are being
these conditions. The message to students undermined by the widespread
accurate or not - is clear: School doesn’t matter.
use of unqualified substitutes.
Why should I care?
In order to determine the magnitude of the problem and the variation across schools over time,
we sought to obtain data about this phenomenon from the Department of Human Resources.
Unfortunately, no data of any kind were provided. Accordingly, the best we can do in this report
is to flag teacher absenteeism as a serious issue requiring both further study and appropriate
action, leaving the above questions as a starting point.
We did not attempt to evaluate the level of formal qualifications or experience of all CSB
teachers. However, we are aware that the teaching staff of the CSB comprises a mixture of
native and non-native teachers. From its inception, the CSB wished, understandably, to see its
schools incrementally staffed by Cree teachers. Given the lack of qualified Cree teachers, it
undertook to provide various programs to qualify new teachers. It does not appear as if these
programs have been as successful as hoped, an issue we deal with later in this report.a We
were, however, able to see a reflection of the quality of teachers in the classroom observations
described in the previous section. There is no doubt in our minds that there are many highly
competent and professional teachers employed by the CSB. There are others, however, who
lack the qualifications, skills or attitudes required to be effective teachers. At this stage, we
simply wish to raise the issue of teacher qualifications as one requiring further examination.
Teachers, no matter how well qualified and experienced, rely on other resources to provide
classroom instruction. These may include other human resources. However, most of these (e.g.,
educators inside the classroom and counsellors outside the classroom) are involved in the
provision of complementary services.b Accordingly we attempted to ascertain what other
resources were available to support teachers, namely: classrooms and other instructional
facilities;c textbooks and other teaching materials and resources.

4.2.2 Classrooms & Other Instructional Facilities
Classrooms are the most common venue for instruction in almost any school. For both students
and their teacher, they define the immediate environment for teaching and learning. A
classroom can be described in relation to several characteristics, some utilitarian, some
aesthetic. It must be large enough to accommodate to the number of students to be taught,
taking into account their age and other factors. For example, if students are to engage in
project-oriented work in teams, the room must be large enough to provide space for additional
tables.
Professionals experienced in interior design - not interior decorating - know the importance of
making a workspace suitable for various types of endeavour, be it an office, a shop, a
showroom, etc. Even companies that are focused solely on the ‘bottom line’ know that a poorly
designed workspace detracts from production.

a
b
c

See discussion in section 10.2.3 in Part 4 (p. 236).
These resources are discussed in chapter 5.
Issues concerning the school’s physical plant as a whole are dealt with in section 6.3, beginning on page 127.
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Classrooms, like any workspace, need to be maintained, clean, well lighted and well ventilated.
Moreover, remembering that this is the space where students will spend the vast majority of
their school day for many years, classrooms need to be more than simply functional. They need
to be conducive to learning - a pleasant environment that adds to student motivation rather than
detracting from it.
During the collection of data in schools, we had occasion to visit many classrooms. Some were
warm, inviting places that provided a supportive environment for teaching and learning, as
illustrated by the following extracts from our field notes:
The classroom is a good size and well organized. There is a couch by the window.
Nicely decorated classroom. The teacher has set it up to be a welcoming place.
The classroom is very colourful with teacher and student work on display on the bulletin
boards.
Others were not.
The windows were all broken with most being covered by plywood and others with
plexiglass.
The classroom is quite small for the number of students but the teacher has done the
best he can with what he has.
The room for Cree culture was cluttered. All along the book shelves there were boxes
that looked as though they had not been unpacked yet for the school year. The walls
were almost completely bare and there was no visual display of Cree cultural artefacts to
which students could relate. Not an appealing classroom for students.
Apparently, ventilation is a problem in some schools where filters are not changed on a regular
basis resulting in either foul-smelling air or even system shut-down. In some schools, we were
told, the heat in the early fall and end of the school year is stifling so that teaching and learning
is almost impossible. on the other extreme, heating is an issue in some places. Temperatures
drop in classrooms to the point where learning and teaching again are not possible. These
systems need be checked and maintained according to the manufacturer’s suggested schedule.
Classrooms are, of course, not the only facility used to provide instruction. Schools contain
specialized rooms including libraries, computer rooms, science labs, gymnasiums and special
education resource centres, to name the facilities most commonly found. We observed teaching
in some of these facilities and visited others.
In general, the libraries seem adequate and appealing when you first see them, but we were
told that there is a lack of appropriate reference material, especially for high school students.
Some school libraries seem well organized and the atmosphere was welcoming. However,
some are not functioning as intended because they are being used for teaching due to a lack of
classrooms in the school.
Most schools we saw had adequate computer labs but we didn’t really get to look closely.
Having properly functioning printers is apparently a problem in some schools, while others seem
to lack media equipment such as LCD and overhead projectors, digital cameras, video cameras
and scanners.
In general, we did not see many science labs in the schools that seemed to be set up for
students to conduct experiments and engage in any real hands-on activities. They have the
facilities in some places to teach science but do not actually do it. There is a need to take
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inventory of what resources are available and use the labs as much as possible to enrich the
science program and engage students.
In terms of facilities for special education, one school we visited had a learning centre that is
used for students who have learning difficulties. It was an inviting room with a vast array of
resources to use, such as posters, books of all types, games, pocket charts, and more.
We gained further insights into these facilities in focus groups and interviews. The discussions
with students did not elicit many comments about this topic - probably not one that comes
readily to student minds. However vandalism was mentioned in one group in relation to bullying
(which is a major concern for many students). The paucity of student comments about facilities
should not be interpreted to mean that this issue is not important to them. We simply had a
limited time with students and tended to focus on classroom instruction and school culture. We
know from other studies that students often have priorities about facilities that are different from
those set by adults. The condition of student washrooms is a typical case in point. In our focus
groups, we did have one example of such an insight when students said that what the school
need was more lockers - lockers for everyone. This was a useful reminder that because
something is not on our radar does not mean it is not important to students.
One administrator could well have been acting as a spokesperson for students when he
described the classrooms in which they were “parked” (his words):
These kids, 180 days of the year, are in the bush, are outside with the birds, nature,
they’re free until 3:00, 4:00 in the morning. They’re not in houses; they live outside. And
then we park them in the middle section of this school - no windows, no air - and we park
them there between 8:45 in the morning when it starts to be light outside and we let
them go home 90 out of 180 days in darkness.
In general, it appears that the adequacy (number and size) and appropriateness (windows,
ventilation, amenities) of classroom facilities is an issue in many schools. In some schools, there
aren’t any extra classrooms, which means that teachers must use other rooms in schools like
the staff rooms and libraries. In some, not all elementary students are in the appropriate part of
the building because of the lack of space and lack of consideration of the growing population
entering our schools. For instance, many schools found an increase in the number of Pre-K
students entering schools this year that had serious implications for bus transportation,
classroom location, furniture, materials, etc. One school had to move one kindergarten class to
the elementary school because the Pre-school was full. In another, the grade 5/6 students are in
the high school. These types of situations are not ideal when you consider what is best of
students at different ages in terms of school culture, facilities and social interactions.
In general, schools were not designed with the help of teachers or others who would know what
would be best in terms of class size, washroom location and needs in terms of the number of
facilities. There doesn’t seem to be a regular maintenance schedule for ventilation and heating
systems in the schools so that the functioning of these units is kept up with. Instead, we find that
issues are only addressed when there is a breakdown or fault that needs immediate attention. In
terms of maintenance, there seems to be a delay in the response to submitted work orders to
have things repaired.
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4.2.3 Textbooks & Materials
Knowing that the one resource the CSB had in abundance was
1
2
3
4
money we did not expect to find that the provision of instructional 17% 27% 33% 23%
resources was much of an issue. In the questionnaire we asked
teachers to what extent they agreed with the following statement: I have access to adequate
resources for teaching.a As shown by the distribution of their responses displayed in the text
box, 56% agreed or strongly agreed with this statement. We had expected a higher level of
agreement; the average response (2.62), although not very high, received the highest rating of
all items on this part of the questionnaire about the school.b
In the open-ended part of the questionnaire, several teachers cited resources as one of the
strengths of their school.
School Strengths: Good resources.... Lots of funding – money – for whatever resources
you may need.... Money for didactic orders is generous....
However, we discovered that not all teachers shared this view. Some mentioned that although
resources were generally available, some, notably computers and “technological resources,”
were not. Others zeroed in on course materials. For example:
School Weaknesses: Proper teaching material (textbooks, exercise books).... Not
enough material to expand teaching in Cree.... Not having the appropriate material at the
beginning of the school year.
A few of teachers made very interesting comments indicating that the problem was not the
availability of money for resources but the capacity to spend it
effectively (see text box). In particular, one teacher from the
Teachers on Resources
French sector noted the need to connect resources to
programs to meet student needs.
LOTS of money to
An enormous quantity of human and material resources are
made available to teachers but the secondary program is
totally unadapted leading to student failure, drop-outs and
attendant social problems.
The more we probed, the more we realized that adequate and
appropriate resources for teaching was a major issue, as
reflected from this feedback from a focus group of secondary
teachers.
Q: What’s the state of your instructional resources, your
classrooms, textbooks, the things that you need?

spend (and waste).
Money available but
not spent!
Overall: Money
spent poorly.
We have more than
enough money. It’s
not a money issue.

A: Most of it is useless. And really, I think it’s a common problem throughout the Board.
I think that most teachers create their own programs and find their own materials.... I
think that the resources are very weak. They [Educational Services Department] are
not keeping up-to-date. I don’t know what they’re doing up there. For example, I’m
teaching Geography and the resources we have were written up in 1982.

a

b

Each item on this part of the questionnaire was rated on a four-point likert scale, where 1= Strongly Disagree;
2=Disagree; 3=Agree; 4=Strongly Agree; N=number of respondents. For the actual number of responses for
each of the four categories, see Exhibit C-23 in Appendix C.
The other items on the questionnaire are dealt with in chapter 6 on school support for learning.
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Feedback on resources often focused on language - materials written for a given level which
students cannot understand - and materials written for first-language learners when students
are in fact second-language learners. In our view, this problem is in fact a symptom of the
underlying - and ultimately more serious - problem: students are two to three years below level.
Finding appropriate materials to teach English or French as a second language ought to be
possible. However, as discussed in the section that follows on curriculum, there seems to be
ambiguity in schools as to whether teachers are supposed to be teaching first or second
language courses. Finding appropriate materials to teach other subjects in English or French is
much more problematic, especially at the secondary level.
It does not appear that anyone at the school or board level is seriously trying to address these
problems. Rather, teachers are simply given money to buy text books and no one is scrutinizing
these purchases to see if they are appropriate or not. Moreover, given the high turnover of
teachers, it is not uncommon, apparently, for textbooks to be ordered, delivered to the school
and there remain unpacked and unused. Meanwhile a new teacher bemoans the lack of
resources but must wait until the end of the year when he or she orders new books. The new
year begins and, if the books arrive in time (another problem often mentioned), the situation
improves. (Unless of course this teacher has left ... and the cycle begins anew.)
We order the books we want and people, on the whole, stay a couple of years and leave
and we’re left with all this beautiful material that we’ve bought because we figure that
we’re going to teach this and we get into the classroom and this is Secondary 3 material
but they’re only reading at a Grade 6 level. So, the books go away and the next year, a
new teacher comes in and nobody tells us that the kids are not at level. We’re told we
are in a second language setting but nobody ever mentions the word that they’re not at
level.
In particular, we heard a great deal about the lack of appropriate resources for instruction in
Cree. Here is the input from one principal.
Q: So, are resources a big issue?
A: In Cree, yes. We don’t have the resources, we don’t have the resource people. We
spend time making our material, and we have to photocopy. We are given money for
materials but there’s not much in Cree and when we get something we still have to
photocopy.
Q: But why?
A: That’s because Cree Programs send us the book and say here’s your copy for the
grade 2 class.
Q: Why only one copy of the book? If this is book that was made for the Cree School
Board, why can’t they just reproduce it?
A: I guess they don’t have the money to do it. They expect us to photocopy it.
If that story had not come from a credible first-hand source we might have been tempted to
dismiss it. However, we heard similar input from others and then saw further evidence when we
examined materials prepared by Educational Services Department (see below). Not only does
this practice waste resources and energy, in the end, it provides students with an inferior
product. There is little motivation to learning to be found in reams and reams of back-and-white
photocopied sheets in lieu of an attractive bound book, illustrated in colour.
As if this situation was not bad enough, we also discovered that the same material is used in
Cree classes year after, regardless of level:
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The Cree language teacher - she does the same thing: photocopying. And I don’t know
to this day without checking on it if the secondary 1 or secondary 5 are still using the
same workbook in the Cree language or if it has since been revised. I do know, the
whole secondary has been using the same workbook.
As alluded to above, our Review included an attempt to ascertain the nature and quality of the
materials produced by the Educational Services Department. Our analysis of these efforts are
found in section 10.2 (Part 4). However, in brief, on the basis of the materials which we were
given, we found that some materials were well designed and produced, many others were not.
Not all, but many of the sample documents provided to us have no introduction or statement of
purpose. They have no table of contents or index to guide the teacher through the document. In
many cases they are an eclectic collection of photocopies that would require a great deal of time
an effort, on the part of an experienced and competent teacher, before they could be used
effectively with students. They would be of little use to a teacher who is not well informed and
confident with the content and methodology of their course of study.
One final example of problems regarding instructional resources was seen in the follow-up, or
more accurately, the lack of follow-up, to a series of workshops given at the Educational
Symposium on the new science and technology programs at the secondary level. From the
feedback received, teachers not only enjoyed but benefited from these workshops which also
included a box of valuable materials. At the conclusion of the workshops, one box of these
materials was made up for each school and all boxes were supposed to be sent to the Board
office for distribution to schools. To the best of our knowledge, none of these materials has been
received by any of the science teachers for whom they were intended.

4.2.4 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether the
provision of instructional resources meets the stated standards:
¾ Instructional resources meet the following criteria:
♦ teachers and other human resources have appropriate qualifications, experience and
aptitudes;
♦ classrooms and other instructional facilities are adequate in terms of size, furnishings
and environment;
♦ textbooks and other teaching materials as required for the curriculum are provided;
and
♦ other resources to enhance instruction are provided.
Based on the foregoing analysis, we conclude that despite a plentiful supply of money, the
timely provision of adequate and appropriate instructional resources is problematic at every
level and in every language of instruction. It also appears that the higher the level, the worse the
problems. The nature of these problems and the means to address them differ, depending on
the types of resources: teachers, facilities or instructional materials. Appropriate solutions will
also depend on actions that need to be taken, as presented in other sections of this report. One
thing is clear, however, these problems will never be solved by throwing more money at them.
As several teachers noted, money is not the problem, it is how that money is spent. Accordingly,
we offer the following recommendations regarding instructional resources.
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R21 THAT the Board undertake to review the legal and other qualifications of all
teachers, including substitutes, and take appropriate action to ensure that
instruction is being provided by appropriately qualified teachers, in accordance with
recommendation 19 regarding the standards of teaching.
R22 THAT the Board, in collaboration with school administrators, teachers and others,
undertake a thorough needs assessment of classrooms and other instructional
facilities, notably libraries and media resource centres, laboratories and workshops
for science and technology, and computer laboratories, with a view to developing a
comprehensive improvement plan.
R23 THAT the Board, in collaboration with school administrators, teachers and others,
complete a needs assessment of the instructional resources required to meet the
needs of students in different programs at each level and language of instruction.
R24 THAT the means required to effect recommendations 21 to 23, including enhanced
performance and capacity of schools and the Board offices, be developed in
accordance with other recommendations of this report.

4.3

Curriculum

The curriculum is supposed to define what is being taught and learned in school. In reality, the
term ‘curriculum’ carries many meanings, including:
•
•
•
•

the intended (formal) curriculum - what is supposed to be taught;
the hidden (informal) curriculum - the values, beliefs and norms it instils;
the implemented curriculum - what is actually taught; and
the learned curriculum - what students actually learn.

The formal curriculum may be expressed by various subjects or courses of study, including
objectives or intended results, course content, or both. It may include required texts or specify
methods of instruction. By contrast, it may be accompanied by non-binding guidelines. It may be
highly prescriptive or open-ended. Implicitly or explicitly, curriculum includes the ‘language of
instruction.’ Generally this refers to the language in which all subjects, except another language,
are taught. However, in schools offering immersion or programs in a second language or
bilingual programs, more than one language of instruction may be employed.
Performance Standard


The curriculum being taught fulfills the requirements mandated for each level of instruction and is
appropriate for students at that level.

4.3.1 The Ministry Regime & the QEP
Public schools in Québec determine their curricular offerings based on the requirements of the
Public Education Act and the Basic School Regulation and the curriculum set forth by the
Ministry in the Québec Education Program [QEP].82
The ministry regime, as it is commonly called after the French title of the regulation (Régime
pédagogique), sets forth: (1) the nature and objectives for educational services at the preschool
(kindergarten), elementary and secondary levels of instruction; and (2) the general
organizational framework for the provision of these services.

84

The CAFSI Report

The school year (for all levels) must comprise a maximum of 200 days, of which a minimum of
180 days must be devoted to educational services. The kindergarten week consists of a
minimum of 23.5 hours of educational services, while at the elementary and secondary levels,
this minimum is set at 25 hours per week.
At the elementary level, the regime provides for three cycles of instruction, each comprising two
grade levels.a Curricular offerings in each cycle must include a variety of compulsory subjects
(whose suggested times are specified), as well as elective subjects.b Provision is also made for
local courses of study.
At the secondary level, instruction is divided into two cycles. The first consists of a single
general stream for secondary I and II. The second cycle consists of two general streams for
secondary III, IV and V: the general education path and the applied general education path.c In
addition, the regime includes the work-oriented path which consists of pre-work training at the
secondary I, II and III levels, as well as training leading to a semi skilled trade.d In each case,
the number of credits assigned to compulsory and elective subjects and the suggested time for
each are specified in the Regulation.e
At the present time, requirements for graduation (Secondary School Diploma) are 54 credits at
the secondary IV or V level, of which at least 20 credits must be at the secondary V level. In
addition, these credits must include:
•
•
•
•
•

6 credits in secondary V language of instruction;
4 credits in secondary V second language;
6 credits in secondary IV mathematics;
6 credits in secondary IV physical science; and
4 credits in secondary IV History of Québec and Canada.

As of May, 2010, the specific subjects required for graduation will change, as follows:
•
•
•
•
•
•
•

a
b
c

d

e

6 credits in secondary V language of instruction;
4 credits in secondary V second language;
4 credits in secondary IV mathematics;
4 credits in secondary IV science and technology or 6 credits in applied secondary IV
science and technology;
4 credits in secondary IV history and citizenship education;
2 credits in secondary IV arts education; and
2 credits in secondary V ethics and religious culture or physical education and health.

Cycle 1= grades 1 & 2, Cycle 2= grades 3 & 4; Cycle 3= grades 5 & 6.
The compulsory subject grids for each elementary cycle are provided in Exhibit C-25 in Appendix C.
This organizational framework was introduced in 2005; prior to that date, there was only one general education
path, cycle one consisting of secondary I, II and III, cycle two, secondary IV and V.
Pre-work training is for students who have not achieved the objectives for language of instruction and
mathematics for the elementary level; training leading to a semi-skilled trade is for students who have acquired
these competencies but has not earned the credits at the first cycle secondary in these subjects.
The compulsory subject grids for each of these paths are provided in Exhibits C-26 to C-30 in Appendix C.

Part 2, Youth Education

85

Assuming five years in secondary school:
¾ present requirements affect the cohorts of students enrolled in secondary I in 2003-04 or
2004-05, that is, those who are presently in secondary IV and V;
¾ the new requirements affect the cohorts of students enrolled in secondary I as of 2005-06,
that is, those who are presently in secondary I, II and III.
As mentioned above, ministerial programs are provided in the QEP, which is characterized by
“its competency-based approach and its focus on
the learning process” and by a conceptual
framework that defines learning as “an active,
ongoing process of construction of knowledge.”83
As illustrated in the graphic for preschool and
elementary education, it consists of cross-curricular
competencies,a broad themes for learning and
programs of study grouped in five subject areas.
This same overall approach is continued in the
program for cycle I at the secondary level.
Its emphasis on cross-curricular competencies
recognizes that learning cannot be bounded by subject areas, while the inclusion of broad areas
of learning in the curriculum aims at enabling students to see the connections of different areas
of learning both to each other and to their personal, social and cultural environment. Thus, the
secondary cycle I program stresses the importance of the multidimensional role that schools
play in the lives of young people, notably by providing them with the tools for life-long learning in
the wide variety of contexts they are likely to face.84

4.3.2 Curricular Offerings in the CSB
Describing curricular offerings in the CSB must be done in two stages: first, the theory, then the
practice.
As mentioned earlier, the Public Education Act and the Basic School Regulation - and by
extension, the QEP - do not apply to the CSB and it has never indicated its formal acceptance
of any sections of either the Act or the regulations.b Moreover, although the Board is obliged to
adopt a yearly education plan specifying the number of hours taught for each subject in each
grade, to our knowledge it has never done so.c However, the Ministry is still the only gateway to
provincial certification of secondary studies. If the CSB wants its students to obtain a recognized
Secondary School Diploma, it must comply with ministry regulations,85 or obtain a derogation for
any exceptions it wishes to enjoy.
In general, the CSB acts as if the QEP applied; however, until recently, it prepared its own
exams,d rather than having its students write uniform exams prepared by the Ministry for all
schools. The following has been given to explain this practice:

a

b
c

d

Cross-curricular competencies refer to the development of skills and attitudes that do not fall exclusively within
an individual subject area, including: intellectual skills, methodological skills, attitudes and behaviours and
language skills.
See discussion in section 2.1.3 in Part 1.
This obligation is found in the General By-Law, art 4.19; this article also requires that the education plan specify
the method of evaluation and promotion of students.
Several years ago, these local exams were vetted by the Ministry; however, this vetting process was
subsequently abandoned, leaving no checks and balances regarding the suitability of CSB exams.
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The MEQ exams are prepared specifically for French or English mother tongue speakers. Since
French and English are second languages for our students, we have always felt that the MEQ
exams would place our students at a disadvantage.a

An alternative explanation is that in addition to second language deficiencies, students in the
CSB do not possess the competencies that would be tested on uniform examinations. Locally
prepared examinations have adapted the content as well as the language.b We have not been
able to scrutinize any CSB exams. However, this alternative explanation is not pure conjecture
but based on what we observed in schools. In any event, by 2004, the Ministry advised the CSB
that it would no longer accept local examinations unless they were specifically authorized by the
Minister. At that time, the only examination with such authorization was secondary IV History of
Québec and Canada. It appears that the Board was granted a further delay of one year (June,
2005) but since that date, students in the CSB have been required to write the same uniform
exams that students in all public and private schools must write to obtain certification of results.
It seems reasonable to conclude that the Ministry did not accept the argument that CSB exams
were testing the equivalent content using adapted language.
Providing students with lower standard exams may allow the students to ‘pass’ but it does not
provide them with the knowledge and skills they are supposed to possess upon successful
completion of the subject. CSB exams are thus another example of wishful thinking - if we allow
them to pass, we can pretend they deserve to pass. Most students know when they are being
given a ‘free pass’ and those that don’t find out quickly enough when they discover that they do
not have the prerequisite knowledge and skills to succeed in CEGEP. As one school committee
member put it:
Now we’re passing our kids through the system and we’re lying about their future and
about their potential. That’s something that really disappoints me and it’s not good for
the future of our children. If we want the best for our children, we have to make sure they
earn the right to pass and they are where they belong. Not because we think they’re too
old to be where they are or they’re never going to succeed, That negativity, that doubt,
that’s there. Some of our teachers think it’s too late to teach them. And I told them it’s
not. It’s never too late for them, never.
The following shows the subject offerings at the elementary and first cycle secondary, as stated
by Educational Services. There documentation did not include any information regarding the
courses that are supposed to be offered at the second cycle secondary.c

a
b

c

Memo from the Coordinator of Instructional Services to the Director Educational Services, February 7, 2004.
It should be noted that second language deficiencies affect a large number of students in public schools;
however, if they wish to graduate they must pass ministry exams.
Apparently Educational Services felt there was no need to monitor this cycle because it is still operating under
the pre-Reform regime (see Exhibit C-28 in Appendix C.

Part 2, Youth Education

87
EXHIBIT 2-26: CSB SUBJECT OFFERINGS

Elementary Subjects
Cree Language Arts / Cree Culture
Second language
Mathematics
Arts
MRE
Physical Education
Social Studies
Science
Unapportioned time
Total

Cycle 1*

Cycle 3*

Lang

Time

Lang

Time

Lang

Time

Cree
SL
Cree
Cree
Cree
Cree

15
4
10
2
1
2

Cree
SL
SL
Cree
Cree
SL
Cree
Cree

9
9
7
2
1
2
2
2
2
36

Cree
SL
SL
SL
Cree
SL
SL
SL
SL

9
9
7
2
1
2
2
2
2
36

Secondary Subjects
Cree Language Arts / Cree Culture
Second language
Mathematics
Science and Technology
Geography
History and Citizenship
Arts Education
Physical Education
Moral Education
Total
*

Cycle 2*

2
36
Cycle 1*
Lang

Hours

Credits

Cree
SL
SL
SL
SL
SL
SL
SL

300
300
300
200
150
150
200
100
100
1 800

12
12
12
8
6
6
8
4
4
72

Elementary Cycle 1= grades 1 & 2, Cycle 2= grades 3 & 4; Cycle 3= grades 5 & 6; Secondary
Cycle 1= secondary I & II; Lang=language of instruction; SL=second language (English or French).
The quantity of elementary instruction (Time) is given in periods; although not specified in the
document, the periods are 50 minutes in length and the number of periods shown are for a six day
cycle. Secondary hours and credits are for complete two-year cycle.

The total instructional time at the elementary level shown in Exhibit 2-26 is 30 hours over six
days, which is the equivalent of 25 hours per week, as envisaged by the Ministry. The Ministry
allocation of time for individual subjects is less specific at this level than that specified in Exhibit
2-26; however, subject to one major caveat, the allocation adopted by the CSB does not appear
to be problematic. The caveat concerns the language of instruction, which will be dealt with
separately in the sub-section that follows. The allocation of time at the secondary level (cycle
one) follows the ministry norms (which are subject-specific) with the exception of first and
second language instruction. The CSB provides for equal time and credits for first and second
language (300 each), while the Ministry guidelines are 400 and 200 minutes, respectively.
If the CSB theoretical offering of subjects (at least to the end of the first cycle secondary) is
generally fine, the same cannot be said about the application of these norms in practice. In
January 2007, Instructional Services conducted a survey of subject-time allocations in each
school of the Board.86 The survey compared the time allocated to various subjects by each
school and then identified variations from the board norms shown in Exhibit 2-26 that were
acceptable and those that either had to be adjusted or approved.a

a

The cover letter sent to each community stated: “If no adjustments are made to items highlighted in red you will
need a resolution from the Council of Commissioners to leave this item the way it is.”
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In brief, the survey highlighted a number of variations, most of which were to the times for Cree
language and culture, especially in the second cycle of elementary.a The survey suggests that
schools do not follow board norms for the allocation of subject times. On average, schools only
complied with the norms in 62% of the subjects times surveyed. Compliance ranged from a low
of 37% in Mistissini to a high of in 80% in Whapmagoostui. More importantly, it appears that
schools do not feel obliged to follow board
norms. We have no evidence of any follow-up
People at the Board tell us we do
to this report, any actions taken to ensure
well because we try as much as
compliance with CSB norms or any
consequences for schools that failed to do so.
possible to meet all our
On the basis of the data we have, we are
forced to conclude that the theory of Board
norms for subject-time allocations does not
necessarily reflect what happens in practice in
schools. It therefore appears that for this first
key building block of student success curriculum - no one is being held accountable
for ensuring that the mandated curriculum is
being offered as planned.

deadlines. That’s really important
within the Board because they
really emphasize that. If you can
meet the deadlines, you’re doing
well but academically we’re
floundering just like everyone
else (Principal).

However, that problem pales by comparison with what actually happens in classrooms. As one
principal put it: You can get a copy of the Régime pédagogique for the Cree School Board,
except none of the nine communities are following it. Another principal summed up the situation
as a matter of priorities, namely that the Board is more concerned with administrative rules than
pedagogical success (see text box).
In each school, we asked administrators, teachers and others about what was being taught at
various grade levels. Setting aside issues relating to the language of instruction (dealt with
below), we always received two answers:
Q: What is the curriculum being taught?
A: The QEP.
Q: Yes, but what is actually being taught?
A: Whatever the teacher feels is appropriate.
As will be discussed in the section that follows, this situation is largely attributed to CLIP and the
lack of English or French competencies students possess when they begin core instruction in
one of these two languages. The following input from elementary teachers reflects the
situation, to a greater or lesser degree, in every school in the Board:
The kids can’t relate to any of the things you’re supposed to teach them. A lot of them
are so far behind that you can’t do what you’re supposed to do at that level because of
how behind they are. And it’s just this big cycle of trying to catch up.
Very few kids are at grade level Very few kids. They’re behind in all the skill sets in math.
The kids have problems recognizing large numbers, reading large numbers, multiplying
…. You can’t get very far in math if you don’t know your times tables at Grade 6. You’re
stuck, you’re literally stuck. It’s a very slow process. Very slow process.
a

This is not too surprising as many schools are trying to report on one year of instruction in Cree (grade 3) and a
the first year of majority instruction in a second language (Grade 4), whereas, the form provided a single column
for cycle 2 (grades 3 and 4).
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There is a single common thread running through the input from teachers and others from all
grade levels: students are behind when they begin core instruction and every year they get
farther and father behind. As one would expect, many students get so far behind they become
totally discouraged. The situation can be illustrated by the following comments from two
secondary teachers:
A large part of what I’m doing with Secondary 4 students is preparing them to be
Secondary 2 students because my students don’t have the language acquisition skills
that’s necessary.
I teach Secondary 4 and 5 but I started off with material that I figured was probably
Grade 7 and 8. They had such a hard time understanding it that eventually I decided to
do a children’s literature study and we did Robert Munch.
The most striking finding that emerged from all the
The lack of any transition
focus groups, interviews, etc., was the total lack of
any transitional curriculum in the second cycle of
from early Cree immersion
elementary instruction. No curriculum has been
to instruction in English or
created that meets the needs of children whose first
French makes a mockery
two or three years of elementary school has been
spent in Cree. Once again, wishful thinking seems to
of the claim that the QEP is
be the order of the day: that magically children will
being taught in the schools
move seamlessly from grade 3 in Cree into grade 4
of the CSB.
in English, without skipping a beat; that somehow,
magically, children will follow the QEP program for
grade 4 language arts without ever having had the three years of instruction that the grade 4
program presumes; that, by simply waving a magic wand, children will succeed in math, even
though they lack the foundation they ought to have acquired in cycle 1. The same thing is true
for children who begin grade 4 in French, except that it is much worse. As one French teacher
expressed it: It’s worse in French. I am not saying they are very good in English but they are
better than in French. French is a third language for them.
As stated above, the problems stemming from this lack of transition are compounded each year.
Moreover, there is an apparent lack of vertical curriculum integration across grade levels. In
other words, there is no progression in a given subject area from one grade to the next. For
most subjects, this vertical progression is assumed by the competencies, for example, in
English language arts, at successive grade levels. However, since the QEP is not the curriculum
actually being taught, this progression is lacking. This problem was also observed in relation to
Cree language and culture, two subjects whose curriculum is totally in the hands of the CSB.
We heard countless stories of the same material being taught in several different grade levels.a
Given the raison d’être of the CSB, we would have expected to discover considerable evidence
showing how the mainstream curriculum from the Ministry had been adapted to suit the needs
of Cree students, notably by incorporating elements of Cree culture into the curriculum. Instead,
we found that the lack of such adaptation was an issue. Anecdotal evidence suggests that
several teachers try and adapt their teaching to make it more culturally relevant. However, their
overriding concern - understandably - is in trying to modify the curriculum so students can learn
something. It does not appear that anyone is doing anything at a board level to transform the
curriculum to better reflect Cree values and culture.
Given the high level of problems referred to above, it is not surprising that we received little
input on the specific curricular offerings at the secondary cycle of secondary. In principle, this
information should all be found in the local education plans. In some cases, these plans list
a

See discussion of these issue in sections 4.1, teaching (p. 67), and 4.2 , instructional resources (p. 75).
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specific courses (e.g. Math 514); in other cases, the plan simply lists ‘math’ as a subject.
However, it does not appear that course offerings at this level include the range of courses that
students would need to gain admittance to various college level programs, especially in pure
and applied sciences. Providing a range of courses is always difficult in small schools, a
problem that is exacerbated by the presence of two streams of instruction (English and French)
in schools with barely enough students to support one stream.
We were also struck with the absence of any vocational programs in the schools. It seemed to
us that vocational education was a ‘natural fit’ in
communities where students were struggling in
If only 12% are going to finish
school. This view was echoed by one of the
high school academically,
external stakeholders whom we interviewed (see
then what about the other
text box). Vocational education was an important
component of comprehensive secondary schools
88%? What are they doing? I
throughout Québec. This changed with the
would have them all in
merger of vocational education from the youth
Vocational Education
and adult sectors into a single sector. The new
regime described above now provides for an
(External stakeholder).
applied general education path, as well as workoriented career path. However, these new paths are still in development, especially in the
English sector, and do not yet appear to have impacted upon the CSB. In response to our
questions, several school administrators acknowledged the potential value of vocational
education, but it does not seem to be on anyone’s radar. In theory, continuing education centres
and the SRVTC should be helping to this meet this need. In practice, this does not appear to be
happening, an issue which we will address in Part 3.

4.3.3 Language of Instruction
The preservation of Cree language and culture was a central driving force behind the
negotiation of the JBNQA and the creation of the
CSB (see text box).87 However, preparing
“Being Cree is embedded in the
students for further study and employment both
language of Cree. Cree words
within and beyond the Cree Nation has also been
are the cultural link between
an integral part of the Board’s mission.a The
Cree people. ‘Creeness’ makes
tensions between the two haves of this dual
mission has often been articulated in differing
the Cree language - and the
opinions about the language of instruction.

Cree language makes for
‘Creeness’.”

In the first decade of the CSB’s existence, the
language of instruction was English, or French,
except in kindergarten and Cree language and culture courses. This direction was radically
altered in December 1988, when a joint meeting of the CSB and the CRA adopted a resolution
whereby Cree would become the language of instruction at the primary and later the upper
elementary levels.88 This decision was taken at a time when many people were concerned that
the pace of rapid change posed a threat to the survival of the Cree language. As a result, the
James Bay Cree Language Commission study was commissioned whose mandate included a
survey of the nine Cree communities “in the areas of use, competence, responsibility and future
of the Cree language.89
Although some respondents spoke of the role of the school, the vast majority stated that it was
their individual responsibility to preserve the Cree language. The report, while noting the
traditional way that children learn in Cree communities, made the following observation about
formal and informal learning, only addresses oral language, not writing or reading:
a

See section 2.2.2 in Part 1.
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Although there has been continued effort for improvement in school language programs,
classrooms are not necessarily the best place for language learning. The soul of language
meaning can be better understood through real experience, rather than from books.

While noting the importance of ‘hands on’ activities, appropriate material and the integration of
Cree components in the courses of study, the report goes on to state:
If language is to grow and develop, the responsibility cannot be left to the schools. The list of
requirements is already a very long one. Time for different
programming and the preparation of the appropriate materials is not a
Schools cannot
realistic expectation of the school role. In an already full schedule of
be expected to
student time, if something new is added, something existing must be
90
reduced.
do it all.

The importance of this statement cannot be overestimated in dealing with such an emotionally
charged issue:
•

first, it underscores the implications of assigning schools a primary role in the
preservation of Cree;

•

second, it reminds us that schools are not the only option in this regard; and

•

third, it distinguishes means from ends, demonstrating that one can - and should consider different options without calling into question the highly desirable goal of
preserving Cree language and culture.

Despite the reservations of the Commission study and its own Coordinator of Cree Programs,
the CSB moved ahead with its plan to make Cree the language of instruction. It began with pilot
projects for the introduction of the Cree Language of Instruction Program [CLIP]. Although the
percentage of instruction in Cree was to be gradually reduced during the second cycle of
elementary (then grades 4-6), it appears that the ultimate intention was to permit students to
graduate from secondary school, using Cree as the language of instruction.
This was arguably a bold move but one that required “a strong commitment to material
development and teacher training” and the “careful and
constant attention to the ongoing collection and use of
The implementation of
data” to monitor and evaluate the program.91 An
CLIP either lacked
examination of events as they unfolded over the next
sufficient commitment or
several years suggests that either this commitment was
lacking or the ‘bold move’ was simply not realistic.
had unrealistic

expectations in order to
In 1991, two teachers were taken from the classroom to
a
develop the program for grade one. They were then
be successful.
asked to pilot this program in their home communities
(Chisasibi and Waskaganish) which they did in the fall of 1993. The other communities
implemented CLIP the following year. In 1993-94, two more teachers were taken out of the
classroom to work on the grade two program which they then implemented in the fall of 1994
(also in Chisasibi and Waskaganish). In the same year, one teacher was hired to work on the
grade three program.

a

One teacher represented the northern dialect spoken in Whapmagoostui, Chisasibi and Wemindji, and one
represented the southern dialect spoken in other communities. In the fall of 1993, Cree Programs began working
on standardizing the East Cree Writing System; to date the northern dialect is finished and the southern dialect is
almost finished.
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Due to the shortage of Cree teachers some communities did not fully implement CLIP, which
was intended to extend to grade three. Some of the communities put their Cree language or
Cree culture teachers in the CLIP classes. Some of these teachers did not have the skills to
teach Cree. As one teacher remarked, just because you speak a language, does make you
qualified to teach it. Some teachers did not even have a Secondary School Diploma; even if
they were capable of teaching Cree language or culture, they were not qualified to assume
responsibility for a regular classroom.a
An evaluation of CLIP was undertaken after each of the first two years, as well as in 2001,92
each report relying on classroom observations and stakeholder input. The evaluation of any
program in its first year is necessarily tentative, as many key issues can only be considered
after a span of several years. The evaluation of year one was cautiously optimistic, stating:
The quality of the teaching and materials was very good, and the children were clearly learning
what they should for their age, not only in terms of spoken Cree, but also reading and writing
Cree, Cree culture, and all the regular subjects such as mathematics, social studies and so on.93

However, it raised many questions and made almost forty recommendations regarding
information/training, planning and budgeting, and curriculum/materials development, considered
to be critical to the success of the program. The report of year two consists mainly of a summary
of the data collected, with little analysis, plus various recommendations.b Once again, issues of
coordination and support loom large; in particular:
There appears to be a lack of co-ordination between the various branches of the Department of
Education Services. If a Management Team [were] created, better communication would take
place, and there would be more unity in the actions of the three branches that directly affect the
Cree as the Language of Instruction Program.94

The 1995 report raised the issue of transition from CLIP to instruction in English or French. The
principals of both pilot schools saw this as an important
priority. In the words of the principal from Waskaganish:
No provision was ever

made for the transition

This is the main area of concern for this school. There are
no objectives set out for it. An evaluation process for
from Cree to English
second language acquisition needs to be put in place. A
or French as a
vocabulary bank needs to be developed. Benchmarks need
to be established for second language acquisition.
language of
Objectives need to be introduced in terms of specific
instruction.
knowledge of alphabet and written language. Teachers
need to be inserviced for ESL/FSL methods..... The
transition process is so important. Specialists are needed in second language acquisition to
properly provide for transition.95

Unfortunately, this insightful comment seems to fallen on deaf ears, as did the
recommendations for capacity building and ongoing evaluation. We did not discover any
evidence that any systematic evaluation of CLIP took place between 1995 and 2001, when the
last such effort was made, motivated apparently by the concerns of some stakeholders on the
impact of CLIP on student success in the upper elementary grades.96 The report does not
address this concern and relies more on the author’s theoretical beliefs than on data. It
therefore cannot be relied upon to provide an accurate picture of the state of CLIP seven years
after its implementation. However, it too signalled the importance of transition planning and
programming: “ It is possible that students will have to make the transition ... without having
received the quality of second language instruction that [they] rightly deserve and need.”97
a

b

Since most of the Cree Teachers did not know how to read and write Cree, the Cree Literacy program was
started by Professional Development; see section 10.2.3, Part 4, page 236.
The recommendations from these two reports are included in Appendix D.

Part 2, Youth Education

93

Although we do not have any data on stakeholder views from this period, we can surmise that
the views of both educators and parents were divided on the issue of language of instruction.
Some saw CLIP as an essential tool in the promotion of Cree; others did not, reflecting an
earlier survey by Tanner in 1981. As reported in 2001 by Burnaby and MacKenzie, in the eyes
of many parents, “formal education success and English achievement were strongly linked...
Cree was not seen as a contributor and perhaps even a hindrance.”98 They also note that the
question of language was further complicated by the rising profile of French, which some
parents felt was the language that students must master.a
In 2004, Cree Programs conducted surveys to gather opinions about CLIP, the results of which
were written up by a consultant from Instructional Services.99 As a measure of the effectiveness
of CLIP, grade 6 students who had passed through CLIP were asked to quantify how much of
elders’ spoken Cree they understood. Fewer than half (45%) reported that they usually
understood everything; 33% reported that they understood most of what was said and 22% only
some of what was said. While 50% of parents were satisfied with CLIP and another 23% were
very satisfied, this did not mean that they thought CLIP was beneficial: 44% had strong belief in
the benefits but 41% believed only somewhat in the benefits and 15% saw very little benefit in
the program.
It is extremely unfortunate, given the central importance of the place of Cree as a language of
instruction and a subject in the curriculum, that no means, other than opinions, have been used
to measure the actual level of language acquisition in Cree, the actual - as opposed to
perceived - or benefits of CLIP or its impact on student learning in other subjects in either
English or French.
Conflicting views over language of instruction can be seen in the pilot project to replace CLIP
that has been taking place at the Voyageur Memorial School in Mistissini, since 2003, in the
French sector and in the English sector since 2005. A report of the school principal in 2007
claims that the results of the evaluation of the pilot project “speak for themselves” and
recommends that they become mainstream programs. The results to which she refers are a
comparison of students from: (a) the original pilot group; (b) those who joined the pilot project in
2006 ; and (c) students in the French sector who were never in the project. The results reported
were: 91% for group (a), 83% for group (b) and 69% for group (c). However, it should be noted
that the number of students in each case was very small. Positive results were reported for the
English pilot groups but they have not progressed far enough for any meaningful comparison to
be made.100
Although the data from this pilot project are insufficient to enable any firm conclusions to be
drawn, they support what many people would see as
You could just forget
obvious: children will do better in upper elementary if they
have instruction in English or French starting in
about all the other
kindergartenb.

questions and we could
just talk about CLIP
(Principal).

During the collection of data for the Educational Review, a
great many stakeholders raised issues concerning the
language of instruction and several suggested that there
were significant intergenerational differences among parents with regard to this issue. The
comment of one principal quoted in the text box sums up the focus of these concerns - CLIP.
a

b

There is a general analogy here with the tensions within the English language school communities throughout
Québec over the maintenance of an English language school system, while ensuring that students are
functionally literature in French, hence the high demand for French immersion programs. An even more specific
analogy can be seen in the programming of Jewish day schools, where English, French and Hebrew are taught,
resulting in a much longer school day than the public school system.
One interesting finding reported by the teacher of the English pilot group in kindergarten is the importance of
attendance and attitude to success for these children; see text associated with endnote 140.
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Although the majority of complaints about CLIP concerned its impact on student learning in
English and French, we heard several stakeholders bemoan the failure of CLIP to teach Cree:
One of my daughters, she’s in secondary 5 now, she started that program when it began
and now she doesn’t even know how to write or read Cree (Parent).
It is clear to us in conducting the Educational Review, that CLIP is a lightning rod for any
opinions regarding any type of Cree instruction within the
schools. It is also very clear that everyone has a strong
CLIP is delaying
opinion about CLIP, whether it is positive or negative. In
instruction at every
our view, polarizing the debate around CLIP is a mistake.
level and mortgaging
The real question regarding language of instruction is
the future of our youth
not: Should we maintain CLIP? Keeping CLIP will not
ensure success but neither will getting rid of it. Consider
(Teacher).
the response of one principal when asked about CLIP:
Q: We’ve heard some people say that students are behind because they started out in
Cree and by the time they get to Grade 6, the gap has widened. What do you think?
A: It’s widened. Because you’re fighting with different factors here. You’re fighting with
social issues. You’re fighting with behaviour issues....
In other words, language of instruction must be considered, not in isolation, but together with all
other relevant issues. Therefore, the Board needs to ask:
•

What policies and programs offer the greatest potential for children to master both Cree
and either English or French?

•

What conditions, resources and other capacities are required to support the successful
realization of such policies and programs?

It is beyond the scope of this Review to provide complete answers to these questions, an
exercise that requires both a consideration of the research on language acquisition in both
Aboriginal and second languages, as well as further analysis of the situation prevailing in the
CSB.
•

One cannot, for example, take a research finding that initial instruction in students’
mother tongue facilitates subsequent instruction in a second language to defend CLIP.

One needs to understand all relevant details of the study and the milieu to which it is to be
applied to determine the degree of ‘fit.’
•

For example, were students in the study exposed to their own language orally and in
print during their early years? Was it the only language spoken at home? Do the
conditions in the implementing milieu
The Board fails its students if it
match those found in the study
milieu?
does not teach them to read.

However, we feel we must offer some
comments on the research base for
language acquisition, as it provides the
foundation for any sound policy and practice
on the language of instruction.
Comparative analysis of biliteracy in Puerto

With few exceptions, students
who cannot read by the end of
grade 3, fall further and further
behind until they are too
discouraged to even try.
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Rico and Cambodian communities in Philadelphia illustrated the range of factors that can impact
student’s biliterate development. According to this research, in order for students to become
biliterate, they have to be supported along three continua:
•
•
•

the macro-micro continuum (political and economic factors that support or detract from
the development and acceptance of biliteracy);
the monolingual and bilingual continuum (the use of both languages in school and
societal contexts); and
the oral-literate continuum (the use and support of oral and written language by the
school and community).101

What is also absolutely clear from the research on reading is the crucial importance of the early
years of schooling - kindergarten to grade 3 - for mastering a language. According to
established research, there are six stages in learning to read, extending from pre-reading to
expert reading. The crucial break comes at the end of grade 3 when reading develops from a
level that represents the language and knowledge that readers have already acquired through
listening and direct experience (e.g., TV).
Academic success, as defined by high school graduation, can be predicted with reasonable
accuracy by knowing someone’s reading skill at the end of grade 3. A person who is not at least a
modestly skilled reader by the end of third grade is quite unlikely to graduate from high school.102

As of grade 4, the reading material extends beyond what is already known:
Thus, grade 4 reading level can be seen as the beginning of a long progression in the reading of
texts that are ever more complicated, literary, abstract, and technical; and that require more world
knowledge and ever more sophisticated language and cognitive abilities to engage in the
interpretations and critical reactions expected for such materials.103

In the schools in which CLIP is fully in place, children reach this critical stage (grade 4) without
any solid basis in reading in any language.104 Instruction in English or French is minimal and this
lack is not, for most students, compensated by reading activities at home. As a general rule,
their literacy skills in Cree are quite low. Furthermore, because of the totally different language
system that is used in English and French, the Cree language system does not provide a viable
basis for language development in English and French.a
As discussed in other sections of this report,b there are serious shortcomings in almost every
aspect of service delivery of instruction in Cree, beginning with the level of understanding of:
bilingual models of education, language development and acquisition in general, effective
literacy approaches, and curriculum development that would allow the Board to develop
programs and books that could be used effectively within the school board.
From the material which we were given to examine, CLIP does not even appear to constitute a
real program. We have not seen any documentation that reflects a clearly defined set of
competencies progressing from one grade to another, let alone content and methodologies that
teachers can use.
As already alluded to previously, many teachers lack the qualifications to deliver effective
instruction. They were not given sufficient preparation in their teacher training program, nor do
they receive adequate support or professional development. They are essentially left on their
a

b

This does not mean that a child cannot apply learning in one language to learning another language. Such a
possibility is the basis of language transfer. However, this kind of transfer occurs when the phonological skills
developed in one language can be used to learn the other language.
See sections 4.1 on teaching (p. 67), 4.2 on instructional resources (p. 75) and 10.2 on Educational Services
(Part 4, p 217).
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own to do the best they can. Unfortunately, their best is often not good enough and no one is
holding them accountable for these results.
When students arrive in grade 4 (or whatever grade they switch to English or French), the least
one would expect is a program to provide a transition to enable them to succeed in their new
language of instruction. Not only is no such transition provided, it does not appear that the need
it was ever on anyone’s radar. It seems as if this is another example of wishful thinking.
Given the attachment that many people have to CLIP, we asked ourselves: Is there a way to
transform it into a viable language of instruction program enabling students to acquire the basis
for learning language, math and other subjects? After much reflection we did not find a positive
answer to this question. On a purely pragmatic basis, if after more than fifteen years no viable
program has been developed, it seems unlikely that a dramatic change can be effected any time
soon. Furthermore, given the general lack of reading activity for young children at home, the
role of the school is even more critical. If the school does not teach children to read, no one
else will. If they do not learn to read, they will not succeed in school.
An entire generation of children has now passed through the CSB system with CLIP as its basis
for literacy and numeracy. As we know from the student results presented previously, students
do not possess basic skills in reading, language and math; they cannot cope with demands of
the courses of study provided for in the QEP; fewer than 10% of students graduate from
secondary school and the vast majority of these students do not have the knowledge and skills
required to successfully undertake collegial level studies.
The Board should not give up on these students and needs to find ways to support them
through intensive remediation for those still in elementary
or secondary school, tutoring for those enrolled in postThe results for a
secondary studies or through continuing education for
generation of students
those who have left school.

who began school with

If the Board seriously thinks it can make CLIP a viable
CLIP are well known.
basis for the literacy and numeracy of its students, then it
should undertake a long range development program to
The next generation
do so. Any revised program that comes from this process
deserves better.
should only be implemented when there is sufficient
evidence to demonstrate that it will provide students with
the education they deserve. In the meantime, the next generation deserves better than that
which is being offered at present. It not, then another generation will lose the opportunities that
education is meant to provide.
These findings should not be interpreted as diminishing the importance of preserving and
promoting the Cree language. This was the message of the Cree Language and Culture
Conference held in Ouje-Bougoumou in 1997:
Let us never forget the relationship among our culture and language and the land. If we
lose any one of these we lose much of what we are as a people.105

Although we have no current data on the relative state of the Cree language, we are acutely
aware that many people are concerned about losing their language.a No member of the
evaluation team questions the goal of preserving and promoting the Cree language. What we do
question is the means to achieve this goal. Recalling our earlier discussion of ‘means’ and
‘ends,’ the question for us is not if but how.
a

See the main recommendations arising from the Cree Language and Culture Conference, held in November,
1997, in Ouje-Bougoumou, included in Appendix D.
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4.3.4 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
curriculum meets the stated standard:
¾ The curriculum being taught fulfills the requirements mandated for each level of
instruction and is appropriate for students at that level.
This is obviously a key issue in seeking ways of promoting student success. We began our
inquiry by looking at the provincial framework for instruction (the Ministry regime) and curriculum
(the QEP). We then asked: What curriculum was offered to students in the CSB? We found that
the answer to this seemingly simple question was revealed in layers.
First layer: there was one regime applied at the kindergarten and early elementary level, where
Cree is the language of instruction - CLIP. Second layer: from the point at which CLIP leaves
off, the regime is the same as followed in any school in the province, with the exception of the
provision for Cree language and culture and a modified History of Québec and Canada course
in secondary IV. Third layer: the application of CLIP varies from school to school and so, by
consequence, the grade level at which the provincial regime is applied. Fourth layer: although
English or French is the language of instruction after CLIP, expectations for language
proficiency are, at best, at a second-language level. Fifth layer: what is actually taught in
classrooms often bears little resemblance to the provincial curriculum because the students do
not have the competencies to handle the subject matter.
Language of instruction is at the centre of the debate over curriculum. For many stakeholders, it
is the only issue that matters. They believe that if this issue were resolved, then students will
succeed. As much as we agree that this is a crucial issue, we do not agree with this view.
Student success depends on many other factors, not just language of instruction. If they are not
properly addressed, then students will not succeed, no matter how the language of instruction
issue is resolved.
In considering this issue, we were very much aware of two other related matters. First, that this
was a highly charged issue, with very strong feelings held by stakeholders on both sides of a
polarized divide: for and against CLIP. Second, the supporters of CLIP appear to have been
successful at associating CLIP with the preservation of Cree language and culture. In other
words, if you are against one you are against the other. We regard this as a very unfortunate
state of affairs and look to the leadership of the CSB to convince everyone to take a step back
from this stance, which is not only inaccurate, it is harmful to finding the road ahead. CLIP is
one means to preserve Cree language and culture and, by our analysis, it is not the best way.
The purpose of CLIP was to offer a program, not just to teach Cree as a language, but to
provide a language of instruction for curricular learning. We have concluded that it does not
merit being called a program, has done a poor job in teaching Cree as a language, and has
completely failed to provide a language of instruction for curricular learning. An entire generation
of students has passed through the current regime and they are failing in record numbers.
Among the many reasons for this terrible state of affairs, and we would argue the main reason,
is that the schools have failed to teach them to read. Something drastic needs to be done; the
present curricular model is not working and no amount of tinkering is going to make it work.
The Board does not have, nor will it be able to develop in the short term, the capacity to provide
a complete curriculum in Cree. The sequential curricular model generally used in CSB schools instruction in Cree from kindergarten to grade 2/3, followed by instruction in English or French,
as presently structured and resourced, does not serve either aspect of the Board’s dual mission:
(1) promoting Cree language and culture, or (2) preparing students for further education,
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employment and life-long learning. As we have said before, both these goals should be
pursued, but a new means is required to do so.
Our analysis of the data lead us to conclude that both aspects of this mission would be better
served by a single curricular model from kindergarten through secondary school. Although, we
cannot provide the detailed specifications of such a model, we can provide some guiding
principles, which are stated in the recommendations that follow.
R25 THAT the Board adopt the guiding principles outlined in recommendations 26 to 32
for the purpose of consulting stakeholders on the adoption of new curricular model
for elementary and secondary education to be applied in all schools of the CSB.
R26 THAT, following consultation (recommendation 25), the Board draft a framework for
the design and implementation of this new curricular model, including a realistic
timeline and predetermined indicators of success, and communicate it to
stakeholders, including the Ministry.
R27 THAT, in keeping with recommendation 11, the new curricular model provide for the
teaching of Cree from kindergarten to secondary V, including the development of a
comprehensive curriculum that provides for progressive learning outcomes at each
grade, the summation of which meet the expectations of stakeholders for the
mastery of speaking, reading and writing Cree.
R28 THAT, in keeping with recommendation 11 and taking into account extra-curricular
means to promote Cree culture, the new curricular model provide for the teaching
of Cree culture from kindergarten to secondary V, by an appropriate combination of
specific courses and cross-curricular learning embedded in other course subjects.
R29 THAT, in keeping with recommendation 12, the new curricular model provide for the
teaching of all compulsory and elective subjects at the elementary and secondary
levels based on the Basic School Regulation, the QEP and the certification
requirements of the Ministry.
R30 THAT, where appropriate, the curricular offerings envisaged by recommendation 29
include local programs of study, provided they meet ministry standards.
R31 THAT the new curricular model provide for diversified paths to learning at the
secondary level, including vocational education, to be developed with the
collaboration of the youth and adult education sectors of the Board.
R32 THAT, except for the teaching of Cree and Cree culture as a separate subject, the
new curricular model provide for English or French as the language of instruction at
a given level of instruction, in accordance with the wishes of each community as
expressed by a resolution of the general assembly of parents, it being understood
that a school may only offer instruction in both languages if numbers so warrant.
R33 THAT the new curricular model provide for progressive implementation beginning at
kindergarten and moving forward one year at a time and a transitional regime for
students currently enrolled in schools of the Board.
R34 THAT the means required to effect recommendations 25 to 33, including enhanced
performance and capacity of schools and the Board offices, be developed in
accordance with other recommendations of this report.
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5.0

COMPLEMENTARY SERVICES

In this report, we use the term ‘complementary services’ to refer to the range of services
provided to students, other than classroom instruction by a teacher.a In this performance theme,
we posed the following question about these other services:
•

How successful is the school in providing quality complementary services to its
students?

This theme comprises two evaluative objects:
•
•

complementary services for all students; and
complementary services for students with special needs.

The standards used to evaluate each object are provided in each of the sub-sections that follow;
the recommendations regarding all complementary services are provided in section 5.3.

5.1

Services for All Students

As alluded to above, complementary services are intended to supplement the instructional
services provided by teachers.
Performance Standards


Complementary services help to provide students with conditions that support their learning and
personal development.



Counselling services help students with their academic and career choices, and with any difficulties
relating to schooling that they encounter.



Extra-curricular activities that foster student engagement in learning and school life are provided on
a regular basis.

a

In the jargon of Québec education, ‘educational services’ comprise instructional services and complementary
services, which had traditionally been called ‘student services’ in English schools. We decided to use the
expression ‘complementary services’ to refer to this broad range of services because of the use in the CSB of
the expression ‘student services’ to refer to particular types of activities organized by the Educational Services
Department.
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In Québec public schools, they are framed in terms of four ‘programs’ each with its own purpose
formulated in relation to student needs:
•

support services - to provide
students with conditions that are
conducive to learning;

•

student life services - to foster
students’ autonomy and sense of
responsibility, their moral and
spiritual
dimensions,
their
interpersonal and community
relationships, as well as their
feeling of belonging to the
school;

•

counselling services - to help
students
throughout
their
studies, with their academic and
career choices, and with any difficulties they encounter; and

•

promotion and prevention services - to provide students with an environment
conducive to the development of a healthy lifestyle and of skills that are beneficial to
their health and well-being.a

Although student services are not a new idea, they have been given much greater prominence
in the context of the Québec reform of education referred to previously.b Rather than being
viewed as a separate set of services that might be useful to some students, they are now seen
as an integral part of a range of integrated services:
Integrated services are services that are part of a coherent, coordinated, harmonious system with
shared objectives that everyone works collaboratively to attain. Such services should be
comprehensive, flexible and adaptable. They should be planned in collaboration with the students
and their parents from the outset, by teachers and other education personnel.106

Whether this vision has been adopted in practice in Québec schools is a matter for debate.
However, the approach suggested by the ministry policy is forward-looking, reflecting what we
have learned from research on school improvement, namely a holistic approach to achieving
success by means of an integrated approach to planning and service delivery.
In the CSB, last year’s annual report makes this statement about complementary services now
available in schools:
Every school now has a trained Crisis Intervention Team which consists of administrators,
teachers, Student Affairs Technicians, Counsellors, parents and support personnel. Their training
will allow them to assist and work with the student clientele in trauma-related incidents that may
affect the students in the school. I wish to thank all those who accepted to be part of this team as
it is a much needed program in our all schools. An assessment of the program will take place in
the coming school year to ensure that the teams are active within their respective schools.107
a

b

These services are provided for in the Basic School Regulation, which does not apply to the CSB. According to
this Regulation, the four programs must include the following: services to promote participation in school life;
services to educate students about their rights and responsibilities; sports, cultural and social activities; support
services for the use of the school library; academic and career counselling and information; psychological
services; psycho-educational services; special education services; remedial education services; speech therapy
services; health and social services; and services in spiritual care and guidance and community involvement..
See discussion on curriculum in section 4.1 (p. 67).
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No one in any school made any reference to such a crisis intervention team and we have no
evidence of any assessment having been carried out. When stakeholders were asked about
complementary services offered in schools, the only one that they talked about was guidance.
Tutoring was mentioned but only to note the lack of this service. Several students in focus
groups did mention, when asked about getting extra help, that they just asked their teacher.
Some mentioned peer-tutoring but it was unclear whether this was helpful to them. Students
also talked about extra-curricular activities, where they existed.
Other complementary services are provided under the auspices of the Student Services unit of
the Educational Services Department, including the boarding home program mentioned above
and the Adolescent Sexuality Prevention Program. We will return to these programs in section
10.2.3 (Part 4), when reviewing service delivery by Educational Services. The following provides
a summary of what we learned about guidance services and extra-curricular activities.

Guidance Services
In the CSB, guidance services are provided in part by professional guidance counsellors,
though not every school has one in place. Schools do
not have job descriptions for their duties, either produced
We really need job
in-house of by the Board.a Given the severity of student
descriptions for
problems in school and the high level of social problems
counsellors and SATs
in the community, guidance counsellors have an
important role to play in CSB schools.
because I do not know

what their job is
Guidance services are also provided by student affairs
technicians [SATs]; again no job description exists. Their
supposed to be (Viceduties appear to vary widely from school to school, often
principal).
having little to do with guidance. In one school we were
told that their all but exclusive responsibility was to monitor attendance: Basically, they’re there
to call up the parents in the morning when the kids aren’t here. In another school, that the SAT
mostly takes care of boarding homes.
We asked school administrators about guidance services. Unfortunately, in many cases, the
position was vacant or just recently filled. One vice-principal talked about the focus of some
counsellors on secondary IV and V students to the exclusion of all others. As she said:
A secondary V student decides he wants to do something and discovers that not only is
a high school diploma required but a CEGEP diploma as well. Perhaps if he had realized
this in secondary III he would have made more of an effort.
Even if the focus of guidance is on post-secondary opportunities for students, there seems to be
little, if any, contact between school guidance counsellors, SATs and people working in either
continuing education centres, the Continuing Education Department or Post-Secondary
Education offices. This apparent lack of collaboration provides an example of the need for
greater vertical and horizontal integration of services within the CSB.
The scope and focus of guidance services raises another related issue:
•

Who is responsible for determining the nature of their duties and the important points of
emphasis? Who is accountable for these services?

We have been told that SATs used to come under Educational Services, as did guidance
counsellors, but several years ago their positions were decentralized to the schools. It is
a

We asked the Human Resources Department for job descriptions of all categories of employees but they could
not provide any, other than the generic ones that are found in provincial classification plans.
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possible that certain school administrations have never internalized this change, partially,
perhaps, because of the diffusion of responsibility within the school.
For example, the Student Services unit of the Educational Services Department is responsible
for the boarding home program. The SATs are often the point person for making this program
work. They report to the principal and the CEA is responsible for the budget of the program in
his or her community.
From the anecdotal evidence collected, it appears that guidance services are sometimes very
helpful, and less so in other cases, as shown by an exchange with students, then by comments
from teachers, and one vice-principal:
Q: If something’s wrong, if you’re feeling bad about something or something is bothering
you and you need to talk to someone - is there someone you can go and see in the
school?
A: No.
Q: So what do you do when that happens?
A: ....
Q: You don’t talk to anyone in the school?
A: No.
We have a guidance counsellor but our guidance counsellor isn’t a guidance counsellor
really. well, it’s someone from the community who’s done a lot of work around the school
but who is not a qualified guidance counsellor. In fact, our guidance counsellors have
done very little guidance counselling for all the time they’ve been here. They really do a
little pedagogical advising and also work for the community as a whole, organizing the
graduation and student road trips and things like that (teachers).
The guidance counsellor is pretty good. He deals a lot with organizing things. He
organizes, for example, our orientation trips. He does a lot of scheduling, helping us out.
He works a lot with the students. He’ll pull students right out of classrooms. He’s doing a
wonderful job. We don’t have any complaints with him. He’s right on the ball. He finds
things. He’s very good. We enjoy him (vice-principal).

Extra-Curricular Activities
To many adults, extra-curricular activities are just that - something extra that is not all that
important. To students, on the other hand, they may be the primary reason that keeps them in
school, especially if they are experiencing little success in the classroom. As one Canadian
study found:
In every school, students were engaged, not only in formal learning activities primarily designed
by classroom or subject teachers, but also in a wide range of co-curricular and extra-curricular
activities. Students looked forward to participation in sporting activities or in clubs of many kinds
and reported that these were excellent vehicles for making friends and for getting to know
teachers on a more personal basis outside of class. Students spoke of how being involved in
extra-curricular activities helped them to feel as though they belonged to the school and were not
just visiting it. In fact, it was through such activities that many students became aware of the
humanity and dedication of their teachers.108

However, there can be a ‘down-side’ to extra-curricular activities: ”The time demands and
performance pressures associated with some extracurricular activities may leave participants
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too preoccupied or too fatigued to concentrate on their schoolwork.”109 Thus, although extracurricular activities can be a positive force within a school, they need to be managed to
minimize such side-effects. Student leadership activities such as student council can have a
double-benefit in this regard, providing both a positive activity for students and a way of shaping
the general operation of activities within the school.
During our school visits, we asked stakeholders about extra-curricular activities, beginning with
the students. In various focus groups with former students, one participant bemoaned the lack
of school activities; others gave examples of how activities helped enliven the school:
I went to elementary down south and they had shows or plays or whatever once or twice
a month. Here, last year there was a play only once and that was it. Sometimes they’d
tell you in advance and I’d look forward to going to school that day, waiting for that show
or whatever to happen.
This Friday was a day when we had the whole afternoon….we just went to the gym and
played volleyball. The whole high school and we played volleyball with the
teachers…against the teachers and that was fun. The first time I’ve seen that.
There was this one class which I found really interesting - digital photography. They
gave us a digital camera and we took pictures and it was really fun. They had this other
after-school activity - it was drama. It was really fun, but there weren’t that many people
participating in the activity. I don’t know why.
A good deal of the discussion with current students consisted of long questions, with short
answers for example:
Q: Are there any after school activities? How about an after school program? I’m talking
about activities for you guys - things for you to do after school. Are there any clubs?
A: No.
However, some students did identify many types of activities they would enjoy, including:
gymnastics, computers, swimming, math club, digital photography, drama club for girls, floor
hockey, and, for good measure, field trips outside the community. Other students were not able
to identify what they might enjoy because they had no frame of reference with which to answer
the question. In other words, they had so little experience with extra-curricular activities that they
didn‘t know what they might be like.
One of the major issues that came up when talking to various stakeholders was hockey,
especially regional hockey tournaments. Students miss many days of school because of
hockey, which seems to be more important to some parents, than school. So we asked the
obvious question to one principal:
Q: Has anybody ever thought about saying - if you miss class you can’t go to hockey?
A: When I was teaching grade 5 and 6 English I remember meeting with the
recreational department. I said, look why can’t we work together, we make an
incentive for them. If they attend school, do their work, then they get to go on your
tournament, they get to go on your hockey trips. ‘Oh, that’s a good idea.’ They gave
me a sheet, like a calendar, and I had to put a red mark if they attended, did well.
And if they had three green, then they didn’t get to go. That worked for a while. Then,
‘Oh, we really need this one because he’s the only goalie. He’s our best goalie. We
need him.’
Q: How long did it last before that happened?
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A: Maybe two months.
Q: Two months in one year?
A: Yes. And that was it.
This exchange also illustrates another key issue to which we will return in chapter 7, community
linkages. Input from school administrators about after-school activities was often vague. When
we asked about records indicating what activities were taking place and how many students
were involved, we might be told: Maybe the teachers who are doing these after-school activities
would know.
Some administrators suggested that student interest was very low and difficult to sustain. One
gave an example of students who expressed an interest in having a student radio station.
Given the presence of the community radio station, this might have been possible. When it
came to start the activity - right away, not after a long delay - there were three students. By the
next week, none. The only exceptions to this pattern, according to some, are sports.
Some parents expressed the opinion that teachers were unwilling to participate in after-school
activities. One vice-principal expressed the situation this way:
We push teachers to do things but once their day is done, they’re gone and you don’t
see them until the next morning. We try to encourage them to do little things with their
students, you know. It doesn’t matter what it is. We tell them it doesn’t matter, you know,
take them out in the bush for a little walk or something. It doesn’t happen. I don’t know if
there’s a complete lack of interest in the students or it’s just them or what it is.
Another vice-principal suggested teachers count the minutes in their workload and so does the
Board. Some members of the evaluation team have seen what happens in schools when
everyone is counting minutes. And it is not good. It is possible that the lack of student activities
is not only a symptom of low student engagement but low staff engagement as well.
We also discovered that other types of extra-curricular activities were organized under the
auspices of the Student Services unit of the Educational Services Department. Some take place
in schools, others take place outside the community, for example:
•
•
•
•
•
•

Regional Science Fair;
Annie Whiskeychan Day/Cree Day (includes Cree Spelling Bee & Cree Culture Exhibit);
Public Speaking Contest;
Art Fair;
Geordie Productions (play each year);
‘Elephant Thoughts’ (science activities).

Other events that take place are community ones that often happen at the last minute, such as
motivation speakers who are paid for by public health or some other department. They are not
always appropriate for all levels and don’t have a message that is given ahead of time for
schools to see and approve of. Also, there are walks of different types such as for violence or
child’s day that come up. These days or events contribute to the loss of instructional time and
can occur 3-5 times a year, if not more.
We will return to a discussion of these activities in section 10.2.3 (Part 4) in our review of the
Educational Services Department. At this point, we would like to mention that sometimes these
activities are appreciated, other times they are not. The positive feedback relates to the
activities themselves while the negative feedback concerns the fact that they are planned from

Part 2, Youth Education

105

outside the school, with no school involvement. We are told that one day people show up for an
activity that disrupts the school without notice. It is unclear whether anyone in the school was
informed in advance or whether someone was informed who failed to tell the others. In any
event, it is another example of the lack of communication that plagues so much of the CSB
operations.

5.2

Services for Students with Special Needs

Special education - services for students with ‘special needs’ - have changed in the past several
years, as has our understanding of their needs.
Special education has evolved from a time when ‘educable’ students were placed in regular
schools but in special classes; ‘trainable’ students were placed in special schools, while
110
students with more severe disabilities were excluded from the school system altogether.
Gradually, the policy of ‘integration,’ ‘mainstreaming’ or ‘inclusion’ of students with special needs
in regular classrooms became the norm,a in both public school systems and First Nations
111
communities (see text box).
Historically, First Nation children with challenging
needs would not attend school.... Over time we have
moved from that point of view through the
segregated school movement to the present trend of
integration and total mainstreaming. The main
impetus behind this movement has been the parents
of many handicapped students, who feel their
children should be educated with their nonhandicapped peers.112

However, the use of special classes or facilities has
not disappeared, nor has the debate about the best
way to meet the needs of these students, while still
providing appropriate services to other students in
113
regular classes.

“‘Special education’ can provide
hope for all our First Nations
children who have learning
needs which require our utmost
attention.... The future of our
First Nations rests in our
determination to assist those
most in need. This is our way;
this is the traditional First
Nations way.”

We do not wish to engage in this debate. Rather we wish to emphasize that special education
services, however and wherever they are delivered, are meant to equalize educational
opportunities for students with special needs by providing them with appropriate support to
succeed in school.
Generally, special education services begin with identification and assessment. In the case of
severe disabilities, this process may begin early in a child’s life, but it is often initiated by a
parent or a classroom teacher who realizes that the student is experiencing difficulty in learning.
Assessment refers to all types of special information gathering about the student that goes
beyond regular assessment (i.e. the type carried out for all students) for, among other purposes,
the identification of a student in a special needs category (such as those listed in Exhibit 2-27).

a

According to some authors, each of these three terms means something quite different; for our purposes, we use
them interchangeably.
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Performance Standard



Special education services meet the following criteria:
◊

students with special needs are identified and assessed in a timely and appropriate manner;

◊

regular classroom instruction is adapted to meet students’ special needs; and

◊

a range of additional services, in accordance with students’ special needs, are provided.

Over time, students with special needs have been defined and coded in terms of various
categories ranging from mild learning difficulties to severe developmental disorders. A recent
document published by MELS now refers to three major groups: (A) students ‘at-risk;’ (B)
students with ‘social maladjustments or learning difficulties;’ and (C) students with a ‘severe
behavioural disorder or handicap.’114 These categories are listed below, including the ministry
code for each category in parentheses.
EXHIBIT 2-27: CATEGORIES OF STUDENTS WITH SPECIAL NEEDS
A: At-Risk Students
B: Students with Social Maladjustments or Learning Disabilities
C: Students with Severe Behavioural Disorder or Handicaps
•

severe behavioural disorder (14);

•

profound intellectual impairments (23);

•

moderate to severe intellectual impairments (24);

•

mild motor impairments (33);

•

organic impairments (33);

•

language disorders (34);

•

severe motor impairments (36);

•

visual impairments (42);

•

hearing impairments (44);

•

pervasive developmental disorders (50);

•

psychopathological disorders (53);

•

other (99).

The MELS document does not define at-risk students or students with social maladjustments or
learning difficulties. Definitions of these students can be found in provincial teacher
agreements,115 but not in the one applicable to the CSB.a

a

At-risk students are defined as “students who display characteristics likely to affect their learning or behaviour
that will place them in a vulnerable situation, particularly, with respect to academic failure or their socialization,
without immediate intervention”.
A student “is deemed to have behavioural difficulties [social maladjustments] when a psychosocial assessment,
carried out by qualified personnel in conjunction with other concerned individuals relying on observation and
systematic analysis techniques, shows that he or she has a marked inability to adapt manifested by significant
difficulties in interacting with one or more elements that make up his or her social, family or school environment.
A student “is deemed to have learning disabilities [difficulties] when an analysis of his or her situation shows that
the remedial measures, carried out by the teacher or by others involved in intervention efforts over a significant
period of time, have not enabled the student to make sufficient progress in his or her learning to meet the
minimum requirements for successful completion of the cycle with respect to the language of instruction or
mathematics as provided for in the Québec Education Program.”
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We endeavoured to obtain data on the number of students with special needs in CSB schools.
The data shown below in Exhibit 2-28 were provide by the Educational Services Department
(Special Education). No breakdown by level is shown because the Board does not have this
information. We have no information regarding the assessment or identification procedures use
to produce these data, which should only be regarded as an approximation of the number of
students with special needs in the Board.
EXHIBIT 2-28: STUDENTS WITH SPECIAL NEEDS IN THE CSB, 2007-08
Description
At Risk
Speech and Language Disabilities
Learning Disability
Severe Behavioral Problems
Global Developmental Delay
Down Syndrome
Spina Bifida
Paraplegia / quadraplegia
Visually Impaired
Hearing Impaired
Autism
Schizophrenia
Fetal Alcohol Spectrum Disorder
Total
*

Code*
A
B
B
C-14
C-24
C-24
C-36
C-36
C-42
C-44
C-50
C-53
C-99

S01
12
5
7
3

S02
113
16
14
5
15
1

S03
13
2
3
3
2

S04
20
9
9
8
1

1

1

S05
25
6
2
4

S06
126
8
3
19

S07
309

S08
28

5
32
21
2

S09
285
2
87
3

2
1
1

1
29

2
1
1
2
172

2
5

31

1

50

2
1
1

39

1
2
2
158

373

28

378

Total
931
48
36
165
45
3
2
2
3
7
10
1
5
1258

The codes, based on those shown in Exhibit 2-27, were added by the evaluators to enable the reader
to relate the data to ministry categories.

As stated in the ministry policy on special education, the overarching purpose of these services
is to help students with special needs “succeed in terms of knowledge, social development and
qualifications, by accepting that educational success has different meanings depending on the
abilities and needs of different students, and by adopting methods that favour their success and
provide recognition for it.... Success means obtaining observable, measurable, recognized
results concerning the student’s development....”116 The thrust of this statement reflects overall
ministry policy on student success, indicating that this general policy means success for all.a
In Québec, the assessment of a student with special needs should lead to the development of
an individual education plan [IEP] to set forth, for example, the type of program, services or
setting which is most likely to support the child’s optimal development, given his or her strengths
and weaknesses.b
The services that should be provided vary widely, depending on the nature of the student’s
needs, and the resources available. Generally, the range of such services include the
adaptation or augmentation of regular instructional services for students with special needs
provided inside the classroom (e.g. integration aide) or outside the classroom (e.g. resource
room); instruction in a setting that is different from those used by regular students, for all or part
of the instructional timetable, either inside the school (special class) or in an outside setting (e.g.
hospital). Examples of other services include behavioural counselling, speech and language

a

b

It should be noted, however, that this policy statement and others that followed (see endnote 116), are framed by
the provisions of the Public Education Act whose provisions are quite different from those that apply to the CSB;
see discussion of special education policy in section 10.2.3 (Part 4, p. 229).
The development of an IEP for an identified special need student is a legal requirement in pubic schools in
Québec but not in schools of the CSB.
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services, physical or occupational therapy.a In the Québec public school system, specialized
services are also provided through agreements between the ministries of Education, and Health
and Social Services.117
As noted above,b the first issue for students with special needs is access to schooling, as
opposed to institutional or home care. Once inside the school house door, the issue is the level
of services provided. Teachers in one focus group described this transition in the CSB:
When I was first in this community, you never used to see students with special needs in
the schools because people would keep them home. Now, they’re in the schools so the
services have made a major leap forward there. Literally, people used to be hidden away
in basements. Major ….there’s a big step that’s been made but if you look at what the
needs are as opposed to resources that are there, it’s a drop in the bucket. Often,
people don’t even want to recognize that there’s a problem because that’s the other part
of magical thinking, that all the students are brilliant and none of the students have
needs. We took years to get the School Board to accept that they had needs.
In any school board, schools have the primary responsibility for providing ‘front-line’ services to
students with special needs, with varying levels of support provided from the school board. This
is true in the CSB, with the additional support being provided by Special Education Services unit
of the Educational Services Department. We will be looking at the work of this unit in section
10.2 in Part 4. At this stage, the following statement about current services taken from a
document prepared by that unit, provides a helpful starting point for what is happening in
schools:
Over the past number of years, the Cree School Board has employed outside services to the
schools to assess referred students for academic and speech and communication difficulties as
well as social and emotional problems.
This model has been successful to a certain point. Assessments were done for students who
were experiencing difficulties and reports were provided, outlining recommendations and
strategies for teachers to incorporate in their classrooms. Unfortunately, this model is not ...
effective in providing the support that teachers, educators and most importantly, the students,
should receive.
While our outside consultants attempt to meet with the teachers while they are in the community,
it is often a quick visit, due to the number of students referred, and doesn’t often provide enough
time to explore these strategies in more depth.
Many of our classrooms are now inclusive classes, and teachers are struggling to meet all the
needs of their students. As mentioned earlier, there is insufficient support given directly to the
teachers and classroom.118

Many of the services to which this statement refers are provided by the Learning Associates of
Montreal,c and the Montreal Fluency Centre.d Although the statement from Special Education

a

b
c
d

In many cases, indirect services are also required to meet student needs. As the name implies, these services
are not provided to students themselves, but are important because they indirectly benefit students. For
example, they may support the development of various resources and services that are provided to students; see
discussion of special education policy in section 10.2.3 (p. 229).
See text associated with endnote 110.
They provide a variety of consulting and other professional services (http://www.lammtl.org/).
According to its website (http://www.montrealfluency.com/), “the Montreal Fluency Centre (MFC) is a private nonprofit clinic providing service in Speech and Language Pathology to a pediatric population. It is also noted for its
development of novel programs and training workshops in language, motor speech, and phonological
awareness.”
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Services suggests that the current model is not working, this is not a reflection on the actual
services provided, but on the model itself.a
From what we have been told and observed, the
Outside consultants arrive and
consultant arrives facing a long list of referrals,
say: ‘This is what this child
short space of time and often a lack of facilities
b
in which to work. There is such a press to
needs and good luck.’ Again,
assess students that there is little if any time to
that’s where our magical
do follow-up from a previous visit, which may
thinking comes in; the steps
have occurred some months ago. Reports are
sent by fax or email, which then must be
are not there to achieve what
interpreted and acted upon without the benefit of
we need (Vice-principal).
the consultant (except where telephone
consultation is possible). Although our Review
did not enable us to look into specific cases, we doubt whether individual schools have the
capacity to follow through on the consultant’s report.
The Board has made provision for each school to have a special education ‘department head,’ a
term that is a bit of a misnomer, as this person does not lead a department. This position used
to be called a ‘master teacher’ but the term was dropped. The position, as outlined by Special
Education Services, has both teaching and professional duties, which are described below.
Teaching Activities:


co-teaching with classroom teachers to help them meet the needs of students with special needs;



assessing and evaluating students with special needs;



assisting classroom teachers (in the classroom) with differentiated planning and assessment for
students with special needs in the regular classroom;



any other teaching assignment.
Professional Activities:



training the educator care workers to work with the student to whom they have been assigned;



with the principal of the school, ensuring the implementation of the Special Education Policy;



planning IEPs for students with special needs integrated into regular classrooms;



ensuring that all paperwork and forms are completed for visits from Learning Associates or other
specialists;



with the principal of the school, ensuring the smooth operation of the Local Problem Solving
Committee;



coordinating special education activities and teachers in the school;



ensuring a communication link with the Special Education Services at the Cree School Board;



any other teaching related tasks.

However, it appears that the actual duties vary considerably from school to school, depending
on the capacity of the individual. For example, one vice-principal commented that the special
education department head should be helping teachers to set up required programs but did not
have the skills to do this. This position is another example of responsibility without sufficient
a

b

In fact, we had occasion to talk briefly with one of the Learning Associates staff during one of our community
visits. She is a well-known and experienced professional whose assessments have a well-deserved reputation
for being helpful to teachers, when there is sufficient time to discuss them and assist in follow-up.
In Whapmagoostui, we were told that the timing of the visits was problematic: The students that need the
evaluations are always in the bush at that time because our people here, they leave in September and they don’t
come back till December. It seems to us that the real problem here is not the timing of the visit, but student
attendance.
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capacity or direction, resulting in an under-utilized resource: not a commensurate level of ‘valueadded’ for the investment made.
Moreover, even the intention of some of the duties of this position may be misguided. Rather
than assigning the responsibility for developing the IEP to the Department Head, this duty
should be regarded as the responsibility of the classroom teacher. The appropriate role of the
Department Head should be to support the teacher.
The Local Problem Solving Committee mentioned above refers to a committee provided for in
the teachers’ collective agreement:a
When a teacher detects in his or her class a student who, in his or her opinion, demonstrates
particular social maladjustments or learning disabilities or shows signs of a mild motor
impairment, an organic impairment or a language disorder, a moderate to severe intellectual
handicap or severe developmental disorders or a severe physical handicap, he or she shall report
it to the school principal so that the case may be studied by the local committee.
Within 15 workdays of receiving the teacher’s report, the school principal shall set up a local
committee in order to ensure that the case is studied and that the progress of a student with a
handicap, social maladjustment or learning disability is monitored. The committee shall be
composed of a representative of the school administration, the teacher or teachers concerned
and, at the committee’s request, a professional. The committee shall invite parents to take part in
the work of the committee; however, their absence cannot prevent the committee from carrying
out its work.
Once the principal has studied the needs, he or she shall prepare an individualized education
plan defining the nature of the services and the resources necessary to meet the needs of the
student.
Barring uncontrollable circumstances, the individualized education plan drawn up by the school
principal must be implemented no later than 30 days after the teacher prepared his or her report.
If no decision is made concerning the implementation of an individualized education plan or if the
support measures or services necessary to meet the needs of the student have not been
provided, the teacher’s workload shall be reduced.
The school principal shall ensure the implementation and evaluation of the education plan. The
local committee shall ensure the application of the education plan and follow-up of the integration,
if need be.

Although we were not able to collect detailed data on the application of these provisions, we
suspect that they represent theory more than practice. For example, we doubt that principals
have either the time or the capacity to ensure that IEPs are developed. In fact, we do not see
how this level of individualized planning could be taking place at all, other than in the realm of
‘magical thinking.’
This is how teachers in one focus group described the process for identifying student needs
and then meeting them:
The majority of students will only get the service if they’re lucky and get identified. They’ll
get the follow-up for their entire academic time. But, the other poor student next door
whose problems are just slightly smaller, well, since he’s not the top-ranking one in that
class, there’s nothing or very little for him.
When asked to elaborate, teachers provided the following response:
a

These extracts are taken from clauses 8-11.03 and 8-11.04 of section 8-11.00, Provisions Concerning Students
With Handicaps and Students with Social .Maladjustments or Leaning Disabilities.
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Well let me give you a scenario. In school, let’s say you have 50 students whom the
teachers believe need to be assessed because they have problems. They’re put on the
list. The first year, they see the first ten. The next year, you have a new batch, another
10 kids come in. So the next year, they can only assess 5, because they have to do the
follow-up on the first 10. Then the next year, they can only assess 3. So after a while,
they tell you, we’ve got a problem. We can’t assess any new cases so the backlog keeps
building up. The need is there but they don’t have the people.
We
asked
the
S01
S02
S03
S04
S05
S06
S07
S08
S09
All
Human Resources
3.50 11.00
5.00
0.00
2.00 10.00
8.00
0.00
4.00 43.50
Department for data
on the number of different types of personnel assigned to each school but did not receive the
data requested. Schools did include staff numbers on their profile. Some listed department
heads separately. The numbers shown above represent the number of educators reported by
each school. However, these data should only considered as indicative of the staffing levels of
each school.
We do know that in some cases, schools lack adequate office space for additional staff when
they are hired. We inquired about support to teachers inside regular classrooms which appears
to be confined to the presence of educators in some classes. The adaptation of regular
instruction for students with special needs is not on anyone’s radar. As one vice-principal put it,
there is no regular instruction. In other words, all instruction needs to be adapted. We asked
about support from outside agencies but this too seemed to be problematic.
There were some cases where schools received help from Social Services or Youth Protection
but these seem to be exceptions to the rule, not standard practice. We also asked about the
support received from Special Education Services. We will present data on all Educational
Services units in section 10.2 in Part 4 but it should be noted that Special Education is one of
only two units in this Department that schools generally found to be helpful.

5.3

Key Findings, Conclusions & Recommendations

Returning to the performance standards stated at the beginning of this chapter, we must now
ask to what extent the data that we have collected and analyzed permit us to determine whether
complementary services meet the stated standards:
¾ Complementary services help to provide students with conditions that support their
learning and personal development.
¾ Counselling services help students with their academic and career choices, and with any
difficulties relating to schooling that they encounter.
¾ Extra-curricular activities that foster student engagement in learning and school life are
provided on a regular basis.
¾ Special education services meet the following criteria:
♦ students ensure that students with special needs are identified and assessed in a
timely and appropriate manner.
♦ regular classroom instruction is adapted to meet students’ special needs; and
♦ a range of additional services, in accordance with students’ special needs, are
provided.
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Our brief time in schools did not permit a thorough analysis of complementary services or
enable us to provide specific actions that would improve service delivery. It is apparent that in
some cases, helpful guidance services are being provided, in others, services may not be up to
the mark, and in still others, no services at all are offered because of vacant positions. We have
few data about extra-curricular activities and in general they seem to be lacking.
Special education services rely heavily on outside consultants and in-school department heads,
whose capacity to provide needed assistance appears to vary widely. Classroom assistants,
called educators, are used but we do know the extent to which their services are effective.
There is a need for a more in-depth probe of these services, specifically to determine:
•
•
•

the number of students with special needs by category at each grade level;
the full-time equivalent [FTE]a number of staff in each category of personnel assigned to
provide special education services, and the qualifications of these personnel; and
the quality of the services provided.

Accordingly, we were not able to adequately assess service delivery in this area but from the
anecdotal evidence collected, it appears that schools have too few resources and with too
little capacity, struggling as best they can to provide services to too many students with
special needs.
Based on our limited understanding of the situation, we recommend:
R35 THAT the Board, in collaboration with school administrators, teachers and others,
undertake a thorough assessment of the needs of students for complementary
services, determine what must be done beyond the current level of service delivery
to meet these needs and implement an action plan to do so.
R36 THAT the Board, in collaboration with school administrators, teachers and others,
undertake a thorough assessment of the present offering of extra-curricular
offerings in schools with a view to enhancing this important support for student
engagement.
R37 THAT the Board, in collaboration with school administrators, special education staff,
teachers and others, draw up an accurate portrait of students with special needs
enrolled in its schools and any school-age children or youth with special needs in
its communities who are not currently in school.
R38 THAT the Board, in collaboration with school administrators, special education staff,
teachers and others, undertake a thorough assessment of the needs of these
students and other children and youth referred to in recommendation 35, determine
what must be done beyond the current level of service delivery to meet these
needs and implement an action plan to do so.

a

An FTE count means that part-time staff are counted as a decimal portion of a full-time employee; e.g. a half time
employee = 0.5, a quarter time employee = 0.25.
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6.0

SCHOOL SUPPORT FOR LEARNING

School support for learning is an eclectic theme that encompasses everything that the school
has to offer to promote and sustain direct services to students. In addressing this performance
theme, we posed the following question:
•

How successful is the school in providing other means to support learning?

This theme comprises four evaluative objects:
•
•
•
•

school culture & organization;
school leadership & strategic planning;
allocation & management of resources; and
monitoring & evaluation.

The standards used to evaluate each object are provided in each of the sub-sections that follow.

6.1

School Culture & Organization

Several expressions are used in education to capture the intangible but important quality of a
school, most notably, climate, ethos and culture. School ‘climate,’ like the prevailing weather
conditions from which this metaphor is taken, describes the atmosphere of the school, the
feeling you get when you walk through the halls, talk to students and staff. The ‘ethos’ of a
school usually refers to its underlying values and beliefs. School ‘culture’ refers to the collective
norms that govern the behaviour of the members of the school community. It reflects the way
they see the world, the ‘way things are done here.’
These terms are defined very differently by various authors but what matters for purposes of this
report is that the culture of a school - or whatever you wish to call it - is the basis on which it
operates: “Culture describes how things are and acts as a screen or lens through which the
world is viewed. It defines reality for those within a social organization, gives them support and
identity....”119 Culture is also an essential ingredient in determining the extent to which the
school is open to change. “In other words, changes in beliefs and understanding (first principles)
are the foundation of achieving lasting reform.”120
The term ‘school organization’ refers to various policies and practices relating to how teaching
and learning are structured and organized in the school. Examples of school organization
include:
•
•
•
•
•

division of learning into grades and cycles;
semestering of courses;
timetabling of instruction in six-day cycles;
distribution of instructional days in a school calendar;
scheduling time for staff meetings during school hours.
Performance Standards



The school culture is welcoming to all members of the school community and supportive of learning
and school life.



School organization enhances the breadth and depth of opportunities to learn and supports a
collaborative environment for teaching and learning.
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The questionnaire completed by teachers and other school staff each included five items that
rated the culture and organization of the school. In contrast to the responses presented earlier
on student engagement and learning, respondents were asked to express the extent to which
they agreed or disagreed with each statement. The summary of their responses is shown
below.a
EXHIBIT 2-29: TEACHER RATING OF SCHOOL CULTURE & ORGANIZATION
Items

N

1

2

3

4

198

12%

30%

44%

13%

201

13%

30%

43%

13%

201

13%

31%

40%

16%

206

16%

36%

39%

9%

208

24%

38%

26%

13%

50%
40%
30%
20%
10%
0%
1

*

2

3

4

11. Most teachers in this school share a
similar set of values, beliefs and attitudes
in relation to teaching and learning.
12. There is a strong sense of collegiality
among teachers of the school.
13. There is a constructive working
relationship between teachers and the
school administration.
14. This school challenges students to do
their best.
15. School rules for students are fairly and
consistently enforced.

Rating*

Each item was rated on a four-point likert scale, where 1= Strongly Disagree; 2=Disagree; 3=Agree;
4=Strongly Agree; N=number of respondents.

EXHIBIT 2-30: OTHER SCHOOL STAFF RATING OF SCHOOL CULTURE & ORGANIZATION
Items

N

2

3

4

38

3%

29%

58%

11%

39

15%

49%

33%

3%

38

8%

18%

58%

16%

39

10%

28%

51%

10%

38

21%

47%

21%

11%

50%

1.

40%
30%

2.

20%

3.

10%
0%
1

2

3

4

4.
5.

*

Most staff members in this school share a
similar set of values, beliefs and attitudes
in relation to teaching and learning.
There is a strong sense of collegiality
among staff members of the school.
There is a constructive working
relationship between staff members and
the school administration.
This school challenges students to do
their best.
School rules for students are fairly and
consistently enforced.

Rating*
1

Each item was rayed on a four-point likert scale, where 1= Strongly Disagree; 2=Disagree; 3=Agree;
4=Strongly Agree; N=number of respondents.

As shown in the two graphs, the overall ratings by teachers and other school staff are very
similar. When responses expressing agreement (3 & 4) are combined, 51% of teachers and
54% of other staff agree with the statements, the balance expressing disagreement (49 & 46%).
The average rating for all items was 2.49 for teachers and 2.53 for other staff, which may be
considered as a somewhat ambivalent rating of their school in terms of culture and organization.
When individual items are considered, teachers give a very similar ratings to the first three items
and lower ratings to the last two. Other staff gave higher ratings to items 1, 3 and 4, with lower
ratings to items 2 and 5. The biggest difference was on the second item, collegiality, where the
average teacher rating was 2.57, while the average for other staff was 2.23. Their respective

a

For the actual number of responses for each of the four categories and mean response for each item, see
Exhibits C-23 (teachers) and C-24 (Other Staff) in Appendix C.
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responses were closest with respect to the last item, enforcement of school rules. All staff gave
this a low rating of 2.28 (teachers) and 2.21 (other staff), the lowest rating on all items.
Teachers were asked to indicate their language and level of instruction.
•

In relation to language, the average score was highest among Cree teachers (2.78) and
lowest among English (2.41).

•

In relation to level, the average score was highest among teachers who taught at more
than one level of instruction (2.65) and lowest among secondary teachers (2.42).a

EXHIBIT 2-31: COMBINED STAFF RATING OF SCHOOL
We then constructed a combined data
CULTURE & ORGANIZATION
set of responses for teachers and other
staff to enable us to see the difference
across schools. The average rating for
4.00
all items for each school is shown in
3.50
Exhibit 2-31. Eastmain (S04) and
3.00
Mistissini (S07) received the lowest
2.50
ratings (2.17 & 2.25), while Waswanipi
2.00
(S09) and Wemindji (S03) received the
1.50
highest ratings (2.68 & 2.60). However,
1.00
none of these ratings are particularly
S04 S07 S08 S01 S05 S06 S02 S03 S09
high and, given the small number of
respondents, especially in some
schools, the differences across schools cannot be considered statistically significant.b

We spoke to a wide variety of stakeholders about school atmosphere, whether it provided a
warm and welcoming environment. Ideally, one would
hope to find a positive atmosphere from the perspective
Steps should be taken to
of students, staff and parents.
ensure that an enabling

environment is created
for learning to be
effective (Teacher).

Students tend to respond to questions about
atmosphere in relation to their peer group, relations with
teachers and their general level of contentment with
school. They were less expressive when the
atmosphere was fine but opened up more to speak about problems. Negative comments about
their peer group were about bullying, while those about staff reflected negativity in classes,
including being made to feel like a ‘loser’ and sarcastic ‘put-downs.’ However, most students
were not aware of their own behaviour and how it affected the atmosphere in class. Students
craved respect but some did not understand that respect is a two-way interaction: you can’t
expect to get what you don’t give. Positive comments reflected good classroom experiences,
where they liked the teacher and found learning to be fun.

a

b

The average for French teachers and teachers who taught in more than one language of instruction were 2.46
and 2.51 respectively; for kindergarten to grade 3 teachers, 2.52, and elementary teachers (grades 4-6), 2.48.
One would not expect the addition of other staff to change the teacher rating by much, given the relatively large
number of teachers and small number of other staff. However, it should be noted that there was a relatively high
number of other staff responses in Wemindji (10) and Waswanipi (12) which did raise the average in each case.
Although the number of other staff responses in Eastmain was not particularly high (4), their very low rating
lowered the rating for that school.
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Staff attitude is a major factor is determining the climate of the school. Negativity can poison
relations in a school and create a barrier to
One time we had a meeting. We
improvement. We saw further evidence of the
negativity reported by one principal (see text box)
wanted to do something so that
from a small number of teachers on the
students would not have as
questionnaire whose response to the questions:
many detentions. That meeting
What are the major strengths of your school?
responded: None.
was all negative. First I listened
We will look more closely at parental involvement
in chapter 7. At this point, we wish to mention that
in many cases parents do not have a positive
attitude toward the school. As expressed by one
parent:

and then after I said - does
anybody have anything positive
to say. Nobody said anything.
Not a word (Principal).

Q: How good a job do you think the school is doing at trying to provide a climate that’s
supportive to learning, that welcomes people into the school, that makes people feel
that this is a place they want to be in?
A: I’m not happy with it. It’s not warm. It’s not welcoming. It’s messy. I never felt
welcome. Because I’m on the Parents’ Committee, that’s my goal for me, is to get
more parents to come in and make it a happy place and to contribute in making this
place a good place so that’s my goal.
We had other input that suggested that the school culture is welcoming and open. To the same
question, one vice-principal responded:
I think so because I always see people in and out all the time in this school. And I see
people freely coming into the office anytime and just talking with our secretaries about
information they need and I do see some parents walking by to their classrooms. So, I
think it’s good.
We were not able to gather sufficient data on the extent to which school organization contributes
to teaching and learning to provide an equivalent level of analysis of this aspect of the
performance standard stated at the beginning of this section, However, there were some issues
that could be discerned and warrant some comment, namely: the Grouping of Elementary and
Secondary Students in One School Building, the provision of dual track instructional streams
and the grouping of students in multi-level classes, all issues raised in the Mianscum report.a
All three of these modes of school organization relate to the size and isolation of community
schools. Thus, although conventional wisdom would separate elementary and secondary
schools, it is common practice throughout Québec to group elementary and secondary students
in the same building in isolated rural communities with a small student population. However, this
practice is not appropriate in communities with a large student population, such as the James
Bay Eeyou School in Chisasibi. We realize that plans have been proposed to construct a
separate school for the elementary students and the Board does not need to be convinced of
the wisdom of this proposal, merely provided with the means to realize it. We simply wish,
therefore, to state, in the strongest terms possible, that from an educational perspective, the
provision of this separate facility should be considered a top priority in the revitalization of
educational services in this community.
The issue of dual-track schools is far more widespread, one that we raised earlier in the context
of instructional services. We repeat it here to underscore its importance as a key building block
a

See Perceived problems in Cree Schools, contained in Appendix D of this report.
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of school organization. Running a two-track school is not more costly than a one-track school,
provided that the student body is large enough to support it. Otherwise, it becomes quite costly.
In several of the small schools we visited, the provision of two linguistic tracks, from grade 2/3
upward, fragmented an already small number of students, placing a heavy strain on resources.
That is why our recommendation on this issue suggested one-track schools, except where
numbers warrant.a We are conscious of the dilemma this poses to these schools, where one
group of parents insists on instruction in English, the other for instruction in French. However,
continuing present practice where numbers to do warrant two track detracts from the
educational services provided to students in both tracks.
Eliminating a second track in some schools might help to alleviate the other problem raised
above, multi-level classes. With a single track, there is a greater likelihood of being able to form
uni-level classes but multi-level classes will not be eliminated by this change. There is no doubt
that having more than one level of students in a class creates an additional load for the teacher.
Advocates of peer-to-peer support see these classes as a potential advantage for students
helping students. However, the reality of classes in the CSB is the disparity between where
students are at and where they need to be to master the subject at hand. Confronting this reality
requires considerable individualized learning, regardless as to the nominal grade level of the
students in the class. In our view, the approach to school organization must be as open-ended
as possible to permit innovative solutions to support student success. The issue of multi-level
classes should not, therefore, be dealt with in isolation but in context of the search for these
solutions.b
One further organizational issue concerns the number of years provided for students to
complete elementary and secondary school. The current régime for public schools in Québec is
six years for elementary instruction, with the possibility of accelerated promotion for some
students after five years. The possibility of extending elementary school by one year for
students requiring extra time has been severely restricted.c However, this measure may not only
be worthy of more consideration in the CSB but actually merit being considered as the norm,
with exceptional students promoted after six years if they are ready. Similarly, the normal
amount of time provided for secondary schools - five years - should be reconsidered if in fact
the majority of students, at least for the foreseeable future, are not able to graduate within this
time limit.
One vice-principal summed up the issue of school culture when she said: I think that the climate
of the school varies with the relationships between the administration and the staff and between
the staff and the students. Some administrators, such as this one, pay a lot of attention to these
relations; for others it does not seem to be a priority. However, as one principal pointed out, the
problem may not be a lack of interest in relationships, but a lack of time. In some cases, this
was attributed to insufficient administrative staff, in others to excessive paperwork.

a
b

c

See recommendation 32, p. 98.
For example, a focus on reading may require the formation of reading groups of students from different classes,
as is done in the Success for All program. This requires a mode of school organization to accommodate this type
of programming.
The Basic School Regulation (s. 13.1) still allows a student, in exceptional circumstances, to repeat an
elementary grade but this does not change the promotion to secondary after six years. This is tantamount to
saying that if a student repeats one year he or she must skip another. This provision is made “subject to the
power of the principal, at the end of that period, to admit the student to an additional year of elementary school
studies in accordance with the law.” This statement refers to section 96.18 of the Public Education Act:
“Exceptionally, in the interest of a student who has not achieved the objectives or mastered the compulsory
notional contents of elementary school education at the end of the period fixed by the basic school regulation for
mandatory promotion to secondary school and following a request, with reasons, made by the student's parents,
the principal may admit the student, as prescribed by regulation of the Minister, to elementary school education
for an additional school year, if there are reasonable grounds to believe that such a measure is necessary to
foster the student's academic progress.”
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Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
school culture and organization meet the stated standards:
¾ The school culture is welcoming to all members of the school community and supportive
of learning and school life.
¾ School organization enhances the breadth and depth of opportunities to learn and
supports a collaborative environment for teaching and learning.
We did not receive sufficient input on the extent to which school organization contributes to
teaching and learning to provide any analysis of this aspect of this performance standard.
Based on the analysis of the data we did receive, we recommend:
R39 THAT school administrators receive appropriate support to enhance their capacity
to improve the culture of their school and enhance the breadth and depth of
opportunities to learn through innovative models of school organization, within the
framework of school organization approved by the Board in accordance with
recommendation 2.

6.2

School Leadership & Planning

Leadership is widely regarded as a key component of a successful organization. However, not
everyone has the same image of a leader or what
leadership entails. A traditional image of
“Leadership is beyond the
organizational leadership is a hierarchy, with a ‘big
heroic undertakings of one
boss’ at the top, followers at the bottom, with
intermediate bosses in between. However,
individual....” Successful
leadership in a learning organization reflects an
school systems depend on
entirely different image of ‘shared leadership’ (see
121
text box),
a network of leaders with a common
a network of leaders.
commitment to the mission of the organization and
the values of its members.
There is no single leadership mould to cast successful leaders, especially in an environment
where the only constants are diversity and change. What works in one community may not work
in another. What works today may not work tomorrow. Successful leaders are invariably those
who can exercise different roles in different circumstances, who instinctively know what needs
doing and how to get it done. This multiple skill-set recognizes the importance of relationships in
organizations in general and schools in particular. Research on school improvement
demonstrates that real change only occurs through the collaborative actions of all members of
the school community working together toward a common purpose.122 Just as schools should
pay equal attention to the emotional literacy of its students,123 educational leaders need to
demonstrate high levels of emotional intelligence124 in their relations with all members of the
school community - colleagues, students, parents and others.a

a

The authors cited above (endnote 124) define emotional intelligence as: “the ability to perceive and express
emotion, assimilate emotion in thought, understand and reason with emotion, and regulate emotion in the self
and others.”
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Planning is an integral feature of a results-based approach to management in both the private
and public sectors.a A guidebook for head teachers in the U.K. describes school action planning
in terms of three interactive strands: a futures perspective, strategic analysis and operational
target setting.125 While it is important to frame the exercise by looking at the ‘big picture,’ long
term perspectives, especially in turbulent times, cannot be addressed by detailed planning.
Strategic analysis is required to determine when the organization must be content with knowing
where it wants to go, without knowing how to get there.
In the short term, planning becomes more operational and fine-grained, without, however,
becoming mired in detail. The operational dimension of the plan is more concerned with ways
and means to accomplish short term results
The action plan includes responsibilities of staff members for specific activities; timelines or target
dates by which they should be completed; and staff development and resource needs, with
requests for help from people both within and outside the school. The action plan also crucially
includes success criteria, because the question is asked for each priority: ‘how will we know this
has made a difference?’126
Performance Standards


School leadership provides vision and motivation, encourages high expectations for students and
staff through individual and group support.



The school fosters teaching and learning through operational and strategic planning (Local
Education Plan).

School leadership begins - but does not end - with the school administration. Like schools
everywhere, each CSB school has a principal and one or more vice-principals.b All members of
the school community look to the principal to set the tone for the school and, by precept and
example, to help everyone contribute to school success. That leadership begins by being
present and visible in the school. As one parent remarked:
I know some of these things could be changed if the principal would be more out here
and see what actually is going on in her school. I know they have meetings, meetings,
meetings or she’s gone off to other bigger important meetings, you know. It’s school first,
students first - okay, well, the more days pass by and the more I see the reality, I don’t
believe in that phrase ‘students first’ any more.

6.2.1 The Principal & the CEA
Unlike schools in other jurisdictions, each school of the CSB also has a CEA.c The principal is
responsible for the administration, management and evaluation of the educational programs,
activities and resources of the school. The CEA has the equivalent responsibility for the noneducational programs, activities and resources of the school.
Among others, principals have the responsibility for the following:
•

a

b

c

the local preparation, implementation and evaluation of the education plan adopted by
the Council;

In Québec, the framework for public administration is anchored in the notion of strategic planning. Every
government ministry must have a strategic plan that must include, among other elements: strategic directions,
targeted results and performance indicators to measure them. Similar guidelines are provided for school board
strategic plans, while schools must engage in ‘success planning.’
Six schools have one vice-principal (including one whose position is vacant); two schools have two and one
school has three.
See General By-Law, arts. 17.12, 17.13.
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•
•

the delivery of the education programs in the school; and
the preparation of local school calendar, in consultation with School Committee,
submission to the Director of Education and the Supervisor of Schools for submission to
and approval by the Council.

The respective duties of the principal and CEA for the management and allocation of human,
financial and other resources is dealt with in section 6.3.a
The potential problems of this duality are exacerbated by the fact that the principal reports to the
Supervisor of Schools while the CEA reports to the Director General (in the absence of a
Deputy Director General). We will deal with specific concerns over resource management in that
section;b however, the issue of this dual administrative structure is larger and more important
than these specific concerns.
To the outside members of the evaluation team, this arrangement seemed inherently
counterproductive, leading to the obvious question: Why are schools administered in this
fashion and how did it come about? As the inside members knew, at the time the Board was
formed, school principals were all recruited from outside the community. The creation of the
CEA position was meant to counterbalance the authority of this outsider with someone from the
community: a local person who would work with the teachers and the principals to facilitate the
ordering of instructional materials and “act as a local advocate”.127 We will refrain from
commenting on the wisdom of this decision at that time. However, thirty years later, this
rationale no longer applies, begging the question: Does the arrangement help or hinder the
administration of schools in the CSB?
When school stakeholders were asked about this dual structural arrangement, opinions varied,
as did our observations of how this arrangement worked in practice. It would appear that in
some schools, regardless of the wisdom of this arrangement in theory, local administrators
make the best of it and get along reasonably well. In others, it appears to be a major
impediment to the smooth functioning of the school. One teacher described a problem of a
classroom that was too small for the number of students. There was a possible solution but
nothing happened because the principal and the CEA held opposing views. As a result, the CEA
simply blocked the solution that could have been implemented. Another teacher provided
insights into the power game that goes in some schools:
The CEA is one of the reasons why we’ve gone through all these administrators. In our school,
the roles were clearly defined: the CEA is the boss. The Principal is there to keep the teachers in
line and I’ve literally heard that line used. And, if the Principal becomes too popular with the Cree
staff, then that starts having an influence on the power of the CEA. So, at that stage, you tend to
count the days left in the principal’s career. That’s one of the reasons we’ve seen so many of
them. It’s also the reason they hire weak principals. If you have a strong principal, then the CEA’s
power is diminished. In our schools, the CEAs not only control the budget for everything, they
control how we live and where we live.

From what we observed, in some schools, the principal clearly deferred to the CEA who was the
de facto authority of the school. In others, the conflict between the principal and the CEA was
quite evident, even palpable. In one school in particular, when asked for general comments,
school administrators (except the CEA), teachers and parents independently all named the CEA
as the number one problem in the school. Although this might be the most serious case, it
reflects a malaise that is due to the splitting of school authority between the principal and the
CEA. We also saw, as suggested in the reflection of the teacher quoted above, that many CEAs
were preoccupied with their own power within the school.
a

b

In addition, the principal replaces the CEA when he or she is absent from the community or unable to carry out
the duties of the position for more than five (5) working days.
See section 6.3 (p. 127).
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In analyzing this issue we asked ourselves:
•
•

Is this dual administrative arrangement appropriate?
If not, what alternative(s) is(are) preferable and what are the implications for school
administration?

We answered the first question in the negative. Splitting the administrative authority of the
school in this manner undermines the role of the principal as the leader of the school and
detracts from having a single point of accountability for everything that happens in the school.
For this to happen, the Board could modify the responsibilities of the CEA, having him or her
report to the principal, replace the current position by a completely new one or eliminate the
CEA position completely. Some people within the CSB may have the impression that the
position of CEA is cast in stone because of the JBNQA. In our view, this is not the case. The
Agreement allows the Board to hire such a person, it does not require it to do so.a
This does not mean, however, that all duties performed by CEAs should simply be assigned to
the principal. Many principals already feel overwhelmed by their duties. Getting rid of the CEA
and dumping all his or her duties on the principal would do little to improve school
administration; in fact, it would likely cause it to deteriorate even further.
Rather, what is needed is a thorough analysis of the various aspects of school administration
and the crafting of a proposal for restructuring that makes sense in terms of what we know
about school administration and the capacity of principals of the CSB.b As we will discuss later
in this section, the school administration in most of the schools of the CSB lacks the capacity to
manage schools effectively. Any restructuring plan must first address these underlying deficits
or be doomed to failure. In addition, the willingness of the CEA to play a constructive role in this
new structure is an important element in ensuring its success. Some CEAs may be willing to
play a different, even subordinate, role in order to help the school improve. Others may not.
Dealing with such situations will require leadership at the Board level, an issue to which we will
turn in Part 4.

6.2.2 Providing Vision & Leadership
The questionnaire completed by teachers and other school staff asked respondents to state
their level of agreement with the following statement: “The school administration provides vision
and leadership to staff and students.” The following provides their response across all schools.
EXHIBIT 2-32: TEACHER/SCHOOL STAFF INPUT ON SCHOOL LEADERSHIP
Items
Teachers
Other Staff
*

N
200
37

Rating*
1

2

3

4

20%
8%

34%
27%

33%
51%

15%
14%

Each item was rated on a four-point likert scale, where 1= Strongly Disagree;
2=Disagree; 3=Agree; 4=Strongly Agree; N=number of respondents.

As shown here, less than half the teachers agreed with this statement, while almost two-thirds
of other staff agreed. The average response from each group was 2.42 and 2.70 respectively.
Neither group provides a ringing endorsement of school leadership but the teacher rating is
markedly lower.
a

b

Section 16.0.20 of the JBNQA states: “The Cree School Board shall have the right to hire a community education
administrator for a community pursuant to a recommendation from the elementary school or high school
committee in such community.”
We assume that such an analysis will be provided by the Organizational Review.
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These responses provide a crude indicator of school leadership, from a staff perspective.
Anecdotal comments from teachers and other staff reflect the above ratings but often add little
detail. Several cited poor communication between administration and staff; some simply stated
leadership as a major weakness. Some teachers elaborated on this theme:
There is a very poor work ethic shown by administration and many Cree teachers as well
as some non-native teachers. There is very little accountability - this is a HUGE issue.
Both the school administration and the Board administration are disconnected from the
reality of the classroom.
Principal hardly ever comes around.
More direction on rules and consequences.
Administration unable to follow through with the implementation of certain objectives. We
move from one plan to another without really seeing if everyone is on board or if we
have met our goals.
We need to have a common vision. Right now we give lip service to the idea but when
push comes to shove, we are not on the same page at all. Teachers need to be
observed by qualified & helpful administrators who know how to groom the staffs. We
need LEADERSHIP.
The themes running through these and other comments are reflected in the title of this report:
communication, accountability and follow-up, qualities that are problematic throughout the CSB.
As noted by one teacher cited above, in schools, as elsewhere in the Board, administrators are
disconnected from the core enterprise of schools: teaching and learning. As one commissioner
stated:
I feel the principal is doing a lot of paperwork rather than to look at the pedagogical
issues. It’s an issue in all schools.
Many principals would agree with this statement even if they did not feel that they were
disconnected from teaching and learning. It is not uncommon - in any school - for administrators
to feel that they have too little time to devote to pedagogical leadership. This problem has
tended to increase in recent years with the accentuation of school-based management and the
devolution of many responsibilities to schools. It is also worse in schools boards that emphasize
administrative duties. In such boards, principals learn that neglected classroom visits are not
even noticed but neglected paperwork draws the immediate attention of head office. We know
that such experiences would resonate with school administrators in the CSB.
In part, this problem is a question of priorities: deciding what are the most important
responsibilities for principals and vice-principals and putting that emphasis into practice. In part
it is a matter of the coordination of work and assignment of duties.a In other words, assign an
administrative technician the responsibility for various administrative duties, freeing up the
principal to spend time in classrooms; assign a student affairs technician greater responsibility
for various disciplinary duties, freeing up the vice-principal to spend time with cycle teams.
However, it is important to stress that any such arrangements do not relieve the school
administrators from being accountable everything that happens in the school: delegation of
authority does not mean abdication of responsibility.

a

We assume that such an analysis will be provided by the Organizational Review.
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Regardless of the details of how school administrations might be restructured, the root of the
problem lies in the capacity of the individuals to meet
the expectations of their assigned roles. It should also
Administrative
be remembered that principals, vice-principals and
technicians, secretaries,
CEAs are not the only members of the school
office agents and others,
administration. There are administrative technicians,
secretaries, office agents and others whose roles are
are also members of the
essential to the smooth running of the school. They
school administration,
need to know that they are valued members of the
whose contributions are
administrative team and their needs for capacity
development must be accorded all due attention. As
vital to the smooth
stated at the end of section 2.1, any statement of
running of the school.
results without improved capacity and performance
amounts to nothing more than wishful thinking.
We did not have the opportunity to review the formal qualifications of the principals and viceprincipals. However, our visits to each school lead us to speculate that in many cases they fall
below what would normally be expected of a school administrator. This situation will be
discussed in section 10.3.1 (Part 4) on human resources management.

6.2.3 Planning
The second aspect of this performance theme concerns operational and strategic planning at
the school level. The main instrument for such plan is the Local Education Plan [LEP]. It
appears as if the origin of the LEP can be traced to the ‘Cree School Board Reform,’128 which
was intended to initiate a variety of improvements. In theory, the LEP is part of a ‘CSB Planning
Package’ that in turn is part of the Board’s overall planning process. As we will see in section
12.2.2 (Part 4), the board-level part of this planning process does not appear to be operational
but the school-level part is still in force. The original guidelines for schools assigned the
responsibility for the development and approval of the LEP to the School Committee but this
appears to have changed, as the LEP is now the responsibility of the principal.a
The original guidelines stated that the LEP should “identify and describe the pedagogical
priorities for the school, and the rationale for each priority.” It also required the school to rank
each priority in relation to community goals. This is the kind of approach one would expect - a
local plan grounded in local priorities and goals. However, this is not how the LEP is now
structured. It has become a set of ‘plans within a plan.’
According to the instructions governing the current plan, it must contain, among other elements,
three “action plans:” an action plan on a language issue; an action plan on attendance; and an
action plan on an issue chosen by the school (but in line with the four strategies of the Board).b
It thus appears as if local priorities have been co-opted by the Board to reflect its priorities. The
LEP is also supposed to contain two other plans: a plan on the school life in general (projects,
local and regional activities, etc.); and a plan on the use of pedagogical days in relation with the
action plans. Finally, the LEP must contain a breakdown of the money the school receives for
LEP planning and the course offerings for the coming year.c

a

b

c

See memo from Supervisor of Schools to principals and vice-principals, dated January 18, 2007. The General
By-Law of the Board assigns the school committee an advisory role with respect to the LEP (art. 8.21(i)).
These strategies were referred to in section 2.1.2 in Part 1 and are dealt with in section 12.2.2 on the Board’s
Three-Year Plan (p. 279).
The school’s Personnel Plan and Budget are not part of the LEP but they circumscribe the resources which can
be used for the LEP.
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We examined the LEP of every school and sought input from various stakeholders about both
the content of the LEPs and the process used to complete them.
It seems likely that the LEP was originally intended to mimic the ‘success plan’ that other
schools in Québec are required to complete each year. However, success plans are linked to
each school’s ‘educational project’ which sets forth the specific aims and objectives of the
school and the objectives for improving student success.a The success plan of a school consists
of the measures to be taken based on the goals and objectives of the educational project, in
particular, those relating to the supervision of students; and the methods for evaluating the
implementation of the success plan. Together, the project and the plan are thus intended to
provide a framework for the school to set intended results, the means to achieve them and the
means to evaluate success. Although the school planning process fits loosely within the overall
framework for school board and Ministry planning, each school is responsible for its own
planning process.
The LEP is not grounded in any statement of intended results, though the school is expected to
include its mission statement, if it has one, and the Board’s mission (if it can find it). However,
the memo outlining the instructions to follow insist that the action plans must be based on data.
In theory, schools could call on the Educational Services Department or the Office of the
Supervisor of Schools for assistance. In practice, each school did what is could on its own. They
were then required to submit their plan by a specified date, after which the principal and the
CEA are called to a meeting in Montréal or elsewhere to answer questions about the plan, its
personnel plan and budget, posed by a group of Board administrators assembled for this
purpose.
We did not attempt to undertake a comprehensive analysis of each LEP. We found that schools
tried to comply with Board instructions but that, generally, the action plans consisted of loosely
coupled statement of goals and actions, sometimes accompanied by vague statement about the
evaluation of results. Generally, the quality of the LEPs is not very high. In our view this reflects:
•

a local planning framework that is not very helpful;

•

a lack of capacity in schools to engage in results-based planning;

•

a lack of any meaningful support to help them do so; and

•

a feeling in schools that this is more a bureaucratic exercise than one that will help them
achieve any meaningful locally set goals and results. As expressed by stakeholders:

I think the LEPs are seen, and rightfully so, as a document you produce once a year.
You put it there. And then you come back to it the next April meeting (principal).
Our LEP was going to focus on oral language and they asked us to come up with ideas,
activities for the students that the whole school could do, and not one of them have been
done. Not one. Just to think about the number of hours that we sat around talking about
it and coming with these things and then, it’s not done (teacher).
Some principals claimed the LEP was helpful but no one could offer any tangible evidence as to
how the plan was truly implemented, monitored and evaluated. In our view, the original intent of
the LEP has been lost and the means to make it an effective process were never put in place.

a

It may also include actions to promote these aims and objectives and integrate them into the life of the school.
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We have been informed that the LEP is being changed for next year and have seen the new
instructions.a This represents yet another top-down exercise with a more complex expectations
and template, with talk of ‘targets’ and ‘benchmarks.’ There has not been any particular effort to
support schools in adopting this new approach and so there is no reason to suppose that it will
produce better results. We have not seen any of the plans schools were required to produce for
next year.

6.2.4 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
school leadership and planning meet the stated standards:
¾ School leadership provides vision and motivation, encourages high expectations for
students and staff through individual and group support.
¾ The school fosters teaching and learning through operational and strategic planning
(Local Education Plan).
We began our inquiry into school leadership and planning with a longstanding but still
controversial issue - the respective roles of the principal and the CEA. To the outside members
of our tem, the current arrangement whereby the school had two heads made no sense. The
inside members understood the history behind this arrangement and why it had seemed
sensible when it was introduced. We all agreed that this arrangement must now come to an end
and that the principal should be the sole head of the school. However, this change cannot be
made with the stroke of a pen. Details regarding this change also depend on the results of the
analysis provided by the Organizational Review and will require considerable capacity building
to make it work.
We have seen serious deficiencies in the capacity of the administration of most schools to
provide the leadership required to manage them effectively. Likewise, we see the current school
planning process as badly flawed and in need of a major overhaul. The problems observed
reside as much at the board level as they do at the school level. However, the ‘bottom line’ of
our analysis is that the current approach is essentially a paper exercise that is not helpful to
schools.

a

See memo from Supervisor of Schools to principals and vice-principals, dated January 23, 2008.
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Based on the foregoing analysis, we recommend:
R40 THAT the ambiguity regarding the leadership and administration of the school be
resolved by making the principal the single point of accountability for the school, in
accordance with recommendations 41, 42 and 43.
R41 THAT the position of CEA, as presently provided for, be eliminated and a new
position created or these functions redistributed in accordance with
recommendation 42.
R42 THAT, taking into account the analysis provided by the Organizational Review, as
well as recommendation 40 of this report, the Board develop a proposal for
restructuring the administration of schools for implementation for 2009-10.
R43 THAT the implementation of recommendation 42 be subject to the development of
the capacity of principals, vice-principals and other members of the school
administration to assume the roles assigned to them.
R44 THAT the Board halt the LEPs currently being implemented for 2008-09 and
beyond and replaced them with a short-term plan for the school’s involvement in
the implementation of the recommendations of this Review and subsequently by a
new local planning process, to be developed in accordance with recommendation
108 (strategic planning) of this report
R45 THAT the implementation of recommendation 44 be supported by appropriate forms
of capacity development in accordance with other recommendations of this report.

Part 2, Youth Education

6.3

127

Allocation & Management of Resources

Like any organization, before a school can deliver services, it must have appropriate and
sufficient resources at its disposal and the ability to manage these resources effectively and
efficiently. In any school except an independent (private) school, the responsibility is shared with
the school board, its own part being determined by the nature and degree of decentralized
authority exercised by the school.
The most important resource in any school are its people - staff, students and others who
contribute to the furtherance of its mission. Human resource management flows from the school
planning discussed in the previous section which determines - or ought to determine - both the
type and number of various staff required. Human resources are complemented by a range of
material resources, from the buildings and grounds of the school to disposable school supplies.
(In this section we will be dealing with all material resources, other than the instructional
resources dealt with in section 4.2.) All of these resources cost money, which provides the
bedrock resource that allows the school to function.
Performance Standards


The school assigns appropriate human resources for teaching, other educational services,
administrative and support services.



The school meets expected performance standards for the hiring, development, supervision,
retention and evaluation of staff.



The school possesses adequate funds, facilities and other material resources to accomplish its
programmatic responsibilities.



The allocation of funds within the school is timely and efficient.



The school meets expected performance standards for planning, managing and accounting for the
use of financial, material, and other resources.

As indicated in section 6.2.1, the responsibility for the management of human, financial and
other resources is shared by the principal and CEA, whose respective roles are outlined below:
CEA
(Principal Col)*

•

preparation of annual school budget, in consultation with School Committee, for
transmission to Director of Finance for review and submission to the Council;

Principal
(CEA Col)***

•

subject to the budget approved by the Council, approval of the purchase of
pedagogical materials for the school;

CEA

•

subject to the budget approved by the Council, authorization of expenses and
approve contracts related to the Board’s activities in the community up to $25,000;

CEA

•

subject to Board policy, approval of travel expenses, advances and warrants for all
school staff

CEA

•

authorization of all salary modification slips, salary modification forms (MS forms),
absence forms and other administrative documents for all local staff;

CEA

•

the allocation and management of the housing units of the Board available in the
community for school personnel;

CEA

•

subject to the budget approved by the Council, approval of the purchase of
moveable property up to $25,000;

CEA

•

subject to the budget approved by the Council, approval of the rental of required
housing units for up to ten months up to $25,000;

CEA
(Principal Par)**

•

subject to the budget approved by the Council, approval of the acquisition of
supplies for the school (with the approval of the School Principal for pedagogical
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materials) and related matters, and approval of all authorized food transportation
claims, contracts relating thereto and expenses relating to storage and
transportation of personal effects of eligible local personnel;

CEA

•

regulation and supervision of local student transportation;

CEA

•

administration of moveable and immoveable property belonging to the Board in the
community;

CEA

•

approval of regulations respecting health and safety in the schools subject to
policies of local government and the Council;

CEA
(Principal Col)*

•

in consultation with School Committee, preparation of the proposed annual
personnel plan (Principal supervises plan relating to all pedagogical staff ) and
transmission to Director of Personnel for review and submission to Council;

Principal

•

subject to the budget approved by the Council, hiring of short term non contractual
substitute teachers following a system submitted to the consultation of the School
Committee;

Principal

•

supervision and evaluation of the pedagogical staff of the school;

Principal

•

subject to the personnel plan and the budget approved by the Council and in
consultation with the School Committee, approval of the appointment and
engagement of all pedagogical school support staff;

Principal

•

administration of the school the collective agreement for teachers and the nonteaching professionals and pedagogical support staff;

CEA

•

subject to the personnel plan and the budget approved by the Council and in
consultation with the School Committee, approval of the appointment and
engagement of all non- pedagogical school support staff;

CEA

•

administration of the school the collective agreement for non- pedagogical support
staff.

* Responsibility exercised in collaboration with Principal.
** Responsibility exercised with partial role of the principal.
*** Responsibility exercised in collaboration with CEA.

As noted in the discussion in the previous section on this administrative duality, the theory of
splitting administrative authority from pedagogical authority may or may not make sense in
theory, but, in general, it does not work well in practice. In many cases, the CEA wields his or
her budgetary authority as a weapon in a power game where the welfare of the schools, its
teachers and students are often neglected. In fairness, this situation does not prevail in every
school and there are cases where the CEA is seen in a more positive light.
We will deal with general issues regarding and management of resources and their allocation to
schools and centres in chapter 11 (Part 4). Accordingly, our focus here is strictly with the
management and allocation of resources at the school level. It should also be noted that due to
the limited amount of time available for the collection of data in each school, we were not able to
probe resource management issues in any detail.a

6.3.1 Financial Resources
The financial resources at the disposal of the school are contained in the approved budget of
the school. For any school, the two fundamental issues regarding finance are: the level of funds
at its disposal; and the degree of discretion it has in spending those funds.

a

We presume that this topic will be treated by the Organizational Review.
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The level of funding is in turn dependent on the level of funds the Board has at its disposal and
the principles, policies, guidelines, etc., that is uses to allocate these funds to schools. We will
deal with this issue in section 11.2 (Part 4); however, from a school perspective, the key
questions are:
•
•

Does the allocation allow the school to fulfil its educational mandate? and
Given available funds, is the allocation made fairly?

The adequacy of school funding is obviously an elastic concept - what really constitutes enough
funding, not enough, more than enough? The major activity in any school is classroom
instruction and the major cost-driver of that instruction is teacher salaries. The adequacy
question then begins with the determination of the number of teachers required to provide the
instruction. That number is then multiplied by the average cost of a teacher’s salary, benefits
and employer costs to arrive at the amount required. Teacher remuneration is governed by the
collective agreement, as is their workload, a key factor in determining the number of teachers
required. However, the other key factor, class size, is not provided for in the agreement.a
For the school administrator, building the school budget ought to start with the instructional
needs of the school. In simple terms, the principal considers the distribution of students by
grade, program and subject, looks at all relevant factors (e.g. special needs of students), and
creates an instructional timetable for the school based on a grid of X classes, each with Y
students. (Smaller classes mean more classes requiring more resources.) The total number of
classes multiplied by the hours of instruction provided by each divided by the average teacher
workload equal the number of teachers required. As stated above, this number multiplied by the
average cost per teacher equals the resources required.
Any principal we know would like, at this point, to turn to the school board and say: there, that’s
the number we need. In the CSB, as in many other boards, the exercise begins, not with school
needs, but with the number of teachers allocated to the school, based on student enrolment and
whatever other factors the Board takes into account in allocating its resources. The principal
must then see what kind of timetable he or she can construct given this number. We were not
able to collect data on how well this process worked in each school. However, we suspect that
this is an area where capacity development would be helpful.
As will be discussed in section 11.2 (Part 4), the Finance Department was unable or unwilling to
provide us with any information on the allocation of resources to schools. However, we know
from the input of various administrators, that the equity of this allocation is an issue. It appears
that the Board tends to decide on some allocations on a per school basis. Thus, for example, it
might decide that each school should have a certain type of human resource and allocates one
(1.00 FTE) to each school. This obviously benefits small schools and disadvantages large
schools.
Deciding when funds should be based on student enrolment and when a block allocation should
be given to each school is not readily obvious. There are times when either approach makes
sense. In the absence of data on staffing from the Human Resources Department and the data
from the Finance Department on the allocation rules, we could not do any real analysis of this
issue. However, it is one that should be reviewed by the Board as soon as possible
In most schools in Québec (or elsewhere), the remainder of the operational budget is used for
other personnel costs, material and supplies. Other personnel includes educational,
administrative and maintenance staff. Other costs include instructional materials, office supplies,

a

This constitutes a major difference between the agreement that applies in the CSB and those that apply in other
jurisdictions which contain extensive class size provisions.
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maintenance supplies, heating etc. In schools of the CSB, the budget also includes repairs and
minor renovations of Board housing.
Under the current system, the school’s budget and personnel plan are approved in the same
process described earlier for the LEP. The School Committee approves all submissions.
However, its does not appear to have a significant role in this process. In fact, the process is
very much controlled and managed from the top down. Once the budget is approved, the CEA
has control of all spending, even though, in theory, the principal is responsible for all educationrelated expenditures. Actual spending occurs through a variety of procedures managed by the
CEA at the school level and the departments of Finance, Human and Material Resources at the
Board. However, spending on human resources (i.e. beyond paying those already assigned to
the school) is almost non-existent as the number of human resources is fixed by the school’s
personnel plan.
We asked stakeholders, notably administrators, to provide input on both the adequacy of
funding they received and the process by which budgets were allocated and spent. It appears
that some of the rules the schools must follow are quite rigid and interpreted in an inflexible
manner. For example, there many be money in the school budget but if the school wishes to
purchase X and the money is under a the budget code for Y, then the purchase is blocked, until
approval is requested and granted to transfer money from one code to another. We did not have
the opportunity to examine these procedures in detail but it appears that they are quite
bureaucratic. Other issues raised dealt specifically with human and material resources, which
are presented below.

6.3.2 Human Resources
Once a school has a budget for, among others, its human resources, the first issue is the hiring
of any staff not already in place. Again, this process is controlled by the Board but there are
aspects that can be dealt with in this school-level analysis. For a school, the hiring process
begins with applications which it receives from the Human Resources Department. It does not
appear as if the references on these applications are checked by head office nor do they
provide any other assistance to schools.
We are the ones that have to call them, make arrangements and we have to phone the
people up for references and do it over the phone.
Q: Human Resources doesn’t do that for you?
A: All they do is send you the CVs.
Q: That doesn’t sound very helpful?
A: No, it’s not.
Schools are thus left to contact applicants and arrange interviews, which, for administrators (e.g.
vice-principal), teachers and other professionals, involve the principal, the CEA and members of
the School Committee. In order for an offer of engagement to be processed, there must be a
recommendation from the School Committee.
Getting this recommendation is often problematic - not because the Committee does not
approve of the teacher or other person being proposed - but because the Committee cannot
obtain a quorum. Feedback from principals suggests that this is a serious impediment to the
timely hiring of teachers. As one principal expressed it:
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Sometimes you don’t have quorum, meetings are starting an hour late Then they have to
run around the community to get a fourth signature to get the recommendation. You
miss the deadline with the executive because people are late. You’ve missed out on a
good teacher.
In recognition of this problem, the Council of Commissioners has just passed the following
resolution:
THAT in the absence of a quorum or when no official School Committee is expected to be validly
established within a reasonable period, the consultation of the School Committee regarding the
selection of the teachers is deemed to have been conducted upon the recommendation of the
concerned school principal supported by the Chairperson or at least one school committee
member.a

This resolution is only applicable until June 30, 2008 unless extended by another resolution;
however, at least it is a start to finding a solution to this problem.
The role of the School Committee stems from the JBNQA, which stipulates that the Committee
must be consulted on the selection of teachers and principals. The Agreement does not state
that they have a veto over hiring such personnel, but this seems to be how this section of the
Agreement is interpreted.b The delays caused at this level are then compounded by delays at
the Board level (see discussion in section 11.2, Part 4). The net result: You’ve missed out on a
good teacher.
Once people are hired, the focus shifts to personnel management issues. In a school, the most
important of these issues concerns the supervision of teachers. We asked principals and viceprincipals about the amount of time that they devoted to this task. The overwhelming response
was: not very much. The most common reason given is lack of time, which means that teacher
supervision is not really considered as a priority. One principal put it this way:
Q: How much time do you spend in terms of supervising teachers, observing teachers in
the classrooms, things of that nature?
A: Principals have a very heavy workload of tasks. But the percentage I would say is
very low.... I would like to spend more time doing supervision but I just don’t have the
time. Because there are so many things you’re expected to do as a principal....
Supervising, instruction, class visitation and so forth - these are things I cannot do
because of my heavy workload. It’s not just me, it’s the same for other principals.
There are so many ... administrative tasks that take us away from the most important
parts of our role as pedagogical leaders.
The principal went to explain that what little supervision was done was directed at teachers on
probation:
And now we have the mentoring program that the new teachers go into. So we have to
supervise their time in the classroom as first-year teachers. So that happens - a firstyear teacher goes into a two-year program, so the first year you supervise them, you
observe, and even the second year we have to do supervision.
Some administrators expressed the view that there was not much they could do about poor
teachers because of the collective agreement:

a
b

Resolution CC 2008-029, adopted April 8, 2008.
See discussion of the school committee in section 7.1.2 (p. 142).
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Well, you talk to them but that’s about all you can do. I did write one letter. it wasn’t really
a letter of reprimand. I wrote a letter and I told the teacher what I had observed and what
I expected from the teacher. I don’t know if it’s going to give any results because, you
know, we have a very strong Union. So, that’s about all we can do but if it were within
my power, I would certainly let some teachers go.
From the time we were able to spend in schools we conclude that little time is devoted to
teacher supervision. Most, if not all, administrators realize that this is not as it should be but this
task has never achieved priority status. We attribute this to the expectations of administrators as
communicated to them by the Board, albeit by inference. In other words, they know what people
at the Board view as important - meeting deadlines for the submission of forms - and what is not
important - classroom supervision.
Until this priority changes, little improvement in classroom practice is likely to occur. Insofar as
the collective agreement is concerned, there is no doubt that instituting disciplinary procedures,
especially dismissal, is far more difficult with unionized employees. However, that does not
mean it cannot be done. From our conversations with principals, vice-principals and CEAs, we
got the impression that very few of them, if any, were familiar with the provisions of the
collective agreements, whether we are talking about discipline, vacation time or some other
subject. Once again, school administrators have little capacity in a key area of responsibility and
little or no support from the Department of Human Resources.a
The questionnaire completed by teachers and other school staff asked respondents to state
their level of agreement with one key aspect of human resource management: professional
development. The following provides their response across all schools.b
EXHIBIT 2-33: TEACHER/SCHOOL STAFF INPUT ON PROFESSIONAL DEVELOPMENT
Items
Professional development offered by the school or the
school board meets my needs.
*

N
Teachers
Other Staff

190
37

Rating*
1

2

3

4

18%
16%

37%
35%

34%
49%

10%
0%

Each item was rated on a four-point likert scale, where 1= Strongly Disagree; 2=Disagree; 3=Agree;
4=Strongly Agree; N=number of respondents.

Other school staff have a low opinion about professional development. Not one member of other
staff who responded to the questionnaire strongly agreed with this statement and only 49%
agreed. The average rating of other school staff was 2.32. Some staff members provided
additional comments on this topic:
It would be great for the whole school to have training on team work and respect, as well
as upgrading courses.
I suggest that Professional Development find ways to educate teachers / staff about
parental involvement.
To encourage local staff to upgrade their skills in order to qualify for the upper positions.
Perhaps, negotiate with McGill to offer a Education Counselling Program to fill guidance
counsellor positions.
a

b

Many stakeholders view the collective agreements as a major impediment to school success, a theme we will
take up in section 11.1 (Part 4).
The question posed to teachers focused solely on instructional resources and was therefore dealt with in section
4.2. For the actual number of responses for each of the four categories and mean response for each item, see
Exhibits C-23 (teachers) and C-24 (Other Staff) in Appendix C.
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Teacher ratings were similar (average = 2.36), with a lower percentage of positive responses
(44%) but which included 10% who strongly agreed with the statement made about meeting
their professional development needs.
Although these ratings are not high we would not have been surprised if they been even lower.
As we will see later in this report, professional development does not seem to be taken too
seriously in the CSB.

6.3.3 Material Resources
The questionnaire completed by other school staff asked respondents
1
2
3
4
to state their level of agreement with the following statement: I have 16% 24% 53% 8%
access to adequate resources for my job in the school.a As shown in
the text box, a total of 61% of other school staff either agree or strongly agree with this
statement, the average response being 2.53.
Both teachers and other school staff offered various comments on school facilities and
resources in general. The comments quoted in the two text
boxes reflect the range of input we received, as well as the
A very nice school.
state of school facilities and other resources.

We have all the
equipment we need
to work (School staff
member).

Some comments were very specific, for example: the lack of a
playground, a cafeteria or a fence around the school grounds.
Others were more general, for example, overall cleanliness of
the school, unhygienic
The building is in a mess
washrooms, poor maintenance or “rundown facilities.”
From our own observations, some schools are clean and
(dirty, vandalism, broken
well maintained, offering a pleasant environment. There
windows) which is
are colourful and attractive displays in the hallways
depressing for staff and
which reflect pride in the culture and traditions the school
students (Teacher).
is trying to foster. In others, the impression on visitors and we must assume on members of the school
community - is drab and uninviting, not a place where one would want to be, five days of the
week, for forty weeks in the year.
We also spoke to administrators, parents and others about material resources. Three issues
were raised by many stakeholders: purchasing, school facilities and equipment and residences.
Problems regarding purchasing relate to the discussion about financial procedures discussed in
section 6.3.1. Many complaints were heard from teachers about textbooks and other supplies
not being available at the start of the school year. Administrators complained about the
bureaucratic purchasing process, orders not being filled, forms sitting on people’s desks at head
office, etc. Not surprisingly, people at head office had a different view: We must have controls in
place to ensure that monies are spent properly. School administrators do not follow procedures.
(It was also obvious that this issue was due in part to the conflict between principals and CEAs.)
We will return to purchasing procedures in section 11.3 (Part 4). Suffice it to say at this point
that this issue needs to be resolved. As teachers have noted:
I couldn’t find a curriculum guide. I didn’t know what I was supposed to teach but I had
the previous teacher’s year plans, thank goodness. I have a really old geography book, I
was told to photocopy extra copies so every now and then I’ve got to photocopy 10 or 12
a

The question posed to teachers focused solely on instructional resources and was therefore dealt with in section
4.2.2. For the actual number of responses for each of the four categories and mean response for each item, see
Exhibits C-23 (teachers) and C-24 (Other Staff) in Appendix C.
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copies to make enough and that’s not in colour which you need when you’re doing
Geography with maps and stuff like that.
I have nothing for the computer. I’m scrounging. I’m surfing the net. I’m spending my
own money because to order through the CEA just doesn’t work. I would like to have
curriculum guides and I would like to have, with keyboarding courses like Excel 2003,
there’s got to be some really good material but there’s not a book in the room and if you
put a program on the computer, it disappears.
Purchasing procedures also need to address the issue raised earlier with respect to instructional
materials, namely the respective responsibilities of teachers and school administration.
In terms of school facilities and equipment, the first concern was with building maintenance and
cleanliness. This appears to be largely a staff supervision issue and belongs, therefore under
human resources. Accordingly to input received: maintenance workers don’t do their job. The
maintenance foreman does nothing about them. The CEA does nothing about any of it. In
addition to the same problem of managing the collective agreements raised above, there may
be another underlying issue here: the employment of community members who view their salary
as a benefit payment rather than an employment wage. The second concern was over the
facilities and equipment of the school themselves. Many examples relate to problems of
vandalism, notably broken windows and playground equipment. Just repairing broken windows
can consume the entire repair budget for the year. Other problems relate to the age of the
physical plant of some schools. One CEA made this comment:`
Buildings get older and older so it costs more and more to maintain them and we don’t
increase much in the budget as far as maintenance is concerned or human resources is
concerned in that department.
Residences, like schools, are aging and need more and more maintenance. They do suffer from
vandalism. In many cases, the police appear reluctant to pursue the suspects, especially if they
are well connected in the community. As one teacher expressed it:
Teachers get their houses broken into and stuff smashed and thrown around and the
school says it’s not their responsibility because it’s outside of the school, even though
the teacher works for the school. Then the police don’t follow-up because they say it’s
the school’s problem. The police drive around but they don’t see anything. They know all
the kids; they’ve done it before and will do it again because they’re somebody’s
relatives.
Q: Are there no consequences?
A: It just depends on their last name.
It also appears that in some cases repairs are not done in a timely fashion. Moreover, little
seems to be accomplished during the summer, when teachers are absent and houses are
empty. This results in schools being closed in the fall for problems that should have been
rectified in the summer. In our interviews at head office we asked why this was happening.
They have to do their jobs and they don’t do it, including the maintenance. The CEA is
really not functioning appropriately, the maintenance people aren’t functioning
appropriately.
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6.3.4 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether the
schools’ management of resources meets the stated standards:
¾ The school assigns appropriate human resources for teaching, other educational
services, administrative and support services.
¾ The school meets expected performance standards for the hiring, development,
supervision, retention and evaluation of staff.
¾ The school possesses adequate funds, facilities and other material resources to
accomplish its programmatic responsibilities.
¾ The allocation of funds within the school is timely and efficient.
¾ The school meets expected performance standards for planning, managing and
accounting for the use of financial, material, and other resources.
At present, the management of resources is a shared responsibility of the principal and the
CEA. Therefore, the treatment of resource management issues is partially dependent on how
problems arising from this relationship are resolved. In any event, school administrators need
serious capacity development to be able to manage their budgets effectively and efficiently.
A high level of problems with human resources have been noted, beginning with the hiring
process. Little time is devoted to teacher supervision, which ought to be among the top priorities
of the school administration. Professional development is weak or non-existent in most schools.
Naturally, schools look to the Human Resources Department for help. Unfortunately, when they
call, no one is home; in fact, it must seem at times that no one is ever home. You do not need
an advanced degree in school administration to realize that human resources are the life blood
of a school. In a previous section we described serious problems in some classrooms, problems
that may be cause by inappropriate hiring, supervision, professional development or a
combination thereof. Teaching and learning will not improve in CSB schools until these issues
have been properly addressed.
The final issue we examined in this section was material resources, other than instructional
materials (dealt with earlier). These resources include school and residential facilities. In
addition to the problems associated with purchasing which we discussed in relation to
instructional materials, the main concerns seem to be building maintenance and cleanliness and
the upkeep of school and residential facilities. These are all responsibilities of the CEA. In many
cases, it appears as if work is not done or done in a slipshod manner, and no one is being held
accountable for these poor results.
Based on our analysis of these issues, we recommend:
R46 THAT, subject to available resources, the school budget be based on the
organization of instruction in the school and the school’s operational and strategic
plan.
R47 THAT, subject to recommendations 40-42 (restructuring of school administration)
and Board guidelines on financial management, appropriate roles be assigned to
various members of the school administration for the effective and efficient
management of the school’s financial resources.
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R48 THAT, subject to recommendation 100 (Board guidelines re hiring) and following
consultation of parents, streamlined procedures for the hiring of teachers and other
school staff be developed and implemented.
R49 THAT the supervision of teaching be treated as a priority responsibility of school
administrators, to be exercised in accordance with Board guidelines on teacher
supervision.
R50 THAT, in accordance with Board guidelines on personnel management, school
administrators be provided with appropriate direction and support to lead and
manage all school staff in accordance with applicable collective agreements and
regulations.
R51 THAT, in accordance with Board guidelines on professional improvement, the
school administration, in collaboration with school staff, develop and implement a
comprehensive professional improvement plan for all school staff in accordance
with applicable collective agreements and regulations.
R52 THAT, in accordance with recommendation 104 (Board guidelines on purchasing),
streamlined procedures for the purchasing of materials and equipment, that
recognize the appropriate roles for teachers and the school administration in this
regard, be developed and implemented.
R53 THAT, subject to available resources and Board guidelines on maintenance and
material resources, the necessary steps be taken to maintain, repair, renovate and
improve school facilities and equipment, as well as the residences of school staff.

6.4

Monitoring & Evaluation

Monitoring and evaluation comprise the other crucial component of a results-based approach to
management. Whereas planning, looks ahead to see what results the organization is trying to
realize and how to achieve them, evaluation looks back to see if they were achieved, and why.
In between, monitoring keeps track of progress, allowing the organization to make adjustments
to its operations or, if necessary, its anticipated results.
Traditionally the evaluation of schools has been the prerogative of the Minister of Education and
local education authorities such as school boards. The focus of such evaluation has tended to
be one of accountability – where a school is expected to ‘give an account’ to its school board
which must likewise give an account for all its schools to the Minister. The ‘school inspector’
exemplifies this image, the external auditor making judgments about what is good and bad
about a school.
One alternative approach that has been increasingly used in recent years is school selfevaluation, where the school is the primary agent for evaluating its own performance.
MacBeath, a recognized world leader in this movement, summarizes the importance of selfevaluation to school improvement as follows:
It is an index of a nation’s educational health when its school communities have a high level of
intelligence and know how to use the tools of school self-evaluation and self-improvement. In
healthy systems there is a sharing and networking of good practice within and among schools on
a collegial basis. It is an unhealthy system which relies on the constant routine attentions of an
external body to police its schools.129
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Performance Standards

•

The school meets expected performance standards for monitoring its resources, activities and
progress toward results.



The school meets expected performance standards for self-evaluation of its performance.

The recent education reform in Québec has focused on a shift of authority from the school
board to the school, including the creation of the school governing board. Among other duties,
the governing board must now:
•
•
•

oversee the evaluation of the school’s ‘educational project’ (its specific aims and
objectives) and its ‘success plan’ (to implement the educational project);
prepare an annual activity report and transmit a copy of the report to the school board;
and
inform its community of the services provided by the school and report on the level of
quality of such services.130

Although these provisions do not apply to the schools of the CSB, they provide a model that is
worth considering and adapting to assist schools as they embark on long-term improvement.a
We realized at the outset of the Educational Review that the schools of the CSB do not engage
in any form of self-evaluation. There was, therefore, no school-level policy or practice that we
could evaluate. Instead, we offer a brief discussion of the importance of self-evaluation for
schools.b
School self-evaluation first promises to make evaluation a more school-centred process. This
does not mean that the school can ignore the system in which it operates but it does mean that
the voice of the school will no longer be ignored. If the thrust of school-centred reform is to have
any meaning, then the school must play the leading role in evaluating its own performance.
In Québec, experimentation in school self-evaluation has included Schools Speaking to
Stakeholders, a joint venture of a variety of partners in the Anglophone school network that
produced “performance profiles” on each project school and other information that could be
used by any school to measure its performance.131
The question of values is at the heart of any debate on schooling, and by extension, the
evaluation of schooling, but values should not be driven by evaluation; rather, evaluation should
be driven by values. In other words (as cited earlier): “We must learn to measure what we value
rather than valuing what we can easily measure.” The ministry of education has a legitimate,
indeed compelling, role to play in articulating the values of public education, as do school
boards. School self-evaluation helps to ensure that the values that matter to the core
constituents of public schooling, students, teachers and parents, are also used to guide the
design and conduct of the evaluation.
School leadership remains a key ingredient in achieving and maintaining school quality. Once
assumed to be confined to formal leaders, such as the school principal, leadership is now seen
as a shared responsibility, that is dispersed among formal and informal leaders in the school
a

b

In 1999, the annual report of the Conseil supérieur de l’éducation du Québec (see endnote 130) recognized the
potential of school self-evaluation as a key means of empowering local school communities. However, it was
mindful of the conditions necessary for it to become a successful part of ongoing institutional policy and practice.
Among these conditions, it emphasized the importance of providing ongoing support including training, research
and resources, as well as: “the political commitment of decision makers in the education system and the
professional commitment of heads of institutions.”
The material for this discussion is taken from Smith (2004) and is used with the permission of the author.
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and its community. School self-evaluation can support dispersed leadership by, among other
means, building school vision and creating a productive school culture.
School self-evaluation is inherently participatory in nature. Generally, participants include
representatives of the major stakeholder groups in the school: school governors (where
applicable), school administrators, teachers, other staff, parents and students - the most
important and most neglected participant in the evaluation process. To be meaningful,
participation must be real, not merely symbolic, dealing with critical evaluation issues, beginning
with the core function of schools, teaching and learning.
School self-evaluation is consistent with the commitment strategy that seeks to develop
innovative working arrangements as a mode of school
improvement. As expressed by the General Secretary of
Current thinking on the
the National Union of Teachers in the U.K:
Self-evaluation is important in the restoration of teacher’s
respect for assessment of school performance.... It has
opened up possibilities for teachers finding out about pupils’
attitudes to learning and to each other.132

School self-evaluation supports the professionalization of
teaching as a critical ingredient of school success.

assessment of student
learning emphasizes
the use of portfolios, a
process in which
students play a critical
role evaluating their
own success in school.
Students deserve no
less consideration in
the evaluation of
their own school.

It follows from the above discussion that school selfevaluation is a critical strategy of a learning organization “an organization with the collective dispositions and
structural characteristics enabling it to learn, through its
own and others’ experiences, how to continuously ‘get
better,’ to behave more ‘intelligently’.”133 Self-evaluation is
a necessary strategy in school improvement, which
involves all conditions that will, either directly or indirectly, enable improved teaching and
learning, and over which the school has control.
In recent years, a good deal of attention has been focussed on developing approaches to
student assessment that are authentic – measuring what matters in a real-world context. School
self-evaluation provides an opportunity to develop school evaluation techniques that do not rely
on simplistic forms, such as standardized test results, to represent the complex world of the
school, and are coherent with student assessment policy. As an example, the current student
assessment policy in Québec contains ten general orientations, many of which could be applied
to school evaluation.
If schools feel that they are being attacked by government performance management systems,
then data - in particular, numerical data - provide the weapons. There is a widespread belief that
test scores, for example, provide a simple and accurate portrait of schools. Unfortunately, the
complex realities of schools cannot be captured in a simple statistic. School self-evaluation
provides an opportunity to redress this situation, by choosing appropriately contextualized data and not just numerical data - that paint a true picture of the school.
The reporting of the results to stakeholders, including the school board and the ministry, serves
to address one aspect of accountability, informing the school’s constituents how well the school
is doing. Because the process is controlled by individual schools, it becomes possible to
customize the style of the reports for intended audiences to ensure that they are both relevant
and accessible. The challenge for schools is to pay attention to the content, as well as the style
of the report.
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In the final analysis, school self-evaluation is important because every school is different. David
Green, one of the critical friends who assisted in a review of Schools Speaking to Stakeholders,
spoke of his experience with schools in Chicago, and the enthusiasm schools emoted when
given the opportunity to tell their own story, rather than simply being portrayed as a one-line
entry on a government ranking of schools. As MacBeath says:
The ‘story’ is powerful because it is crucial to recognize that schools have a history, a unique cast
of characters and a narrative that unfolds over time in unanticipated directions. That is how
evaluation works – a continuing and continually revealing process. This is where school
improvement takes root.134

Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether the
monitoring and evaluation conducted by schools meets the stated standards:
¾ The school meets expected performance standards for monitoring its resources,
activities and progress toward results.
¾ The school meets expected performance standards for self-evaluation of its
performance.
Our analysis of these performance issues was short, if not sweet. Schools do not fulfill these
functions in any systematic fashion. Based on this state of affairs, we recommend:
R54 THAT, in keeping with recommendation 111 (Board-wide evaluation), all schools,
with appropriate support from the Board, fully participate in a process to develop
and implement a framework for self-evaluation of school performance.
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HOME & COMMUNITY SUPPORT FOR LEARNING

In this performance theme, we posed the following question:
•

How successful is the school in promoting home and community support for learning?

This theme comprises two evaluative objects:
•
•

parental & community involvement; and
school linkages to outside bodies.

The standards used to evaluate each object are provided in each of the sub-sections that follow.

7.1

Parental & Community Involvement

Among the many lessons learned from the research on successful schools is the importance of
the support of families and community for a school, and the support of the school for them. A
recent paper published by the Learning
Partnership states:
Strong links between schools, [school] boards
and communities enable schools to be more
responsive to the values and needs of the
community. They enable the wide range of
community
resources,
social
services,
businesses and parents to provide valuable
support to the school and they involve the
community in school improvement planning.135

“Schools can have an impact
on their students’ lives, but that
effect is made even stronger
through the involvement of
family and community, creating
a web of support that sustains
children both inside and outside
of school hours.”

Thus, for example, the world renown Success
for All program rests on three inter-related
tenets: (1) all children can read; (2) schools can make a difference; and (3) family and
community involvement is key (see text box).a
Linkages between schools, centres, and the wider community give rise to what the Conseil
supérieur de l’éducation136 calls an educational community.b They are seen to be particularly
important in the case of students “whose past or present characteristics or conditions are
associated with a higher probability of failing to attain desired life outcomes.”137
Performance Standards


The school fosters parental involvement in the education of their children.



The school fosters the involvement of parents, and other community members and groups in the life
of the school.

a

The quotation in the text box is taken from the SFA Foundation website: http://successforall.com/; for other
research about schools and community, see Harvard Family Research Project: http://www.gse.harvard.edu/.
A school is an ‘educational community’ when it “involves all its stakeholders, including those in the surrounding
community, and relies on the sharing of responsibility and the quality of the relationships it builds to fulfill its
educational mission....” This quotation is taken from the English summary available of a Conseil report (see
endnote 136) available on its web site: http://www.cse.gouv.qc.ca/.

b

142

The CAFSI Report

7.1.1 The Power of Three: Parents- Students-Teachers
‘The Power of Three’ is an expression coined by Canadian researcher Peter Coleman to reflect
the importance of what many people would call ‘home and school’ collaboration.138 when
parents, students and teachers are ‘on the same page’ the child’s chances for success increase
dramatically. Conversely, when there is a ‘power failure’ in this relationship, the child quickly
becomes ‘at risk’ of disengaging in learning, failing in course work and ultimately dropping out of
school.
Although our focus is on the school’s role in fostering parental involvement,a it is essential to
begin our inquiry, not in the school, but in the home, and not just with the parents, but with their
parents. The family dynamics affected children currently enrolled in schools of the CSB are
rooted in the educational experiences of their parents, their grand parents and their great grand
parents. For some, that experience was a residential school. Several elders talked about the
lasting impact of this experience:
I went to Residential School and I was not allowed to speak my language.
I went to Residential School. I was never shown any love while I was in school.
A lot of parents don’t know how to talk to their children. They don’t know how to show
them love. Sometimes this comes from their parents who were in Residential School.
For some parents, that experience was a community school prior to the creation of the CSB. In
the words of former Grand Chief Ted Moses, these schools had little to recommend them:
At the time of the 1975 Agreement, the schools were foreign territory to the parents. Most
communities had day schools, but these were foreign implants in the communities. Some
teachers tried to bring elements of Cree culture into the classroom, but there was no formal
institutional support for such efforts. An assimilationist strategy was alive and well in those
schools.... The teachers lived, for the most part, in ... an enclave of townhouses where their social
life went on oblivious to the surrounding community. Of course, there were exceptions to this, but
the majority of the teachers had problems dealing with Cree culture and the lack of facilities and
services. The stress of doing this both in and outside the classroom the classroom was daunting
to them.
In most communities, there were no parent committees to guide the operation of the schools.
Cree was not accepted as the language of instruction, so the children went from homes where
they spoke nothing but Cree, to schoolrooms where English (and in some schools French) was
the only language used. Moreover, because the communities were isolated and almost all
parents lived from hunting, it was not particularly evident to the children what relevance much of
what they were being taught would have in their lives.139

a

When we began the Educational Review, some administrators questioned the inclusion of this theme stating that
parental involvement, as important as it may be, was beyond their control. This concern was addressed in the
wording of the above performance standard. The school was to be evaluated on the extent to which it fostered
parental involvement.
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Many of the children of the children described by Dr. Moses became students in schools
operated by the CSB. Today they are they are
the parents or grand parents of student
“The fact that some parents do
currently in school. Their experience was not
not attend meetings with the
necessarily positive and to many, school is still
school administration or school
an alien place. We were not able to probe
these dynamics in any detail. However, it is
committees, or do not even set
obvious to us, as it was to Henry Mainscum
foot in the school all year does
(see text box), that these inter-generational
not go unnoticed by their
attitudes have a profound effect on home and
school relationships.
children. This indifferent

attitude towards their education
Parental support of schooling begins with
values and attitudes: that education matters,
is transmitted to the children
that succeeding in school is important. It is
and becomes evident in their
difficult to expect students to care when their
behaviour in the classroom and
parents attach little value to education. in
homes where such values and attitudes exist,
schools” (Mianscum report).
there is little hope of parental behaviours that
will support their child in school: providing a
place where homework can be done, helping children with their homework or getting that help
from someone else, ensuring that their children go to bed on time, getting them up, providing
them with breakfast and ensuring they go to school.
The report of the English pilot group in kindergarten provides insight into the importance of
attendance and attitude to success for children:
Children who excelled the most were, almost without exception, those whose attendance was
highest.... Also, on the whole, those who progressed the most were those whose parents took an
‘active’ interest in their children’s school work: providing any extra materials required, checking
their pockets or packsacks for teacher letters; providing feedback to their children and the
teacher, getting them to school on time, making books available at home, and spending time
reading together, counting, and talking ... with their children about what they were learning.140

We talked to a wide variety of stakeholders about this theme. Here is how one parent
responded to a question about attendance:
Q: How do you improve attendance?
A: Well it doesn’t start at 9 o’clock in the morning when the kid comes to school. It starts
at 9 o’clock at night when the kid goes to bed. Or it doesn’t. (Parent)
School administrators talked a great deal about the lack of parental interactions with the school.
One CEA described the situation in these words:
We try - the school tries. Many times the school will call the parents to see if they would
come in and talk about their child - they don’t come in. Parents are not involved too
much with the education of their children. You get comments like: You work in the
school, it’s your job. You’re supposed to educate my child. We need to do a better job in
drawing the parents to get involved. They don’t see themselves as supporting or helping
the school because they don’t speak either English or French. They can’t help their child
with their homework either. In fact both school and parents have given up on homework
because the kids don’t do it.
Another outside stakeholder reinforced this view by stating that parents have the same attitude
toward community recreation programs.:
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When the minor hockey program commences, maybe you’ll be lucky to see 2 or 3
parents staying behind to help out.
Some school administrators were conscious of the fact that parental experiences with school
were almost entirely negative. Not only was their own experience negative but the only contact
with the school about their own children was when there was a problem - skipping, poor
behaviour or failing grades. Some schools are making efforts to change this dynamic by making
a point of communicating ‘good news’ to parents:
One school tried an ‘open house’ approach and having a ‘parent-of-the-term’ up until a few
years ago. They dropped this due to interference with community events like Bingo. The school
also had cultural events and celebrations to bring the parents together with the school. Another
school mentioned trying to have a Cultural Club and social events/nights with parents and
teachers so they would become more comfortable with one another.
In some cases, schools were quite discouraged having tried and failed to get parents more
involved. Some schools may be just going through the motions but others are looking for
innovative ways to increase involvement, as evidenced by the material in some LEPs.
Sometimes those efforts falter but this is especially unfortunate when the blockage is conflict
between the principal and the CEA. In one community the principal thought that perhaps the
parents did not like coming to the school and wanted to host an event in a venue outside the
school. The CEA vetoed the idea, stating that it was school money and the event had to be held
at school. In the end there was no event and the opportunity was lost.
It is also obvious that the lack of parental involvement is also linked to the level of social
problems in the communities. One principal described what it is like in her community:
Another factor too is family breakdown. We see that more than we did maybe 20 years
ago Young families, some families are headed by single mothers, some kids have both
the father and mother that live together, but the situation at home is so out of control that
probably the only place that the kids have where they feel safe is the school. Or they feel
that they’re wanted or you know there is somebody there who is going to look out for
them even though when they are young they can’t express that, it’s very apparent.
Those are some of the factors why the families break down and there’s a lot of drinking
and a lot of drugs.
The questionnaire completed by teachers and other school staff asked respondents to state
their level of agreement with two statements about parental involvement. The following provides
their responses across all schools.
EXHIBIT 2-34: TEACHER/SCHOOL STAFF INPUT ON PARENTAL INVOLVEMENT
Items
The parents of students in this school participate in the
learning of their children.
Parents and other community members participate in the
life of the school.
*

N
Teachers
Other Staff
Teachers
Other Staff

200
37
199
37

Rating*
1

2

3

4

34%
16%
34%
8%

53%
70%
51%
68%

10%
8%
13%
22%

4%
5%
3%
3%

Each item was rated on a four-point likert scale, where 1= Strongly Disagree; 2=Disagree; 3=Agree;
4=Strongly Agree; N=number of respondents.

Only a small percentage of each group responded positively to either of these statements. In
fact, the average responses were the lowest of all such statements posed to teachers and other
school staff. Teacher responses were, on average, lower than those of other staff: 1.84 and
1.83 for the two items, but the two averages for other staff were not that much higher: 2.03 and
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2.19.a Similarly, teacher comments on the questionnaires listed lack of parental involvement,
poor communication with parents and insufficient contact with parents as major weaknesses of
the school. Few suggestions were made as to how to improve the situation. One teacher said:
Get tougher with parents and students who don’t attend or care about education. Other teachers
had somewhat more positive suggestions: workshops with both teachers & parents attending,
social events to foster teacher-parent interactions and professional development to link school
and community. Other school staff also had suggestions to offer, including:
I suggest that Professional Development find ways to educate teachers / staff about
parental involvement.
Try to go for a real community school. Get together by setting CLEAR expectation for
our students in their future role in the community.
The input from these stakeholders not only provides concrete suggestions but serve to point out
that parental involvement is not a one-way street.
Parents need to be involved but they need to feel
For me there are three things
that their involvement is both wanted and valued.
that really need to come
This is not going to happen if teachers and other
together to make things work:
staff project a negative attitude toward students,
their
parents
or
both.
The
education
the parents, the school and
representative of the Band Council in one
the community as a whole
community neatly summed up the need to work
(Band Council education
together (see text box). We suspect that virtually
everyone would agree with that goal. The
representative).
question then becomes: Is there a will and if so
what are the most promising ways to move
forward?
From our analysis of the data we believe that a necessary precondition is for everyone to
abstain from playing the ‘blame game.’ From our experience, teachers are used to being
blamed for poor student results. Teachers respond negatively to many accountability systems
because they see them as just another means to point the finger of blame for student failure at
them. It should be equally obvious that parents do not respond well to being blamed for their
children’s failure in school.

The school’s impact on
students is strengthened
by the support of family
and community, while they
are strengthened by the
support of the school.

Everyone needs to take a step back and recognize
that low levels of student achievement are caused by
many inter-related factors, for which various groups
of stakeholders must take partial responsibility.
Undertaking the common cause suggested by the
Band Council representative above means
embarking on a journey together that will require
considerable patience and understanding. This in
turn will require better communication than has often
occurred and a greater willingness to listen to different points of view. The School Committee
may provide the means to create and foster such dialogue and, ultimately, lead to the creation a
community school as envisaged by the suggestion made above. (See discussion of
community schools in section 7.2.2, p. 152).

a

For the actual number of responses for each of the four categories, see Exhibits C-23 (teachers) and C-24
(Other Staff) in Appendix C
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7.1.2 The School Committee
English schools in Québec have had a long history of parental committees, originally known as
‘home and school associations. In the early 1970s the provincial government introduced
legislation creating consultative ‘school committees in every school and ‘parent committees’ in
every school board. This was the legislation in force when the JBNQA was concluded.
According to the Agreement, the CSB was required to form consultative committees for
elementary and secondary schools and determine the functions that would be delegated to
them. However, the Agreement specified three issues on which these committees must be
consulted:
•
•
•

selection of teacher(s) and principal(s);
school calendar and year; and
changes in curriculum.

The Agreement contained various other provisions regarding the establishment of these
committees,a which were subsequently elaborated upon in the General By-Law of the Board.
For purposes of this discussion, we are not concerned with the functions of the Committee, its
composition or rules of operating procedures. However, before turning to these duties there is
one issue that warrants our attention: the restriction of its membership to parents of students in
the school.
During our discussions with community members and other stakeholders, we saw first-hand
evidence of the importance of family members, other than parents, in the raising of children and
interactions with the school. In particular, grandparents often have a significant role in this
regard and are sometimes the sole persons responsible for the upbringing of the child.
Participant grandparents told us of their desire to be a part of the School Committee but were
barred from membership. They clearly constitute a valuable resource and support to the school
whose participation should be welcome. We also came to realize through the collection of other
data that many students live in boarding homes, foster homes, etc.. In our view, both the school
and these persons filling the role of parent or legal guardian would benefit from their inclusion in
the School Committee.
As noted earlier in this report, school committees in other jurisdictions in Québec have evolved
into school governing boards, composed of parents, staff members, community members and,
for a secondary school, students. In theory, as the new name implies, these bodies exercise a
role analogous to the Council of Commissioners which governs the CSB. In practice, school
governing boards have yet to realize this potential.141 For reasons discussed below with respect
to the functions of the School Committee, we do not feel that transforming it into a governing
board is advisable at this time.
According to the by-law of the Board, a School Committee has the following functions:b
a) to promote participation by parents and the community in the planning and improvement of
education services in the schools;
b) to study measures to promote Cree culture and language in the schools;
c) to review the education needs of the community and to make recommendations thereon to
the Board;

a
b

See JBNQA, art. 16.0.17, reproduced in Appendix D of this report.
General By-Law, art. 8.21.
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d) to recommend to the Board, after consultation with the local school principal and Community
Education Administrator, any measure likely to improve the administration and management
of schools, student accommodations and staff residences;
e) to act as a liaison between the school and the community;
f)

to study complaints against a student or a local employee and, in consultation with the local
Community Education Administrator and School Principal, to make appropriate
recommendations on such complaints to the Board;

g) to provide advise to the Community Education Administrator in the preparation of the
proposed annual budget and personnel plan of the school for review and submission to the
Council;
h) to provide advise to the School Principal in implementing the yearly education plan in the
school; and
i)

such other functions as may be delegated to it from time to time by the Council.

In addition, the by-law stipulates the following consultative obligations on the Board’s part:
The Board must consult the School Committee with respect to the selection, hiring, leave of
absence and termination of employment of regular teachers, the Principal, the Vice-Principal, the
Community Education Administrator and all other professional and support staff members
working in the school except casual and temporary employees. The Board must also consult the
School Committee with respect to the school calendar and year, changes in curriculum and the
rate of introduction of Cree, French and English as teaching languages. Such consultation shall
be carried out in accordance with the procedures and policies established by the Board from time
to time.

There is a need for clarity
The first four duties appear to be framed to elicit
input to the Board. It seems to us that the focus
regarding the purpose of the
of School Committee input should be its own
School Committee, which
school and community. This focus should be
should be focused on its
clearly stated in the by-law. Ideally this role
should be complemented by a regional
school and community.
consultative body.a In the absence of such a
body, such input could be a secondary role of the School Committee to be exercised, for
example, in an annual forum attended by senior representatives of the CSB.
We feel that the sixth function (f) is not appropriate for this body and should be eliminated.
Bodies whose primary aim is to help bring school and community together should not be cast in
any such adjudicative role. This function is potentially very divisive and counter-productive. It
might well involve it in confidential matters where the individual rights of students and staff must
be protected.
As we have already dealt with the issue of consultation in relation to personnel,b we would
simply suggest that the maters on which the Committee be consulted be reviewed, again
bearing in mind its primary purpose of supporting its school and community. Although some
stakeholders might favour transforming the School Committee into a governing board, we beg to
differ. As alluded to above, this transformation in southern schools has not produced the kind of
change that its supporters had in mind. In our view this is largely due to a lack of preparation
and capacity building. It seems to us that schools and communities of the CSB would be much
a

b

In southern school boards this function is fulfilled by the Parents Committee, which is composed of a
representative from each school.
See section 4.4.3, starting on page 130.
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better served by a revitalized School Committee with a clear mandate to support is school and
community. This too will be require capacity building, more than enough to tackle in the
immediate future.
We did not see much evidence of any attempt to build the capacity of School Committees, other
than providing them with written information that is supplied to parents. One school provided us
with a copy of its Parent’s Handbook. It is certainly packed with information about subjects that
parents (and School Committees) might want to know about. However, it is utterly inaccessible,
even to an educated audience.a The one attempt to reach out to School Committees appears to
have been the Education Assembly, 2007, held at the beginning of 2007.b
The stated purpose of the Assembly was to provide for a dialogue with stakeholders, especially
parents, “with the expectancy of addressing the effectiveness and productivity of community
schools supported by much stronger and visible parental involvement.”142 The composition of
the Assembly consisted of the CSB Chairperson and the other nine commissioners of the
Board; directors, coordinators and staff from the various departments of the CSB, CEAs, school
committee members and members of local continuing education committees.c Conspicuous by
their absence are school principals and vice-principals, and of course, students.
Much of the Assembly was taken up with speeches and presentations, something that was
noted in the participant feedback, as was the time devoted to administrative as opposed to
educational issues. The remainder of the time was spent in nine discussion groups each of
which addressed the following questions:
•
•
•
•
•

How can parental involvement in education be encouraged?
How can parents help improve student success?
How can Cree Culture and Cree Language be promoted and maintained?
How do you see your role as a school committee member?
What do you see as current and future educational needs for the Cree Nation?

According to the report, the groups generated 475 recommendations. Delegates were informed
that the Board had already dealt with 31 of them.d The Assembly adopted twelve resolutions to
be submitted to the Council for consideration and action.e
We recognize that this was the first such assembly held by the CSB. Without wishing to
exaggerate the cost-benefit of this event, we believe it provides a vignette on current policy and
practice in the CSB:
•
•

a

b

c

d

e

the event was motivated by a pressing concern - the needs of parents to become more
effective in their role on the school committee; however
there was no clear set of results determined so that the planners of the event would
know where they were going and how the Assembly would help take them there;

Instructional Services produced a Parent Handbook: 2000-01 which is well written. We have no information
about how widely it was distributed, what feedback, if any was received, nor what follow-up occurred. However, it
does not appear to have been updated since that time.
It should be noted that we did not attend this Assembly nor was it included in our work plan as we only
discovered its existence during the course of the Review. All data for this discussion are taken from the report
presented to Council in September, 2007 (see endnote 142).
We will make no further reference in this discussion to this last group which will be dealt with in chapter 8 (Part 3)
on adult education.
The 31 recommendations are listed in the report but it is difficult how the Board could declare immediately that
they had all been dealt with, given the vagueness of many of the recommendations (e.g., #5, increase classroom
space; #21, more advanced subjects at secondary level).
These resolutions are included in Appendix C of this report.
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it consumed considerable resources for yet another out-of-territory meeting, resources
that could have financed the salary of a full-time professional plus travel expenses for
two years work in the communities;
key stakeholders from the school-community scene - principals, teachers and students were excluded, while participants were top-heavy with board administrators;
the event itself, while well-managed logistically, was not well-managed
programmatically, so that activities would contribute to desired results - which is not
surprising as these results were not defined;
the sole ‘output’ of the Assembly - the report - was yet another glossy publication that did
little to contribute to the capacity development of school committee members; finally
there were no other outcomes and, as far as we could determine, no follow-up.

7.1.3 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
schools’ promotion of involvement meets the stated standards:
¾ The school fosters parental involvement in the education of their children.
¾ The school fosters the involvement of parents, and other community members and
groups in the life of the school.
We have described parental involvement as the ‘power of three’ to refer to the strength that
comes from the close collaboration of students, teachers and parents. As a general rule, in
schools of the CSB, the power of three is a state to be aspired to but not currently achieved.
Parents are not very involved in their child’s education, nor do they interact with school staff or
participate in school activities. Many of the problems with low student engagement discussed
earlier find their root cause here. When parents value education students tend to take it more
seriously. When parents don’t care, neither do they. Many schools have worked hard to involve
parents but with few results. A new fresh approach is desperately needed.
We then focus on the operation of the school committee, the body that ought to be the main
conduit between the school and the parents. In our view, the mandate of this body is flawed,
expecting it to provide input to the Board when its focus should be on the local school. Although
we did not deal with its internal operation, we did comment on its composition. Specifically, we
feel that it is too narrowly defined, thereby excluding valuable resources from the community,
especially grandparents and others with custodial care of students.
We looked briefly at the one attempt the Board made to provide support to school committees:
Education Assembly, 2007. We believe that while the intent of this gathering was admirable the
execution was not.
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Based on our analysis of parental involvement, we recommend:
R55 THAT the Board, subject to recommendation 61 (building community links) and in
collaboration with the principal and chairperson of each school committee, develop
framework for the consultation of stakeholders in each community on parental
participation in student learning and school life.
R56 THAT the principal and chairperson of each school committee, in collaboration with
school staff and the School Committee, adapt the framework referred to in
recommendation 55 and implement a process to consult stakeholders on parental
participation in student learning and school life.
R57 THAT, subject to recommendation 61 (building community links), the results of this
consultation (recommendation 56) be used to formulate and implement a
community action plan in support of enhanced parental participation.
R58 THAT the Board, review the criteria for membership in the School Committee with a
view to including grandparents and others with custodial responsibility for students
enrolled in CSB schools and, following consultation of stakeholders, amend its
General By-Law accordingly.
R59 THAT the Board, in collaboration with the principal and chairperson of each school
committee, review the duties and responsibilities of the School Committee with a
view to eliminating the mandate to study individual complaints (Art. 8.21(f)) and
sharpening the focus of the Committee purpose and role to support the school and
its community and, following consultation of stakeholders, amend its General ByLaw accordingly.
R60 THAT the Board, in collaboration with the principal and chairperson of each school
committee, develop a framework for building the capacity of School Committees to
improve their performance, including enhanced communication and collaboration
among the nine Committees and the Board.
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7.2

School Linkages to Outside Bodies

7.2.1 Seeking Community Partners
School linkages to outside bodies is an extension of the involvement of parents and community
discussed in the previous section. School community relations can take a variety of forms,
which range along a continuum from
cooperation to collaboration:
Collaboration
•

cooperation, informal ad hoc
arrangements for some limited
purpose between organizations
that
maintain
their
own
autonomy; through

Coordination
Cooperation

•

coordination, a more formal agreement to work together for a limited period of time; to

•

collaboration, a formal partnership intended to be sustained over time.

On the lower end of this continuum, schools work with various community groups or agencies
on specific projects for s short period of time or on an ongoing basis for specific purposes. On
the higher end, schools become transformed into a ‘community school,’ whose potential will be
discussed below (p. 154).
Regardless of the form or the intensity of these linkages, they all proceed from the assumption
that every organization, be it a school, some other public agency or a private group or
organization, is better off working with others to accomplish its goals than trying to accomplish
them alone. This maxim is nothing more than the application of the principles of cooperative
learning that teachers use in classrooms every day. Partnerships, working groups, networks,
etc., are different means by which the members of different groups and organizations work
together to create ‘social capital’ for a common end:a
Family, friends, and acquaintances frequently constitute an important asset essential to the wellbeing of Canadians. When one is seeking support to make it through hard times, searching for a
new job opportunity, or simply living a full and active life, it pays to know people. This is the
simple idea behind the concept of social capital.143
Performance Standard


The school actively pursues and maintains appropriate linkages with external service agencies and
other bodies to support the school and the community.

The time we had available to explore this theme was extremely limited. We did not have the
opportunity to interview any representatives of community organizations, other than the
education representative of the Band Council (and this only occurred in three communities).
However, we did gain some insights into some key issues concerning the linkages between
school and community.
Once again, we found that these issues had existed for a long time, as signalled in the
Mianscum report (see text box).
a

Social capital: networks of social relations that provide assets or access to assets, including human, financial or
other resources; it differs from human capital, which refers to the competencies, capacities and other attributes
possessed by individuals.
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Every community has several organizations and groups that are important in the life of the
community and that are potential partners
“Appropriate programs or personnel
of the school. Many are units run by or
attached to the Band Council; others are
do not exist in the Cree schools to
linked to regional organizations. Without
address [social and family] problems.
attempting to name all of them, they
However, utilizing a system of
include the following:
•
•
•
•
•
•

Band Council (governing body);
Recreation Department;
Police;
Youth Protection;
Youth Healing;
Youth Department.

We asked various stakeholders about
initiatives to work with other groups and
organizations in the community. One
school committee member related a case
where the community radio refused to
change its bingo program to support
attendance at parent night, which was
scheduled from 7:00 to 9:00 pm. When
asked to move the program the response
was: Well, I’m sorry. The Bingo starts at
8:00.

partnership in education where
community resources such as Social
Services, Health Services and the
Band Council cooperate in their efforts
will help deal with the student's
problems. Also, the development of a
support program geared towards
imparting on parents the skills
necessary will help their children and
themselves. The focus should always
be on the best interests of the child
and not on who is to blame or
responsible for the child's
development” (Maianscum report).

Here is how several commissioners describe efforts in their communities:
Right now, we have a crisis of bullying in the community and here in the school. We
have met so far with the Cree Health Board to see how we could combat that issue of
bullying. We’re having police, as well, get involved. We’re starting to really find ways to
work together on certain things. Not only bullying but vandalism as well in the
community. So, even the Band Council as well is finding ways to do it but they have to
be more involved because it has resources as well that they could contribute to solving
the problem.
There isn’t much networking, as you call it, between Social Services or the police, or I
can say the community, the band administration. I think that it’s more or less operating
only on an ‘as-needed’ basis - crisis intervention. It could be a specific situation or a
program that needs to be implemented. Then we try to bring the resources together on a
project-basis or for a crisis situation. That’s what is has been like and it’s still like that for
now.
The school decided to make attendance a priority. If the students failed, and on
numerous times don’t attend school all the time, then the Recreation Department will be
informed that so-and-so is not attending school and the coaches couldn’t put them in the
lineup. Then one time one of the younger ones - 12 year olds - was suspended and
there was a tournament and the kid was a superstar. Guess what happened? There was
an exception. The cooperation fell apart. I know the Recreation Department wanted to
do their best - they’ve done that - but we’re dealing with a minor hockey association, it’s
a totally different body from the Recreation Department.
Often when we heard about interactions with other agencies it was restricted to dealing with an
individual case or an ad hoc workshop, and did not extend to a general working relationship:
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We make so many referrals to the social services because the kid’s having problems in
the school or not going to school, not respecting the Youth Protection Act. It’s to do with
the kid having problems, not to have a working relationship.
I think in the majority, there are outside agencies that ask the schools if they could come
and give workshops. Like the police or the social worker. Each year they come and do
different kinds of workshops for students.
Some administrators were enthusiastic about community cooperation: I think the energy is
fantastic. We support each other, they support the school very well. Others were more
pessimistic: There are linkages but they’re not effective, not efficient. The police and the Cree
Health Board, there’s no response. We heard several stories about the lack of response from
the police to deal with either violence or vandalism to the school or the residences. In some
cases, it appears that the police are unwilling to act because of the family connections of the
students being accused.
We had one example of cooperation between the school and the private sector in the form of
work placements. The CEA was quite enthusiastic about the potential of this activity:
Work placements are part of what the school is doing, trying to find jobs in different
areas, having kids go and work with somebody in the community. The teachers are very
motivated. They really want kids to learn about the jobs that they have in the community
and some organizations are responding well to the school when the school takes an
interest in that organization and they want kids to learn what they’re doing.
We did hear talk of the formation of a task force within some communities:
There’s a lot of bullying going on in the school and bullying is a community issue. It’s not just in
the school. It’s not only us that can talk about the bullying. It has to come from the parents too. It’s
a very complex issue because some parents are bullies too. We need support from the whole
community. So we formed a task force with the community members, the Youth Protection and
from different entities.

They created a task force a few weeks ago because they want to top bullying and they
want to stop war between families. It includes people from all entities here – from the
police department, the church, social services, the schools and others.
We do have a Task Force on bullying which involves various community entities such as
Youth department, Wellness etc. The Band Council passed a resolution forming the task
force and recognizing that bullying is not only a school related problem but a community
one as well. This task force can work very well and we have done some good things but
I would say that the big drawback is any activities, meetings etc. have to be generated
by the school. I guess everyone gets too busy, other things take precedence and it
becomes dormant after a while.
Although this type of initiative does not seem to very widespread, it offers a model for other
communities and could provide the basis for serious attempts at inter-community collaboration,
something about which we saw no evidence.
We did see a little evidence of linkages beyond the community but these were sporadic, for
example: There are people that come from the south to talk to the kids, do workshops with the
kids. One commissioner even mentioned the use connecting electronically to outside resources:
One time, we had a video conference with people in the Gaspé and they were able to ask
questions and work back and forth. We saw another example fir-hand in one community where
a police officer from Ottawa had been invited at the initiative of the Chief of Police to speak to
students, teachers and parents about drugs.

154

The CAFSI Report

We also saw one other piece of evidence that deserves special mention: a letter addressed to
the Grand Chief by all nine principals:
We, the Principals of the Cree School Board, want to bring to your attention the significant
increase in alcohol, drugs and substance abuse among the youth of all nine communities in
Eeyou Etchee.
On a daily basis, we have to deal with these problems including: suspending students involved,
meeting with parents, reporting the incidents to the Police, Social Service and Youth Protection
and; if the need arises, arranging counseling for the students involved from these service
providers. We are often not aware of what interventions the Police, Social Service and Youth
Protection have taken when the students return to school after a suspension as little feedback is
provided to the schools from these services.
We are extremely concerned about the increase in substance abuse by the students/youth. The
types of substance abuse include: hard drugs including Crystal Meth, alcohol, gas/propane, liquid
paper, etc. It is a fact that more and more young children are getting caught in these addictions,
some as young as 8 years old.
As school managers, we feel that we are running a social services center rather than a learning
and educational center. This is having a detrimental effect on the quality of the leaning process
and gives it a slow down effect: how can we concentrate on pedagogy when most of our time is
involved in dealing with social problems?
We know Social Services, Youth Protection and the Police are overwhelmed with cases and we
are not putting blame here on the quantity and the quality of their work. We have tried many
approaches in collaboration with these entities and we always end up with the same results:
difficulty in organizing meetings with people and parents (people are busy with their own
agendas), lack of participation at strategic planning sessions, lack of parental involvements,
people not following the plans that were set forth at these sessions and, most of all, there are little
feedbacks from the service providers therefore the students or children continue to repeat the
offenses.
We are asking the Grand Council of the Crees to intervene and examine more closely this
problem along with every community leaderships and to take steps to find solutions for this
rapidly increasing problem. In order to save this generation of young people from being wasted by
substance abuse, we believe that we all have to work together to fight this fast increasing
problem.
We the Principals of the Cree School Board, would like to suggest the following approaches and
we are willing to collaborate in implementing any program the local entities decide to put in place
and enforce and,; we encourage everyone to “Walk the Talk” and become pro-active.


Community Curfew;



Awareness and Prevention Program;



Regional Kid's Help Line(in Cree and English);



Regional Parents' Help Line;



In-Community Treatment Programs;



Multidisciplinary Intervention Group (Police, Parents, Social Worker and child involved) or
Local Task Force Group;



Involvement of Elders’ Group and Native Women’s Group;



Regular Keynote Speakers for the whole community;



More recreation for the youth;



Active involvement of Youth Councils.

To our knowledge, this is the first time that principals have taken such a bold move together.
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The principals received a response and were informed that at the time the Grand Council had
received their letter other entities such as the Cree Regional Youth Council were reporting on
youth incidents within the communities. As a result, the Grand Council decided to devote a day
of the Cree Nation Think Tank session to focus on social issues.a The CSB Chairperson and
Director General attended and spoke throughout the Think Tank sessions. Furthermore,
principals, school committee members and parents were encouraged to attend to speak to
social issues in the community and school environments.
The Grand Chief, Deputy Grand Chief and Political Attaché attended the next principals’
meeting to discuss the issues raised in the letter, and any other issues they wished to discuss
with the leadership at the time. The Director General of the Cree School Board joined the Grand
Chief for this meeting with the principals.
As a follow-up to the letter and the Cree Nation Think Tank session, social issues were put on
the agenda of the next meeting of the Cree Leadership Forum.b Afterward, an analysis was
done in order to develop the strategic plan of action on social issues impacting the communities.
The plan of action requires collaborative work on the part of each organization, community
members, local leadership and regional leadership. In addition, the Grand Council is thinking
about holding a second Cree Nation Think Tank session which will include a day devoted to
education. The Grand Council is also looking into the Challenge Day program which claims to
have had good success in the United States on bringing together students in sometimes hostile
or troubled school environments.c
The Grand Council is also promoting a number of cultural and social development
programs/events this year in the communities. The Cree-Quebec Justice Advisory Committee
(CQJAC) is talking about a timeline for setting up in-community treatment programs. The Grand
Chief and the CQJAC have also promoted the idea of setting up local task forces on social
issues with representatives from the CSB, Social Services, Youth Protection, Police, Justice
Committee and elders.
We were also struck by the apparent lack of contact among the nine school communities.
Although outside meetings of school principals and CEAs
Peer support might help in this regard, we get the impressions that these
meetings are choc-a-bloc with reports and presentations
communities helping
and allow little time for networking among administrators.
communities - is a
School Committee chairpersons are not, as far as we can
neglected source of
tell, afforded any opportunity to meet or even network
electronically. Peer-to-peer support is one of the most
strength in the CSB.
effective means to support schools and communities.
Invariably, what is troubling one community has been successfully addressed by another. There
are valuable resources within the wider CSB community that are not being tapped.
On the basis of the data we were able to collect it appears that linkages within and beyond the
community need to be more fully developed. The video-conferencing technology possessed by
many schools is a valuable resource in this regard, one that to date is little used. None of the
schools we visited has the resources to accomplish its mission alone. We suspect that this is
equally true of the communities. They both need support from the outside but first they need
support from each other. That is the nature and purpose of a ‘community school.’

a

b

c

The Think Tank had originally been convened to discuss issues of importance related to the New Agreement
with Canada
The Cree Leadership Forum was initiated in 2007 to bring together leaders of the various Cree organizations,
Councils and entities.
Information on this program can be found on the Challenge Day website: http://www.challengeday.org/.
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7.2.2 The Promise of Community Schools
A community school is a collaborative venture between the school and one or more community
partners, such as a social service agency or a community advocacy group. Community Schools
focus on community development as well as school development, typically offering programs for
students, parents and community members, both during and after school.
An increasing number of community schools are being created in the United States.144 In
Canada, Saskatchewan has a long tradition of building community schools’145 and developing a
community school culture, which they call a caring and respectful school environment [CRSE].a
◊

The Community School concept has its roots in community development ideas. These schools
collaborate with community members to strengthen both the school and the community in which the
school is located. Close ties to the community ensure that school programs reflect the cultural and
socioeconomic life experiences of the children and youth who attend, and also are directed at
meeting their unique needs.

◊

Community Schools are characterized by the provision of at least some of the following integrated
school-linked services to children and youth, and their families: education, health, social services,
justice and recreation. The school is the most convenient site for the delivery of these communitybased services.

◊

Community Schools value community involvement to enable all students to succeed. Parents
especially are encouraged to share responsibility for the education of their children. Community
School Councils are made up of representatives from the school, including students, and the
community. This structure guides the development of the relationship between school and
community, and creates the opportunity for community/school collaboration and participation in
important decision making.

◊

Community Schools focus on community development as well as school development. As well as
programs for students, school facilities are used for community events, meetings and programs. Adult
education activities and day cares are well suited to Community Schools and serve as examples of
how community functions can be integrated into the school. An “open door” policy is evident in these
schools.

◊

Teachers’ roles are different in Community Schools. Teachers are compelled to interact much more
closely with the community and various service providers. They are more integrally involved with the
non-academic needs of children and youth. Teachers require in-service to prepare them to work
collaboratively with non-educators.

◊

Administrators play an important leadership role in Community Schools ensuring that decision making
is collaborative and that power is shared with teachers, the Council and other service providers.

◊

Many adults are present in Community Schools on a daily basis, playing a variety of roles from
providing services to acting as volunteers. Students have access to a network of adults who support
their learning and development. These include a coordinator, teacher associates, nutrition workers,
counselors and elders-in-residence.146

In Québec, the Ministry, with funding provided by the Québec-Canada Entente for Minority
Language Education, has sponsored an initiative entitled the Community Learning Centre
[CLC].147 The CLC Framework for Action is based on an ecological view of school and
community as an organic whole, rather than seeing them as totally separate entities, and offers
a holistic approach to planning and managing educational and community change.b
The Framework defines a CLC as an equal partnership of schools/centres, public or private
agencies and community groups, working in collaboration to develop, implement and evaluate
activities to answer school and community needs that will enhance student success and the
vitality of the English speaking community of Québec. The Framework incorporates two
a
b

See the CSRE web site and other materials from Saskatchewan Learning.
For more information about CLCs, see the CLC page (http://learnquebec.ca/clc) on the website maintained by
LEARN, the Leading English Education And Resource Network.

Part 2, Youth Education

157

complementary images of a CLC as a ‘learning community’ and as a ‘hub’ of community
service.
We introduced the idea of a learning community on the first page of this report, a concept
already proposed to schools by Instructional Services as a direction to follow. A learning
community thrives on individual and organizational learning by all members of the school
community, continually reflecting not only about how things are done but why.
The CLC as a hub places it at the centre of a network of services. The school/centre might
provide the major locus of its activities or they might be delivered in various locations. In any
case, the aim is to reduce, even eliminate, barriers between the school/centre and the
community.
Although the CLC framework is both robust and adaptable to multiple contexts, it requires
considerable commitment from the partners to make it work Moreover, it is not suitable for a
short-term or ‘one-off’ venture of cooperation. It is meant to support a long-term relationship
among partners who are willing to work together for the mutual benefit of both the school and
the community.

7.2.3 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
schools meet the stated standard:
¾ The school actively pursues and maintains appropriate linkages with external service
agencies and other bodies to support the school and the community.
We did not manage to collect a significant amount of data on this theme. There are some
schools with active collaborative links with local agencies that we wish we have been able to
examine more thoroughly. In other schools not much seems to be happening in this regard.
However, this does not mean that schools are unaware or uninterested in forging these links. In
fact, during the course of this Review the principals of all nine schools took the unprecedented
step of addressing a letter to the Grand Chief of the Council of the Crees. In it, they expressed
their deep concern over the level of social problems in the communities and sought the support
of the Grand Chief and the Council to join with them in a search for remedies. At the time of
writing this process is underway and we hope that it signals the beginning of greater school
community collaboration.
Finally, in this section, we offered some insights into the current initiative underway in many
Québec communities, the development of school-community partnerships under the banner of
the Community Learning Centre or CLC, as it is known.
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Based on our analysis of school-community linkages, we recommend:
R61 THAT the Board, in collaboration with the principal and chairperson of each school
committee, as well as appropriate regional entities, develop a framework for the
building of linkages between school and community for their mutual benefit.
R62 THAT the principal and chairperson of each school committee, in collaboration with
school staff and the School Committee, adapt the framework referred to in
recommendation 61 and implement a process to consult stakeholders on schoolcommunity collaboration.
R63 THAT the results of this consultation (recommendation 62) be used to formulate
and implement a community action plan in support of enhanced school-community
collaboration.
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PART 3: EDUCATING ADULTS IN THE CREE SCHOOL BOARD

Part 3 provides our analysis of adult education in the Board.a Chapter 8 deals with continuing
education, which is the equivalent of adult education in other school boards in Québec. Unlike
other schools boards, the CSB also provides post-secondary education services to students
from its communities. Our analysis of this part of adult education in the CSB is presented in
Chapter 9.
In the past, adult education may have been regarded as an auxiliary service but today, this is no
longer the case. It is now rightly regarded as an essential component of an education system
that promotes a continuum of life-long learning from childhood through adulthood:
Many aspects of individual success depend on
one’s ability and readiness to learn throughout life.
[For society]... that opportunity to learn has a
positive impact on social cohesion, equity and
overall quality of life.148

As stated in the Hamburg Declaration on Adult
Learning: “Adult education [is] ... more than a right;
it is a key to the twenty-first century.”
Adult education denotes the entire body of ongoing
learning processes, formal or otherwise, whereby
people regarded as adults by the society to which
they belong develop their abilities, enrich their
knowledge, and improve their technical or
professional qualifications or turn them in a new
direction to meet their own needs and those of their
society. Adult learning encompasses both formal
and continuing education, non-formal learning and
the spectrum of informal and incidental learning
available in a multicultural learning society, where
theory- and practice-based approaches are
recognized.149

The idea of life-long learning may be new to some
people but not to First Nations (see text box),150
who have long regarded it as one of the key

a

¾ Learning is holistic.
¾ Learning is a lifelong
process.
¾ Learning is experiential in
nature.
¾ Learning is rooted in
Aboriginal languages and
cultures.
¾ Learning is spiritually
oriented.
¾ Learning is a communal
activity, involving family,
community and Elders.
¾ Learning is an integration
of Aboriginal and Western
knowledge.

All parts of the CAFSI report can be found on the CSB Educational Review website in English and French:
http://www.cscree.qc.ca/Edreview/ed_review.htm,
http://www.cscree.qc.ca/Edreview/Fr/Etude_Ed.htm.
These parts are not written as ‘stand-alone’ texts. They are published separately because the report is too large
to be downloaded as a single text. Thus, for example, the Reference List for all works cited in this Part can be
found at the end of Part 5.
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attributes of their learning.a
Adult education, as understood internationally, encompasses general education, and technical
and vocational training, as well as informal learning. For some, it provides an opportunity to
build on the ‘foundation’ education they
received in school. For others, it
“In addition to the emerging risk of a
provides a ‘second chance’ to acquire
‘digital divide’, a ‘vicious circle’
qualifications that they do not have
operates, as those individuals who
because they never had the opportunity
to obtain them or that they missed by
have good foundation education are
out of school. For all these
also the ones who benefit more from dropping
students, adult education provides a
learning opportunities in later life.”
chance to narrow the gap between their
aspirations and their possibilities, a gap
that would otherwise widen with time (see text box).151

a

The report from which the quotation in the text box was taken is part of an initiative sponsored by the Canadian
Council on Learning and its Aboriginal Learning Knowledge Centre: http://www.ccl-cca.ca/CCL/. The expression,
‘digital divide’ refers to the gap between those who have knowledge of and access to computers and other
technology, and those who do not.
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8.0

CONTINUING EDUCATION IN THE CSB

This chapter presents our findings, conclusions and recommendations,a relating to Sabtuan
continuing education for adults,b offered in the nine
continuing education centres of the CSB, as well as the
Sabtuan Regional Vocational Training Centre [SRVTC]
(see definition of adult students at the end of this section).
It therefore deals with all the top five levels of the
performance pyramid introduced in Part 1, as they apply to
adults. We begin at the top of the pyramid with students, and then deal with successive layers of
support from the classroom to the community. The bottom layer of the pyramid, school board
support, will de dealt with in Part 4.
This chapter is concerned with centre performance
as much as school board performance; however, we
do not attempt to present a separate analysis of each
centre. Each section and sub-section introduces the
object being evaluated, and then presents our
analysis and recommendations.
The number of adult students has fluctuated over the
years.152 Between 1994-95 and 2006-07 an average of 297 were enrolled each year, varying
from a minimum of 215 in 1999-2000 to 437 in 2004-05. Overall, 41% of these students were
enrolled in vocational courses and programs, the other 59% in general education.c We were
unable to obtain any data that showed the number of students in each of the ten centres. Data
about student enrolment by community of residence reflect the relative size of each community,
with the exception of Waswanipi, where the SRTVC is located. The following provides a
summary of the data collection activities
EXHIBIT 3-1: DATA COLLECTION IN CENTRES
Source
Current Students
Classroom instruction
Centre Administrators
Centre Consultants
Other Staff
Local Education Committee
All sources
*

a

b

c

Method
Questionnaire
Focus Group
Observation
Interview
Interview
Questionnaire
Interview

Number*
Act

Par

10
1
1
1
6
10
1
28

107
18
1
6
30
1
163

This columns displays the number of separate data collection activities (Act) and
participants (Par); the ‘Act’ number also reflects the number of centres involved in
each type of activity.

In this report, all recommendations are numbered consecutively, starting in Part 1. The last recommendation in
Part 2 was numbered R90; therefore, the first recommendation on adult education is numbered R91.
This logo features the sabtuan, the traditional Cree dwelling with two doors. One door symbolizes and respects
our traditions, including the traditional knowledge we have learned at the feet of our elders - the things we bring
with us when we come to learn. The other door represents new kinds of learning, and how the learning opens up
the future for people - and the knowledge we take with us out into the world.
These summary data were taken from the Sabtuan Clientele Study done by Econotech Inc. (see endnote 152).
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As shown in this exhibit, 28 data collection activities were carried out in ten centres,a involving
more than 160 participants.b When the small size of most centres is considered, the only serious
gap in data reflected in this exhibit is the absence of one consultant responsible for the day-today operation of two continuing education centres.c The collection of records and documents
was another story, however. These gaps will be identified in the sections that follow.
In other school boards in Québec, adult students are defined by their aged-based entitlement to
educational services: persons above the age of compulsory school attendanced have a right to
the educational services provided for by the Basic Adult Regulation or the Basic Vocational
Regulation. The Education Act that applies to the CSB does not include any such provisions.
Using the Ministry’s Budgetary Rules as a guide,153 we define adult students as persons
eligible for admission, 18 years of age or older, who are not registered as a youth student and
who are enrolled in a centre of the CSB.
In the Québec education system, vocational education constitutes a separate sector, distinct
from the youth and adult education sectors. In the CSB, only two sectors operate: youth and
adult. The latter provides all vocational education, including limited places for youth students.
This chapter therefore also deals with the provision of vocational education to any youth of the
CSB enrolled in one of its centres.
Adult education also creates opportunities to improve secondary education for youth by:
•

applying the lessons learned in adult education to make secondary education more
meaningful and motivating for students;

•

introducing vocational training to secondary
students by exploring various vocational fields,
creating opportunities for work-based learning, as
well as offering vocational courses and programs.

The school board’s
commitment to
Sabtuan is weak and
this impacts the level
of our services. Focus
is on the youth, but
many of these youth
end up in the adult
sector. We’re
unprepared for these
youth (Continuing
Education).

As stated in the introduction to this chapter, adult education
is an essential component in the continuum of life-long
learning. Keeping this continuum in mind is especially
important in the CSB. In our analysis of youth education,
we were naturally struck by the extremely high rate of dropouts and the important role of adult education in providing
an alternative path to success for many of these students.
However, this requires that adult education be accorded
the same priority of attention as youth education. Judging
by the statement cited in the text box, this is not happening.
Like so many other issues, we have uncovered in this
Review, making this happen will require a change in the organizational culture of the Board.

a

b

c
d

Following the convention established in Part 1, continuing education centres are identified by the number
assigned to their community: C01 Whapmagoostui; C02 Chisasibi; C03 Wemdinji; C04 Eastmain; C05 Nemaska;
C06 Waskaganish; C07 Mistissini; C08 Ouje-Bougoumou; C09 Waswanipi; C10 designates the SRVTC.
The one focus group with students and the one classroom observation were conducted at the SRVTC.
Questionnaires were supposed to be made available to all teachers and other staff members, though this did not
always happen. Interviews were envisaged for all administrators and consultants.
The number of consultant interviews reported (6) includes one consultant from the SRVTC.
According to the Public Education Act, s. 14, compulsory school attendance begins at 6 years and continues until
the end of the school year in which the student’s 16th birthday occurs or graduation, whichever occurs first.
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8.1

Student Results

In this performance theme, we posed the following question:
•

What results does the centre expect for its students and how effective is it in achieving
them?

This theme comprises three evaluative objects:
•
•
•

student engagement;
curricular learning; and
employment.

The standards used to evaluate each object are provided in each of the sub-sections that follow;
a summary of key findings, conclusions and recommendations can be found in section 2.1.4.

8.1.1 Student Engagement
The meaning of ‘engagement’ is the same for all students, youth or adult. “Engagement stands
for active involvement, commitment, and concentrated attention, in contrast to superficial
participation, apathy, or lack of interest.”154 However, before a student can be truly engaged, he
or she must be present in school: you cannot be actively involved in something you are not even
doing.
Student absences from school for perfectly legitimate reasons such as illness do not signify that
they are less engaged. However, when attendance levels are generally poor, this usually
indicates a lower level of engagement. When absenteeism becomes permanent, the student
has dropped out of school and has totally disengaged.
In adult education, the rules of compulsory school attendance do not apply. Adult students
choose to attend school thereby exhibiting some level of engagement; however, if they are
largely motivated by the payment of training allowances, their level of engagement may be quite
superficial. While a vote of ‘non-confidence’ in school by youth students may be manifested by
staying in school but simply ‘tuning out,’ adult students tend to ‘vote with their feet’ - when they
become disengaged, they leave.
Performance Standard


Students attend centre regularly and take an active part in learning and related activities.

With one exception, we were not able to obtain any data from Continuing Education that
enabled us to measure or even estimate either student attendance or the drop-out rates in adult
courses and programs. The exception comes from data from the Sabtuan Clientele Study which
shows the number of courses excluded from their dataset of course results. The reason given
for these exclusions are case where students did not have a grade recorded, other than
‘withdrawn’, for at least one course during that year.155
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Based on the Econotech report, these registrations account for 9% of the total number.
However, it appears that an additional 6% of course registrations do not end in a recorded exam
mark and 14% of exams are blank. When these numbers are added, the percentage of cases
where courses are not completed rises to 28%. This adjusted percentage accounts for almost
all of the students who do not receive a passing mark,a suggesting that the prospect of failure
causes students to simply disengage from
learning.

Q: To what extent do students take
an active part in learning and
related activities?

In one interview at Continuing Education
we were told that attendance was
problematic, that when students found a
job, they simply quit the course. The written
A: Is this a joke? No, they don’t
submission from the Department was even
(Continuing Education).
more revealing (see text box). This
statement is a sad comment both on
student engagement and the attitude of the Department.

The questionnaire completed by centre staff asked respondents to state their level of agreement
with three statements about student engagement. The following provides their responses across
all centres.
EXHIBIT 3-2: CENTRE STAFF RATING OF STUDENT ENGAGEMENT
Items
1. Students are motivated to succeed.
2. Students complete work assigned to them.
3. Students are able to work independently.
*

Rating*

N
26
23
25

1

2

3

4

0%
0%
4%

35%
48%
32%

54%
35%
60%

12%
17%
4%

Each item was rated on a four-point likert scale, where 1= Strongly Disagree; 2=Disagree; 3=Agree;
4=Strongly Agree; N=number of respondents.

As shown in this exhibit, most response were in the middle. A small majority agree that students
are motivated and can work independently, while only a minority claim that students complete
assigned work.b Given the small number of respondents
Q: How is student
and the preponderance of mid-range scores, nothing
definitive can be concluded from these data.
attendance?
We collected some qualitative data from students,
consultants, teachers and other staff:
Q: Do you have good attendance? Are they
engaged in their learning?

A: They have good
intentions but they
don’t follow through
(Centre consultant).

A: I don’t think so. For the majority, attendance is not very good. I find that there are a
lot that register at the beginning of the year. Classes are usually full for a while but
then they drop out or sometimes they don’t even show up to the class. They have
good intentions but they don’t follow through (Centre consultant).
Attendance is a big problem in this centre (Centre consultant).

a
b

See discussion on curricular learning beginning on page 169.
The average response to these three items (max=4) was: #1:2.77 ; #2: 2.70; #3: 2.64.
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As an adult learner, I
learn more than I did
in regular school. I’m
really interested in
what I’m taking now
(Adult student).
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I made my own plans to go to school and I am
pleased when I finish at the end of the day. I follow
my schedule that I was given (Adult student).
As an adult learner, I think I learn more than I did in
regular school. I’m really interested in what I’m
taking now. I want to learn more (Adult student).

This year has been a big improvement from the
past years. Students are serious about their studies
and they are attending classes on a consistent basis (Centre consultant).
In the absence of any quantitative data and the small number of interviewees and respondents
to questionnaires, it is not possible to say to what extent attendance or true engagement in
learning is a serious problem. There are obviously cases where students are motivated, attend
regularly and make the most of the opportunities provided by Continuing Education. However,
the anecdotal evidence we did manage to collect leads us to conclude that problems relating to
attendance and engagement in learning are widespread.
We have been told, for example, that student attendance is sporadic and that there is a
reluctance on the part of the Centre/Board administrators to do anything about it. In many
courses, attendance drops so low that the course is not viable but it is not cancelled. Obviously
it this drop occurs late in the course then it is unfair to those students who have persisted to
cancel the course. However, one is left wondering: How many courses are allowed to start and
continue where it is obvious from the beginning that the course is not viable?
We were informed that in the past the allowances students received from Cree Human
Resources Development [CHRD] were not affected by absences. If motivation is tied to money
then such policy and practice is extremely counter-productive. We understand that this policy
has changed but again, in the absence of data, we cannot say to what extent.
It would be gratifying to think that adult students return to school for the love of learning.
Experience in other jurisdictions tells us that opportunities for employment is a more usual
motivating factor. Unfortunately, immediate employment opportunities compete with those that
take longer to achieve, even if the latter are potentially better. Some students in the CSB thus
abandon their studies when they find a job that pays more than the allowance they receive. In
many cases, it seems, the prospect of a better job in the future loses out to a higher wage now.
It also appears as if the culture of dependency that we discussed in Part 1,a has a role to play in
explaining low levels of attendance and engagement
among adults:
Students view adult education as a last resort.
They realize they need education but in the Cree
world you don’t always need an education to move
ahead (Board administrator).

Students rely on the
system; there is a
mentality of dependence
(Centre consultant).

Students here are always dependent on the
system. They are always sure that the system will to come to their assistance. They
have been conditioned to this attitude since childhood. Their parents depend on the
Band Office. If they don’t pay an invoice, the Band Office will pay it for them. They are
never evicted from their houses, even if they do not pay the rent. The situation is

a

See section 2.1.1 in Part 1, Overview, Context & Mission.
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serious; they are on social assistance. The system will always support them. This is
where the problem truly resides; there is a mentality of dependence (Centre consultant).
EXHIBIT 3-3: INCREASES IN GRADUATION
RATES
120%
100%
80%
6 Years

60%

7 Years

40%
20%

In our analysis of student results in the youth sector,a
we looked at data on graduation rates which are
normally measured five years after a group of students
(called a ‘cohort’) enters secondary school. We
observed that in the past, the graduation rate in the
CSB was much higher when measured after six or
seven years. As shown in Exhibit 3-3, the graduation
rate of the 1998 cohort (C1998) increased by
approximately 60% after six years and by almost 120%
after seven years.b

0%

Therefore, some students unable to obtain a diploma in
five years, were successful given an additional year or
two. Many of these students found that path to success in continuing education.
C 1998

C 1999

C 2000

Unfortunately, according to the data we have, this tendency to take longer but persevere until a
diploma is obtained seems to have almost disappeared in recent years. As shown in Exhibit 3-3,
the graduation rate of the 1999 cohort (C1999) increased by less than 40% after six years and
by approximately 50% after seven years. Even more discouraging is the fact that the increase
after six years for the 2000 cohort (C2000) has dropped to less than 20%.c
In other words, rather than taking longer to complete high schools, students are now simply
dropping out - and staying out. As we stated in our analysis in Part 2, additional time to
complete secondary schooling is most likely to be advantageous when:
•
•
•

students are motivated to continue or return to school;
conditions provided by the school board are supportive for such continued study; or
some combination of the two.

We cannot say with certainty what factors are actually at play here. However, our working
hypothesis is that adult students are less motivated and supportive conditions in continuing
education have deteriorated. Further study is required to determine why this is happening and
what should be done to reverse this trend.

a
b

c

See section 4.2.1 in Part 2, Educating Youth in the CSB.
These rates of increase are calculated by comparing the graduation rates after 5 years and 6 or more years.
Thus, for C1998, the rate after 5 years was 17.9%; the rate after 6 years was 28.8%, for a difference of 10.9%
(28.9-17.9). To determine the ‘percentage increase’ as used in Exhibit 3-3, one simply divides the increase (10.9)
by the original rate (17.9) multiplied by 100: (10.9÷17.9) x 100=60.9%.
The data for the increase after 7 years are not yet available.
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8.1.2 Curricular Learning
Curricular learning for adults, as for youth students,a consists in mastering the competencies
envisaged by the curriculum for general or vocational education. Enhanced literacy, numeracy
and problem solving skills figure high among the goals of adult learners:
•

Prose literacy – the knowledge and skills needed to understand and use information
from texts including editorials, news stories, brochures and instruction manuals.

•

Document literacy – the knowledge and skills required to locate and use information
contained in various formats, including job applications, payroll forms, transportation
schedules, maps, tables and charts.

•

Numeracy – the knowledge and skills required to effectively manage the mathematical
demands of diverse situations.

•

Problem solving – problem solving involves goal-directed thinking and action in
situations for which no routine solutions exist....156

Adult students often discover that what passed for literacy or numeracy when they were in
school is no longer sufficient. Expectations of society in general and employers in particular
have risen in recent years and will no doubt continue to rise, hence the need for life-long
learning.
Performance Standard


Students demonstrate mastery of the required competencies specified in the curriculum for their
training program or course.

The Sabtuan Clientele Study compiled data on
adult student success for a thirteen year period:
1994-95 to 2006-07. They report an average
success rate of 75% for vocational courses, 78%
for general education courses and 76% overall.b
However, there is considerable variance in the
pass rate from year to year, from a high of 96% in
1996-97 to 17% in 2006-07.

EXHIBIT 3-4: SUCCESS RATES IN VOCATIONAL &
GENERAL EDUCATION, 1995-2007
100%
90%
80%
70%
60%
50%
Vocational

General Ed

It is interesting to note that of the remaining
percentage (24% overall) only 2% is accounted
for by failing grades. The remainder are either blank or ‘other’ which we surmise reflect
withdrawals of students who wrote at least one exam. When other withdrawals are included
(students who wrote no exams), the pass rate drops to 70%; the 2% failure rate remains
constant and blanks and presumed withdrawals rise to 28%.c
The Sabtuan Clientele Study includes pass rates by subject (e.g. French) but does not indicate
the level (e.g. secondary IV). No data on course marks are provided so no other quantitative
analysis on student results was possible.

a
b

c

See section 4.2 in Part 2, Educating Youth in the CSB.
These figures drop to 70% in each case, when registrations excluded from the dataset are included (see
discussion in previous section on the Econotech report).
Details about these data are included in Exhibits C-34 to C-36, Appendix C.
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The questionnaire completed by centre staff asked respondents to state their level of agreement
with the following statement about student learning: “Students successfully complete the
courses and programs in which they are enrolled.” Respondents are less optimistic about this
item than they were about student engagement, with only 42% agreeing that students would
successfully complete their courses.a
We attempted to collect qualitative data from students, consultants, teachers and other staff
about student learning but did not receive any input on this theme.

8.1.3 Employment
Although employment is usually considered a longer term goal of youth education, it is often an
immediate outcome sought by adult students. UNESCO and the International Labour
Organization [ILO] state that technical and vocational education should provide the foundation
for employment; more specifically it should:
lead to the acquisition of broad knowledge and generic skills applicable to a number of
occupations within a given field so that the individual is not limited in his/her choice of occupation
and is able to transfer from one field to another during his/her working life;
at the same time offer both a thorough and specialized preparation for initial employment,
including self-employment, and also training within employment; [and]
provide the background in terms of knowledge, skills and attitudes for continuing education at any
point in the individual’s working.157

In accordance with this vision, although adult education is directly linked to specific employment
opportunities, it always has a ‘wider agenda’ to prepare students for further learning and
changes in employment over a lifetime. The link between learning and employment also reflects
the importance of adult education in local and regional development,158 a linkage that is well
recognized in Québec.b
Performance Standard


Students seeking employment in a chosen field obtain such a post within two years of graduation.

The questionnaire completed by centre staff asked respondents to state their level of agreement
with the following statement about student learning: “Upon completion of their studies, students
are prepared for further education and employment.” Respondents are slightly more optimistic
about employment than they were about course completion, with 54% agreeing and 27%
strongly agreeing with this statement.c
Once again, the qualitative data collected from students, consultants, teachers and other staff
did not provide any insights on this theme beyond vague generalities. When we asked one
Board administrator about the level of results students had in finding employment, the reply
was: Yes, it’s very good.

a
b

c

The average response to this item (max=4) was 2.38.
Government policy on regionalization - increased decision-making authority to local and regional bodies - fosters
the collaboration of educational institutions with employers and various regional agencies. A recent brief of the
Conseil supérieur entitled, Adult Education: A Partner in Local and Regional Development (see endnote 158),
provides a through discussion of the linkages between education and development, including eleven specific
recommendations for policy and practice.
The average response to this item (max=4) was 3.00.
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8.1.4 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
adult student learning meets the stated standards:
¾ Students attend centre regularly and take an active part in learning and related activities.
¾ Students demonstrate mastery of the required competencies specified in the curriculum
for their training program or course.
¾ Students seeking employment in chosen field obtain such a post within two years of
graduation.
We know from anecdotal comments that student attendance is very problematic: They have
good intentions but they don’t follow through, said one consultant. Unfortunately, the Continuing
Education Department was unable to produce any data about attendance or other student
results, except for those found in the preliminary version of one external study.
The data we had gathered from the youth sector showed the importance of additional time for
students to obtain a secondary school diploma, time that is often spent in continuing education.
Unfortunately, this analysis also showed that increased graduation rates after six and seven
years (as opposed to the standard five years to complete secondary school) has been
diminishing. To us, this means that that adult students are less motivated and supportive
conditions in continuing education have deteriorated.
The only data we were able to collect on student success in continuing education came from the
Sabtuan Clientele Study. It reports an average success rate of 76% for general and vocational
courses. However, these rates considerably over time, from a high of 96% in 1996-97 to 17% in
2006-07. We have no data on employment.
Anecdotal comments from students, administrators, consultants and other staff provided limited
data about student results. However, they tended to suggest that adult students are not highly
motivated and are more interested in the immediate benefits of attending school, especially a
training allowance, than investing time and effort in their own futures. It has been stated that this
is due to a culture of dependence and an expectation that the system will look after them,
whether they expend any effort or not.
The only conclusion we can draw on the basis of the data we collected is the need for accurate
data on and subsequent analysis of student results in relation to student engagement; curricular
learning; and employment. The fact that Continuing Education does not possess such data will
be dealt with under monitoring and evaluation in section 10.3.4. Accordingly, we recommend:
R64 THAT the Board undertake a thorough analysis of adult student results in relation to
student engagement; curricular learning; and employment.
R65 THAT the findings of the study referred to in recommendation 64, as well as the
input arising from other recommendations of this report, be used to develop and
implement an action plan to build the capacity and performance of adult education
centres to achieve high levels of student results.
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8.2

Training & Other Services

In this performance theme, we posed the following question:
•

How successful is the centre in providing quality training and other services to its
students?

This theme comprises four evaluative objects:
•
•
•
•

curriculum;
teaching;
instructional resources; and
student services.

The standards used to evaluate each object are provided in each of the sub-sections that follow;
a summary of key findings, conclusions and recommendations can be found in section 8.2.5.

8.2.1 Curriculum
The purpose of the final strand of A New Direction for Success, the ministerial plan for the
reform of education in Québec, was to provide better access to continuing education.159 This
policy strand was taken forward in the Government Policy on Adult Education and Continuing
Education and Training,160 and the accompanying plan of action.161
The policy is clearly inspired by the Hamburg Declaration on Adult Education, referred to earlier
in this report. Four policy directions are identified: providing basic education for adults; continual
upgrading of adults’ competencies; recognizing prior learning; and, removing obstacles to
access and perseverance. Overall, the policy emphasizes the importance of coordinated and
concerted action.a
Basic education no longer refers to simple literacy and numeracy but to the completion of
secondary studies in general education or vocational training. The Policy on the Evaluation of
Learning, referred to earlier for the youth sector, also applies to adult education.162
Courses of study for adult general education include a basic literacy and numeracy program and
the individual courses of study leading to secondary school diploma. Details on course offerings
can be found in The Basics of the Basic Regulation, an information document published by
MELS.163 The curriculum for adult general education courses is undergoing a major reform, for
which a provisional framework has been published.164 Ministerial courses of study are
complemented by local programs for adult education.165
Performance Standard


The curriculum being taught fulfills the requirements mandated for training program or course and is
appropriate for students at that level.

a

“Adult education and continuing education and training in Québec, viewed as a broad system, is characterized by
a complex set of mechanisms and subsystems that respond to diverse learning situations, make it possible to
attain a variety of objectives, and comprise a multitude of different players. Furthermore, the roles and
responsibilities of the players intersect and often overlap, even within a single organization. This diversity has
certain advantages; however, coherence, synergy and complementarity in the actions of different partners are
essential conditions for meeting some crucial challenges in adult education and continuing education and
training” (endnote 160, p. 31).
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The questionnaire completed by centre staff asked respondents to state their level of agreement
with the following statement about course offerings: “The centre provides an appropriate offering
of courses and programs to meet student needs.” Respondents gave their highest rating to the
appropriateness of course offerings, with 50% agreeing and 32% strongly agreeing with this
statement.a
As a general rule, feedback from students, consultants, teachers and other staff did not deal
with curriculum. However, a teacher in one community whom we met, was quite concerned that
various courses of study in the area of personal and social development, namely the PRS series
of courses, were no longer available. in his words:
These programs of study are most essential and beneficial to the Cree community of
adult learners and all efforts should be taken to provide them from [the Ministry] that has
them in its archives.
We did not have the opportunity to follow up on this query with Ministry officials. However, we
did examine the Ministry information document on adult education courses. It makes no
reference to these particular courses (past or present); however, such courses would appear to
be treated under Social Integration Services. These services are intended for adults who have
limitations of a social nature or related to learning; or who have intellectual, sensory, physical,
psychological or emotional impairments. Any such courses “do not involve attending a class and
no credits are assigned to them.”166
Another teacher suggested that there was a need for curriculum that would be relevant and
stimulating to adult Cree students. This comment came in a written questionnaire without any
elaboration. However, we assume that it reflects the fact that provincial courses and programs
are used without, it seems, any attempt on the part of the CSB, to adapt them for their students.
It was beyond the scope of this Review to analyze Ministry curriculum documents. However,
with two reservations, it does not seem to be a major issue. The reservations concern the
apparent inability of Continuing Education to keep up with changes in Ministry courses, and the
allocation of course offerings in each community. Both issues will be discussed in section 2.4.1.

8.2.2 Teaching
The general notions about effective classroom instruction are the same for youth and adult
education - good teaching is good teaching. As we stated in Part 2, the two essential
dimensions of teaching are the personal and the professional. The personal relationships
between teachers and students create the conditions of trust and respect that are necessary,
but not sufficient, conditions for learning. As professionals, teachers are expected to be
knowledgeable about their subject areas as well as the art and science of teaching.
However, the above generalizations about teaching are not meant to detract from the important
characteristics of adult learning, often termed andragogy in Québec.b The andragogical
approach is intended to help adults:

a
b



set their priorities;



develop occupational objectives based on their limitations, abilities and the socioeconomic
context, and to make the required compromises and choices;

The average response to this item (max=4) was 3.11.
Andragogy has been defined as: “The science and practice dealing with educational activities for adults, both in
school and related environments (e.g. community, workplace). The learning processes and the content of the
training are a function of the adult’s development, the elements that characterize him or her, as well as his or her
social, family, economic, occupational and personal situation” (see endnote 163, p. 1.2).
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become aware of their personal, educational and occupational achievements;



gain a better understanding of themselves in terms of their current and future employment
opportunities and of their social and cultural roles; and



assume responsibility for their training process.167
Performance Standard

•

Teaching meets the following criteria:
◊

teaching reflects teacher mastery of subject area and planning of lessons;

◊

teaching methods and organizational strategies match curricular objectives and needs of
students; and

◊

student work is assessed thoroughly, constructively and consistently.

We were not able to observe classroom instruction and saw only one shop class in progress at
the SRTVC, where we did see a teaching working with students individually on their projects.
However, we did get glimpses of what went on in classrooms.
As is often the practice in adult education, the CSB employs a modular teaching approach that
relies on students working through course content independently. In theory, this allows students
to work at their own pace and allows for a mixture of students at different levels in one class. It
requires considerable individualized
assistance on the part of the teacher.

Adult students have very poor reading
skills, yet Continuing Education
expects them to work through course
material on their own.

This approach may not be appropriate
for those who have experienced
considerable difficulty in school and
do not have the study skills and selfdiscipline required to succeed. Based
on our analysis of youth education we
would suggest that the vast majority of
continuing education students have very low levels of literacy. We very much doubt that they
can easily read or adequately understand the material in the modules. They are written for those
able to function in English (or French) as a language of instruction, not for second-language
learners. Simply allowing students to proceed on their own seems like a recipe for failure.
In such cases, teachers must adapt their teaching strategies and promote students’ acquiring
increasing levels of autonomy and responsibility for their own learning.168 Adult students
recognize this. In response to being asked
to list three main ways the centre helped
Teachers need to devote 100% of
them to achieve their goals as an adult
their time and energy to teaching
learner, several responded:
My instructor is always there to help me
with my school work.
To have a teacher who put his students
first even if it means going beyond his
contract.

and motivation. If we are to keep
our students we must be
animated and enthusiastic on a
daily basis so our students will
want to continue attending
classes (Teacher).

There are always teachers to help.
Not surprisingly, some anecdotal comments from centre consultants indicated that not all
teaching was up to standard. We cannot say to what extent teachers are engaged in their
teaching, or the extent to which students are left on their own. Given the small number of
students in each community and the extensive use of self-directed learning materials, the Board
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would be well-advised to determine whether their current model of classroom teaching is the
most effective way of providing instructional services.
On the one extreme, consider a situation where a teacher has 15 students who attend regularly,
and he or she provides individual help to each of these students every class. On the other
extreme, imagine a situation where a teacher has 5 students who attend sporadically, and he or
she provides little individual help to even these few students. In the first case, the model would
seem to be an efficient use of resources. In the second hypothetical example, the students
might as well be working at home.
Continuing Education is aware of this situation, as evidenced by the following exchange with
one administrator:
Q: Do you ever get to go and observe teachers teach in these Centres?
A: Sometimes but when you go in the class, students are doing their own thing.
Q: They’re just sitting there working on their own?
A: Yes because it’s individualized learning.
Q: There’s no teaching that you can observe?
A: That’s right.
We asked another administrator about the quality of classroom teaching:
Well, I’d say that, out of the 8 programs that we’ve done so far, maybe 5 are doing very
well. Maybe there’s one that’s doing average and one or two that could with do a lot of
improvement. In one classroom, I found that the teacher doesn’t teach. He or she does
work mostly in the corner and the students are here in the shop [mechanics course].
We regret not having had the time to spend observing classroom instruction. Unless teachers
are helping students to learn, then there is little point in providing on-site classes. Clearly, this is
another area which requires detailed follow-up.
One alternative that should be considered is distance education, with on-line tutoring,
complemented by on-site services. This approach may enable the Board to reach more
students more efficiently. However, if the tutoring and other services are not adequate, then
students will simply relive the frustration they experienced as youth in school and drop out.

8.2.3 Instructional Resources
Once again, parallels between adult and youth education are obvious, each requiring the
human, financial and other resources to provide the education that students are seeking.
Performance Standard
•

Instructional resources meet the following criteria:
◊

teachers and other human resources have appropriate qualifications, experience and aptitudes;

◊

classrooms and other instructional facilities are adequate in terms of size, furnishings and
environment;

◊

textbooks and other teaching materials as required for the curriculum are provided;

◊

other resources to enhance instruction are provided.
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We gathered feedback from students, consultants, teachers and other staff about instructional
resources. We received some input on teachers to which we have already made reference in
the previous section. Most of the input focused on facilities and course materials.
Although we speak of ‘centres’ in this report as if they were the continuing education equivalent
of a school, with one exception, this is not an accurate image. Other than the SRVTC, which we
will discuss below, the continuing education ‘centres’ of the Board generally designate a point of
service rather than a distinct facility.
In some communities, continuing education has an office in the local school; in others there is
an office in a separate building that does not belong to the Board. In most cases, classes are
offered in classrooms of the local school but some continuing education classes are offered in
trailers stationed on school property. Some specialized shop courses are offered in other
facilities in the community.
In no community, is there a facility that continuing education can truly call its own. Because of
the size of the operation in each
community, it is simply not feasible to
We don’t have our own building.
We don’t have access to the library. have such a facility. Continuing
education is therefore forced to
We don’t have access to the
‘scrounge’ for classroom space, office
computer room (Student).
space, storage space, and so forth.
This situation is not unique to the CSB. Fully constituted adult education centres can be found in
some school boards in Québec, especially urban Francophone boards. They are also more
common now that vocational education operates as a separate sector for both youth and adult
students together. However, in many boards, especially small, rural Anglophone boards, adult
education is usually housed in secondary schools and other rented facilities.
Almost everyone we spoke to about continuing education talked about the lack of appropriate
facilities, as well as the lack of enough facilities, appropriate or otherwise. Each centre faces two
perennial problems that are found in every jurisdiction: first, the uncertainty of requirements for
facilities; and second, the time during which they are required.
Although program offerings change from time to time in secondary schools, they are relatively
stable over time. In continuing education, they vary a great deal, as they depend on fluctuating
demands for one type of course for another. Not only do these demands vary from one year to
the next but they are often not known long in advance. When continuing education can offer
courses in the evening, the use of secondary school facilities seems to be an obvious solution.
Unfortunately, this does not always work as well as one might expect.
We have feedback about some schools where this sharing of facilities works well but others
where it does not. In some cases, the problem
is simply that there is not enough space to
If we had facilities then I
accommodate both youth and adults. In others,
wouldn’t be scrambling all over
the school seems unwilling to cooperate. In
the place to find a location.
these situations, continuing education rightly
feels like a ‘poor cousin’ with no real status
Just to get classrooms at the
within the local educational community. We
school, I have to get
have also heard from students that they are
permission from the Principal
regularly displaced from the facilities they are
and the teachers (Centre
using to make way for school events. The
message is clear: continuing education comes
consultant).
last, if at all.
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The second issue raised above - time - refers first to the fact that continuing education courses
often need to be scheduled during the day. Classrooms and other facilities are not generally
available at this time. Second, the time span of adult courses does not coincide with the school
year. They might start and end at any time during the tear. Moreover, some schools,
understandably, are very reluctant to have adult students in the school when youth students,
especially younger ones are present.
We mentioned at the beginning of this section that the SRVTC was an exception to the situation
prevailing in other communities with regard to instructional facilities. This centre is the only selfcontained facility for adult education in the Board. It is well equipped; in fact, we were told that
the facilities are not a problem but the capacity to use them is:
The classrooms and facilities and equipment here are really up-to-date. They’re modern.
It’s just that somebody has to come in here and show the teachers exactly how to use
this up-to-date machinery. It’s used at times but not to it’s full capacity.
We were not able to do any detailed analysis of this facility. However, the one obvious problem
that we did see was its location. As with the location of the Educational Services Department in
Chisasibi, we could discover no pedagogical or administrative reason for locating the SRVTC in
Waswanipi. The community is small and isolated, with no infrastructure. As we were told:
Q: What’s it like having the SRVTC here in Waswanipi?
A: Waswanipi is not an ideal location for a vocational centre. There are no facilities
here: no hotel, no restaurant, no hardware store. You can’t even buy a hammer or a
paint brush. Half the time there is no gasoline.
Q: This sounds like a strange place to have chosen.
A: Yes it’s a strange place but a beautiful place - beautiful for hunting moose.
Once again, we are forced to conclude that politics, not the best interests of students, dictated
the choice of this community. It is unfortunate when bad decisions are made for good reasons. It
is tragic when they are made for bad reasons, especially when they cannot, for all practical
purposes, be changed. As will be discussed in section 8.3.2 under leadership and planning, the
SRVTC ought to be playing a major role in vocational education in the Board, a role that is
rendered extremely difficult in its present location.
The problem of facilities extends beyond the school, namely to residential facilities. In some
cases, continuing education can find instructors locally. In many cases, however, it must import
them from outside the community. This, in turn, requires accommodation for the teacher. We
witnessed this problem first hand in one community where a teacher arrived only to find she had
no place to stay:
The CEA refused to provide housing, saying it was being held for a youth sector teacher
and here we had the secretarial studies teacher who was living at the hotel.
The priority is to provide housing to the youth sector teachers and then we are given
whatever’s left and most of the time, the housing I’m left with is substandard. And if they
don’t have any and the youth sector occupies all the Cree School Board units, I have to
go to the Band. Most of the time, the Band says we don’t have any and even if they do,
again, they are substandard units. So there are times when I have to delay a teacher’s
arrival because of that. I’ve actually had a teacher who, although he didn’t say so, I
strongly believe that he quit as a result of substandard housing.
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We recognize both the depth of the problems regarding facilities and the difficulty in dealing
them. This is clearly not a case where one could say to the Board - ‘Just do it. ‘ However, we do
conclude that not enough serious attention has been paid to the issue of centre and residential
facilities for continuing education and that this shortcoming needs to be properly addressed. We
also conclude that while some solutions may take time to develop and implement, there are
some that could be done immediately.
The most obvious one is ensuring that, under present administrative arrangements,a the CEA is
made to realize that continuing education is a part of the Board’s mainstream operation, not a
sideline that is only considered if convenient.
The other issue on instructional resources on which we received considerable comment was
course materials, namely having appropriate materials provided in a timely fashion. Several
students, when asked to list three main barriers that get in their way, or make it more difficult to
achieve their goals, said:
Not enough books.
Not having the material when we start
the course.

In my years as an Education
Consultant for Sabtuan, not one
community based vocational
courses has started with adequate
materials at the beginning of the
program (Centre consultant).

The questionnaire completed by centre
staff asked respondents to state their level
of agreement with the following statement
about resources: “The centre has
adequate facilities and other resources for the courses and programs it offers” the average
respondent rating of resources was lower that their rating of course offerings but higher than
that given for other services. A total of 32% agreed and 29% strongly agreed that the centre had
adequate facilities and other resources.b The comments provided by staff voiced similar
concerns to those raised by students.
Administrators talked about the problems with the Board office in Mistissini for processing
orders. By contrast, the Board office stated that it was not uncommon for continuing education
to order supplies at the last minute:
Continuing Education came to see me one day, it was 4:00 pm, and I was told – buy me
$37,000 worth of wood for a carpentry course – for tomorrow morning – all that for the
supply and delivery - or the course will be cancelled.
Many requisitions come from centres to Material Resources to order things, but they
have no money in their budget. They don’t even check.
We encountered similar stories in the youth sector, with the schools and Administrative Services
blaming each other for problems, delays, etc.c We do not pretend to have got to the bottom of
these problems, let alone been able to identify causes and solutions. However, we can safely
conclude that the problem is real and must be addressed.

a

b
c

As presented in sections 5.2.1 and 5.3 in Part 2, the CEA and the principal have shared responsibility for the
administration of the school. In particular, the CEA is responsible for much of the management of resources,
including school and residential facilities.
The average response to this item (max=4) was 2.82.
See sections 3.2 in Part 2 and chapter 11 in Part 4.
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8.2.4 Complementary Services
The Basic Adult Regulation subdivides educational services into three categories: training,
complementary services and popular education (which does not concern us in this report).
Training is subdivided into instructional and orientation services. We omit any mention of
‘training’ and include orientation services with complementary services. However, although
some adult instructional services might appear to the reader to belong under complementary
services, they are treated as instructional services as defined in the Basic Adult Regulation, to
reflect the realities of adult versus youth education, as illustrated in this text box.169

INSTRUCTIONAL SERVICES IN ADULT EDUCATION

Complementary services contribute to the overall mission of adult education.a They are framed
in terms of three types of services each with its own purpose:

a

•

Reception and referral services, in addition to admission and enrolment procedures,
provide the gateway to adult education services, other agencies and job market
opportunities.

•

Orientation services enable adults to establish a learning plan following reception and
referral services, taking into account their personal and work experience and their goals;
and explore the paths and resources available in order to carry out their learning plan in
keeping with their learning profile;

•

Student services are designed to provide adults in training programs with support
regarding their personal and social conditions; they include services that provide
information about community.

This mission, stated in Basic Adult Regulation, s. 1, is to enable adults to become increasingly autonomous; to
facilitate the social and vocational integration of adults; to help adults enter and remain in the job market; to
enable adults to contribute to the economic, social and cultural development of their community; and to enable
adults to acquire learning that is certified by the Minister.
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Performance Standard



Complementary services are designed to provide students with conditions that support their learning
and personal development.

The questionnaire completed by centre staff asked respondents to state their level of agreement
with the following statement about complementary services: “The centre provides other services
that meet student needs.” In contrast to the appropriateness of course offerings, respondents
gave their lowest rating to the level of other services provided to adult students with only 36%
agreeing and 11% strongly agreeing with this statement.a
Even this level of agreement was surprising because when we asked centre consultants about
complementary services, the response everywhere was the same: There are none. We
therefore conclude that the positive responses mentioned above refer to assistance provided by
teachers or the centre consultant.
In the written submission from Continuing Education, we were informed of the following:
The Board passed a resolution that would
guarantee Sabtuan’s student clientele access
to youth sector guidance counsellors. The
reality is that few students have successfully
accessed these services, because the youth
sector students are first priority.
Given this reality, it is not surprising that we had
heard nothing about this possibility when visiting
schools and centres. This appears to be another
example of a good intentions leading nowhere
because there is no communication, accountability
or follow-up.

Our people have been
accustomed to this welfare
way of thinking. My father
used to tell me when I was a
kid, don’t rely on anybody to
survive. He used to tell me,
gain the skills that you need
to survive but dependence is
like a sickness (External
stakeholder).

Given the integral importance of complementary services in the overall framework for adult
learning, this situation needs to be remedied as quickly as possible. It is here that the
disappearance of courses for social and personal learning raised by the teacher cited earlier
could be addressed.
The SRVTC provides a residence and a cafeteria for students and their dependents, all at no
cost. However, for some students, even this provision is not enough. For example, one
complained that there were not enough activities for their children, that they had to entertain
them. Another complained that there was no provision to get children to and from day care.
There are rules for students to follow in the residences, including no alcohol or smoking but
enforcement is problematic. We have been told that when the administration attempts to enforce
the rules they are countermanded by Continuing Education at head office. This happens, even
though the rules originate in Board policy.
In addition to services associated with its residence, the SRVTC provides limited
complementary services:
We have our Student Affairs Technician, our SAT, and she provides counselling to students who
have problems with their attendance, their school work, or, sometimes, with their personal lives,
budgets, whatever it is. She’s the one that usually counsels them. She meets them on a private
basis and they sit down and talk about it.

a

The average response to this item (max=4) was 2.50.
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Apparently, the SAT also helps organize extra-curricular activities for students after-school and
on weekends. The SRVTC would like to see other services provided, such as psychological
counselling, but there are no plans to do so.

8.2.5 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
training and other services for adult students meet the stated standards:
¾ The curriculum being taught fulfills the requirements mandated for training program or
course and is appropriate for students at that level.
¾ Teaching meets the following criteria:
♦ teaching reflects teacher mastery of subject area and planning of lessons;
♦ teaching methods and organizational strategies match curricular objectives and
needs of students; and
♦ student work is assessed thoroughly, constructively and consistently.
¾ Instructional resources meet the following criteria:
♦ teachers and other human resources have appropriate qualifications, experience and
aptitudes;
♦ classrooms and other instructional facilities are adequate in terms of size, furnishings
and environment;
♦ textbooks and other teaching materials as required for the curriculum are provided;
and
♦ other resources to enhance instruction are provided.
¾ Complementary services are designed to provide students with conditions that support
their learning and personal development.
Curriculum does not seem to be a major issue. However, one teacher suggested that there was
a need for curriculum that would be relevant and stimulating to adult Cree students.
As is often done in adult education, the CSB uses modular teaching where students work
through course content independently.
Adult students have very poor reading We have questioned the desirability of
this approach. First, based on our
skills, yet Continuing Education
analysis of youth education we would
expects them to work through course
suggest that the vast majority of
continuing education students have
material on their own.
very low levels of reading skills. We
doubt that they can easily read or
adequately understand the material in the modules, which are first, not second, language
learners. Simply allowing students to proceed on their own seems like a recipe for failure.
Second, distance education may be a preferable alternative, if teachers are providing little
actual assistance during class. We have some anecdotal evidence that suggest this may well be

182

The CAFSI Report

the case in many classes. However, for students to succeed, distance education must
include tutoring and other support services.
Although we treat centres as the equivalent of schools in the youth sector, they are better
thought of as a point of service rather than a distinct facility. With the exception of the SRVTC,
facilities are a major issue in every centre. There is a lack of space for classrooms, shops,
offices and storage. Furthermore, the lack of residential facilities for staff is a serious
impediment to the capacity of centres to offer a range of courses.
By contrast, the facilities of the SRVTC are state-of-the-art. However, there is a lack of capacity
to make complete use of them. The most serious problem is the location of the SRVTC in a
small and isolated community, with no infrastructure. It seems that, as with the location of the
Educational Services Department in Chisasibi, politics, not pedagogy, decided the location.
The other instructional resource issue on which we received considerable comment was course
materials, namely having appropriate materials provide in a timely fashion. As observed in the
youth sector, Administrative Services and the centres have very different views on the cause of
the problem. The one thing we are sure of is that the problem is real and must be addressed.
Complementary services are minimal in the SRVTC and non-existent elsewhere. Given the
integral importance of these services in the overall framework for adult learning, this situation
needs to be remedied as quickly as possible. Such services could also deal with the
disappearance of courses for social and personal learning raised by one teacher.
Based on the foregoing analysis, we recommend:
R66 THAT the Board thoroughly review current teaching practice in every one of its
centres with a view to determining whether students are receiving the level of
instructional services they need.
R67 THAT the Board investigate the use of distance education as an alternative means
for delivering some continuing education courses, provided that tutoring and other
support services are offered.
R68 THAT the Board, in collaboration with centre consultants, teachers and others,
undertake a thorough needs assessment of both instructional and residential
facilities for continuing education, with a view to developing a comprehensive
improvement plan.
R69 THAT the Board, in collaboration with centre consultants, teachers and others,
complete a needs assessment of the instructional resources required to meet the
needs of students in different upgrading and vocational programs.
R70 THAT the Board, in collaboration with centre consultants, teachers and others,
undertake a thorough needs assessment of complementary services, determine
what must be done to meet these needs and implement an action plan to do so.
R71 THAT the Board develop and implement an action plan to build the capacity and
performance of adult education centres to deliver quality services to their students.

Part 3, Adult Education

183

8.3

Centre Support for Learning

In this performance theme, we posed the following question:
•

How successful is the centre in providing other means to support learning?

In our work plan, this theme comprised five evaluative objects:
•
•
•
•
•

centre climate & organization;
centre leadership & strategic planning;
allocation & management of resources;
monitoring & evaluation; and
centre linkages to outside bodies.

We deliberately chose these five objects and defining standards to parallel those used in the
analysis of school support for learning in the youth sector, even though we realized that, with
the exception of the SRVTC, adult education centres in the CSB did not compare to schools in
terms of facilities or infrastructure. We did so because these centres serve a parallel purpose to support adult learning. We hoped that using the same framework would enable us to
determine to what extent these centres fulfill that purpose in their context.
Two factors prevented us from using this framework to evaluate centre support for learning.
First, the size of all centres, except the SRVTC, and the way they operate made this framework
too detailed to be useful. Second, the time we had in each centre was extremely limited and the
information supplied by Continuing Education did not compensate for this deficiency, leaving us
with only a small amount of data on this theme.
Consequently, we revised the performance themes for centre support to deal separately with
continuing education centres and the SRVTC, as presented below. The standards used to
evaluate each object are provided in each of these sub-sections; a summary of key findings,
conclusions and recommendations can be found in section 8.3.3.

8.3.1 Continuing Education Centres
Any adult education centre, regardless of size, is the administrative locus of service delivery. Its
functions will vary depending on the degree to which authority is delegated by the school board.
This variance will depend on board policy and the size of the centre. As a general rule, larger
centres will have greater administrative capacity and delegation will be correspondingly greater.
Small centres typically exercise less authority but play a vital role in keeping operations on
track. However, when communities are a long way from the central office, the person
responsible for the centre is often called upon to do much more.
Performance Standard


The operation of the Continuing Education Centre meets expected performance standards for
planning, managing, delivering and evaluating the services it provides.

In the CSB, each continuing education centre is administered by a consultant, although this
appears to be a contradiction in terms, as consultants are not administrators. We asked about
job descriptions. One consultant thought there was one somewhere, probably in a Board
administrative manual, but could not produce it. Others simply said there was none. At the
present time, there are six consultants for nine centres; three consultants are responsible for
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one centre; three for two centres, as shown below (the first centre listed in each of the three
pairs of centres is the home-base of the consultant).
Consultants

Centres

•



C06 Waskaganish

•



C07 Mistissini

•



C09 Waswanipi



C02 Chisasibi



C01 Whapmagoostui



C03 Wemindji



C04 Eastmain



C08 Ouje-Bougoumou



C05 Nemaska

•
•
•

We were puzzled by the fact that these centres were administered by persons who are not
designated as administrators. One consultant stated:
The Education Consultants who work for Sabtuan Continuing Education at the
community levels are not given the proper recognition or support they deserve. We are
expected to complete all of the tasks that are required for these places to function. We
do the same work as a Center Director. We supervise teachers, liaise with parents,
follow up on attendance, meet with community leaders and administrators. We sit on
Continuing Education Committees and are expected to ensure that everything is
functioning. Each time this issue is brought up at department meetings it is always
brushed aside with the excuse of the lack financial resources. With all the waste I have
witnessed I find this hard to believe. We are constantly being referred to as centers even
though the Cree School Board does not officially acknowledge us as such.
We do not have an explanation for this ambiguity or why centre consultants are not classified as
centre directors. Judging from what we have observed and our experience in other jurisdictions,
the present arrangement does not appear to make much sense.
What we, and apparently everyone else,a call a ‘centre’
Consultants should be
in the CSB, reflects the reality that in each local
community, with one exception, this entity is the locus
recognized as centre
of service delivery for all continuing education activities.
directors for that is the
The exception is of course Waswanipi where the
function they perform.
SRVTC is also located. The person the Board
designates as a consultant has all the attributes of a
centre director, except the title, and the remuneration that goes with it. Perhaps the
Organizational Review has considered this structural issue in its report and can shed light on
this situation. Subject to its analysis or a convincing argument in support of the present
arrangement, we conclude that both the status of each centre and the person responsible for it
should be revised to reflect reality. Such a change would also serve to send a strong message:
that continuing education matters.
a

Even the newsletter circulated by Continuing Education, Sabtuan Dabaajimoon, refers to “our education centres
in the nine Cree communities” (Vol. 1, Issue 3, Fall, 2007, p. 1).
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As noted previously, continuing education centres in the CSB are not set up in a distinct facility
like a school. Some have an office in the local school, some in a trailer, others in rented space
in an outside building. The six consultants are full time but, as a general rule, they do not have
any regular secretarial assistance, full or part time. The exception is the office in Chisasibi which
has a small number of office staff. From the data collected, this staff feels isolated and ignored
by Continuing Education.
As presented in the previous section on training and other services, each centre makes use of
classrooms in the local school and other facilities in the community. Permanent instructional
staff is an aspiration rather than a reality, as centres rely on part-time staff hired as courses are
approved.a Similarly, students, even when they attend full-time, do not have the same affiliation
to the centre that students do to their schools. Under these circumstances, developing a centre
culture is an all but impossible task. It is difficult to imagine how a centre could provide a
welcoming environment when the centre, as an identifiable place of teaching and learning,
cannot be found.
Like any educational institution, centres must plan courses and programs, manage the delivery
of these services, monitor their progress and evaluate the results. Our main source of data for
understanding how these functions are performed were obtained from interviews with four
consultants and the written submission from one consultant. We received no input from one
consultant. These data were supplemented by questionnaire data from students and centre
staff, as well as interview data and documents from Continuing Education.
Course and program planning appear to vary considerably, depending on how the ‘demand’ for
the service originates. Incoming demand may come individually, with prospective students
indicating that they want a particular course. The Band Council might express the need for a
certain program or the demand might come from the regional level. The role of the consultant
varies as well. In some cases, he or she is the catalyst in getting a course off the ground. In
others, the preparation is external and his or her role really begins when the course starts.
In some cases, consultants are involved in finding teachers for courses; in others, the Board
assumes this responsibility. However, recruitment of students is normally done by the
consultants. In any event, subject to the limited data we were able to gather, there does not
appear to be a systematic planning process for determining needs for courses and programs.
The process seems to be much more ad hoc, where consultants respond to situations as they
arise. In other words, the process is more reactive than proactive.
Consultants are ‘fixers.’ When a course is set, they find a facility, perhaps a teacher. They may
order supplies but this may be decided by Continuing Education.b They act as a go-between
with the school administration and other agencies such as the Band Council. As such, they
provide the liaison with the community (discussed below under Local Continuing Education
Committee).
The questionnaire completed by centre staff asked respondents to state their level of agreement
with the following statement about centre leadership: “The centre provides appropriate
leadership to support teaching and learning.” Respondents were generally positive about centre
leadership with 52% agreeing and 32% strongly agreeing with this statement.c

a

b
c

Such staff may teach a full schedule every week for an extended period of time. However, they are considered
part-time, as full-time teachers teach a full schedule every week for a complete academic year.
Issues related to instructional resources have already been discussed in section 8.2.3.
The average response to this item (max=4) was 3.12.
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When problems arise, the
consultant often does not
have the authority or the
capacity to respond, and
Continuing Education
provides little or no help.

Once the course has started, their role appears to
be minimal. If there are problems, they are there to
fix them. However, when we asked about the
supervision of teaching, it seems as if their role is
almost non-existent.

For example, one consultant talked to us about a
vocational course but only referred to a classroom
setting. When we asked about the shop facility, it
became evident there wasn’t one. We were then
told that the teacher did some practical work with students in the community but it was obvious
that the consultant did not really know anything about this aspect of the course.
If there is a problem, for example, complaints from students, they try to intervene. However,
from all indications we could gather, they receive no support from Continuing Education in this
regard. There is undoubtedly good teaching occurring in many courses. However, in cases
where instruction is problematic, little or nothing is done about it. The consultant has neither the
authority nor the capacity to respond to the problem and Continuing Education seems to sit
back and hope that the problem will disappear - more wishful thinking.a
Given this input, we were not surprised that when we asked about the level of support centres
received from Continuing Education, the responses were short, but not sweet:
I do not receive the support I need.
The questionnaire completed by centre staff asked respondents to state their level of agreement
with the following statement about Board-level support: “The Continuing Education Department
provides appropriate and sufficient support for your centre.” Staff were somewhat more positive
than the consultants but we suspect that their responses reflected more about their attitude
toward the centre than the Board, with which they have no direct contact.b
We were not surprised to find that there is no form of evaluation of courses, programs or
services. Like everyone else in managerial and professional roles in the CSB, consultants
attend lots of meetings, often in Montréal. However, these meetings serve to keep continuing
education rolling along rather than reflecting on how it is doing, let alone how it might improve.
Local Continuing Education Committee
In theory, community liaison should be facilitated by a Local Continuing Education Committee
[LCEA]. According to the Board By-Law,c the Council may, by resolution, establish an LCEA in
any community where adult education services are provided on a regular basis.
The LCEA consists of three to five persons, including one member of or person appointed by
the Band Council; the school commissioner; and other members appointed by the Director of
Continuing Education. The CEA and a Continuing Education staff member (whom we presume
would be the consultant) are non-voting members. The LCEA has the following functions:

a

b

c

We introduced the notion of ‘wishful thinking' (“pensée magique”) in the Preface to Part 1, the fallacy that
believing something will happen will make it happen. This type of thinking seems to be widespread in the CSB,
and continuing education is no exception.
The average response to this item (max=4) was 2.96. The responses of staff on the nine centres were much
more positive about centre leadership than the staff at the SRVTC. The responses of centre staff were
correspondingly more positive about Board support, while SRVTC staff were correspondingly more negative.
General By-Law, art. 9.
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•

to promote participation by the community in the planning and improvement of
continuing education services in the community;

•

to review the continuing education needs of the community and to make
recommendations to the Board;

•

to recommend to the Board any measure likely to improve the administration,
management and delivery of continuing education services in the community; and

•

such other functions as may be assigned to it by the Director of Continuing Education.

For a local committee, it seems to be oriented to the Board, not the community.a Perhaps, this is
one reason why the LCEA does not seem to have caught on. In most communities, it either
does not exist or it exists on paper but it is not functional. Waswanipi was the only community
where we were able to meet with the LCEA, and this was limited to the consultant and one
member from the Band Council. However, they provided very helpful insights into what the
LCEA did in this community and what it could do in others.
A good example of the collaboration that the LCEA can foster is found in the Job Placement
Program that ran last year in Waswanipi. Designed for students wishing to complete secondary
school, the Program provides them with a ‘work-study’ combination: half-time in school, halftime in a particular job placement in the community. Students are paid by the employer for the
work they do and the employer is reimbursed by the Program. Students must attend school or
they cannot go to work, the first reality check that the Program provides.
It gives them a reality check on what it takes to survive out there and what the demands
are, which are not a lot different than going to school. In school, you have to be on time.
You have to do certain work and you’re expected to pass exams. There are certain
expectations when you are taking a program. The same thing with a job. In a job, when
you’re given a task, you’re expected to complete that task within a certain amount of
time and so forth. And, you’re working all alone in that job, you know. Other people are
depending on your output.
There was no funding for this Program this year but they are hopeful to find funds for next year.
This group not only understands the talk about community collaboration, they walk the talk.
They also have a clear perspective on the disconnectedness of the CSB and the communities it
is meant to serve. In their own words:
If we tried to run by the strict rules of Adult Ed. and the Cree School Board, we
would look like a ‘mission trailer’ somewhere that had nothing to do with the
community.

a

We encountered a similar problem in our analysis of school committees; see section 7.1.2 in Part 2.
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They explained this statement with an example where the Board tries to solve a problem such
as student attendance with rules. Their approach,
by contrast, is to find out what students’ needs
I find we’re more well-advanced
are and then to motivate them to persevere and
in terms of partnerships within
succeed. Again, in their words:
We have to be more people-oriented, more
sensitive to the needs of, not only the
students, but of the community. So, that’s
where the difference is. That’s the direction
that our Committee took.

our community. Perhaps we lack
in some other areas but, at least
we all have a vision of the
education we want. At the
community level, young and old
see that we’re going somewhere.
With that being said, I think that
we’ve achieved some of our
goals but there’s a lot more to
do. We’re just warming up
(LCEA member).

In our analysis of youth education, we stressed
the importance of community support for schools,
something that is generally lacking. We talked
about an initiative that is taking place in several
school communities in Québec called the
Community Learning Centre, or CLC.a One of the
key principles of this endeavour is ‘reciprocity,’
that both the school or centre and the community
must benefit from this relationship. In other words, “the CLC is not a one-way street.”170

The type of collaboration that this LCEA is promoting illustrates this type of reciprocity. It should
serve as an example to all communities in the CSB.
Given the high number of drop-outs in the CSB, these centres represent the Board’s best hope
at recuperating these students. They should also figure prominently in efforts to build community
support for education in a collaborative partnership of the school, the centre, the Band Council
and other community agencies and groups.

8.3.2 SRVTC
The SRVTC began operations in September 2005. It contains facilities for a number of
vocational programs, including four major shop areas: mechanics (for small engines, auto
mechanics, heavy equipment); building construction (construction electricity, pre-fab housing,
etc...); industrial maintenance workshop (welding, refrigeration, air conditioning and electricity)
and a mechanics room. It has a residence that will accommodate approximately 50 students,
including quarters for married students with children.
It is the one centre in the CSB with a facility solely dedicated to adult education. As its name
implies, it is a regional centre, intended to provide vocational education to students from all
communities of the CSB.
Performance Standard
•

a

Support provided by the SRVTC meets the following criteria:
◊

the culture of the centre encourages learning;

◊

there is leadership and planning for learning;

◊

available resources are managed appropriately;

◊

resources, activities and results are monitored and evaluated;

◊

there are ongoing linkages with external bodies to support learning.

See section 6.2.2 in Part 2.
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Centre Culture
Unlike the nine continuing education centres, the SRVTC has the possibility of creating an
environment for adult learning. The rationale for building the centre was to have a dedicated
Cree facility in the Cree nation for vocational education. We were therefore surprised by the
response we received from students in two focus groups we conducted, when we asked:
Q: Does Cree Culture and tradition play any part in what you are learning?
A: No, there is nothing about our culture in the center.
We tried to build an image of what the centre was like for students and whether it created an
atmosphere that was supportive of learning and
encouraged success. For the most part students were
There is weak culture of
preoccupied with their living conditions.a It seems that
learning in the SRVTC;
no matter what is provided, they want more. For
students seem more
example, when asked about changes they would like to
see, suggestions included someone paid to clean up
interested in their living
their kitchen in the residence and make them fresh tea,
conditions than their
centre computer lab opened to their children, a student
lounge with comfy chairs.
learning conditions.
However, we did gain some insights to the educational climate of the centre. Several students
talked about the need for more access to computer facilities outside of school hours and the
lack of a library and study room. (Apparently, there was a library but it was converted into an
office.) Students also talked about the need for a code of ethics. As one explained:
It is not good for your motivation when only some students show up for classes
We understood this input to mean that students who take their learning seriously object to the
laissez-faire attitude of the SRVTC toward those who do not. For example, we reported in
section 8.1.1 that attendance in many adult courses is problematic but we were surprised to
learn that the same is true at the SRVTC. Although they live on site and are paid an allowance,
students are missing classes because they are asleep in the residence. We were told that when
the administration tries to confront these students, it gets no support from Continuing Education.
The concern in head office is with student numbers, not student engagement.
Besides reflecting badly on Continuing Education, this problem reflects a weak culture for
learning at the SRVTC. However, as suggested by the input reported by the LCEA in Waswanipi
(see section 8.3.1), strengthening a culture for learning cannot be done simply by ‘getting tough’
on attendance. Rules have their place but other positive steps need to be taken to change the
attitudes of students toward learning.
Leadership & Planning
The SRVTC is administered by a director, the equivalent of a school principal, assisted by a
consultant, and other administrative staff. The director is responsible for the administration,
management and evaluation of the educational and non-educational program activities and
resources of the centre. b The director’s duties include the following:
•
•

a
b

the preparation, implementation and evaluation of the Centre’s education plan;
the delivery of education programs and services, including the calendar;

See discussion on facilities in section 8.2.3.
See General By-Law, art. 17.13A.
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•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

in collaboration with the Director of Continuing Education, the preparation of the
proposed annual budget of the Centre and transmission to the Director of Finance for
review and submission to the Council;
subject to the budget approved by the Council, the authorization of expenses and
contracts up to $25,000;
approval of travel expenses, advances and warrants for Centre staff;
authorization of all salary modification and absence forms and other administrative
documents for all staff;
allocation and management of the housing units for Centre staff;
subject to the budget approved by the Council, approval of the purchase of moveable
property up to $25,000;
subject to the budget approved by the Council, approval of the rental of housing units in
for up to ten months up to $25,000;
subject to the budget approved by the Council, approval of the acquisition of supplies for
the Centre;
approval of expenses relating to storage and transportation of personal effects of eligible
Centre staff;
supervision of student transportation, cafeteria services and study incentives;
administration of moveable and immoveable property;
approval of regulations respecting health and safety in the Centre subject to policies of
local government and the Council;
preparation of the proposed personnel plan relating to all Centre staff, transmission to
the Director of Continuing Education for review and submission to the Council;
subject to the budget approved by the Council, to hire short term non contractual
substitute teachers for the Centre;
supervision and evaluation of all Centre staff;
subject to the personnel plan and the budget approved by the Council, to approve the
appointment and engagement of support staff of the Centre;
administration of the collective agreement for teachers, non-teaching professionals and
support staff employees.

There is no job description for the Consultant, who appears to fulfill the role of deputy director.
We tried to ascertain the respective roles of the Director and the Consultant. As best as we
could determine, the Director is in charge of everything but the Consultant has direct
responsibility for all programs and the associated resources, including teachers. He is the ‘point
person’ for all educational services in the SRVTC. In fact, it appears as if the consultant fulfills
the role played by a school principal, while the director plays the role of a CEA.
As discussed in the previous section with respect to centre consultants, we do not understand
why the consultant of the SRVTC is not classified as an administrator. Once again, perhaps the
Organizational Review has considered this structural issue in its report and can shed light on
this situation. Subject to its analysis or a convincing argument in support of the present
arrangement, we conclude that the status of the consultant here should be revised to reflect
reality.
Exercising leadership in an adult centre such as the SRVTC is no different from that generally
observed in schools: “building school vision; establishing school goals; providing intellectual
stimulation; offering individualized support; modelling best practices and important
organizational values; demonstrating high performance expectations; creating a productive
school culture; and developing structures to foster participation in school decisions.”171
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The questionnaire completed by centre staff asked
Nothing is being done to
respondents to state their level of agreement with the
following statement about centre leadership: “The
encourage youth to enrol
centre provides appropriate leadership to support
in vocational courses.
teaching and learning.” Only four staff members
responded to this question and they were divided with
50% agreeing or strongly agreeing with this statement, and 50% strongly disagreeing.a The
qualitative data we collected from students, teachers and other staff did not shed any further
light on leadership in the centre. However, in the interviews we conducted, we did probe several
issues that relate to leadership, notably the role of the SRVTC in vocational education in the
Board.
We have noted in Part 2 that, in our view, vocational education ought to be an important part of
the course offerings for youth. In the past, vocational education was often “undervalued and
viewed as a track for the ‘less able’ and those who were not ‘academically inclined’.”172 In 1986,
the Ministry carried out a major reform of vocational education. The aim was to ensure that
vocational graduates had the skills that employers were seeking, in both core subjects
(language arts and mathematics), as well as technical or trades subjects.173 The underlying
message was that vocational education was a first class, not a second class, alternative to the
general education path offered in secondary schools.
We were informed that there is a Board policy that reserves three places for youth sector
students in each vocational program. To the best of our knowledge, none of these places has
ever been filled in any programs offered in the nine continuing education centres. The same is
true at the SRVTC. It seemed to us that, as a regional centre, the SRVTC ought to be taking a
leadership role to remedy this situation. Unfortunately, this is not happening. One interview
included the following exchange:
Q: There are lots of people for whom academic education or further education is not
what they want or what they need but they would greatly benefit from vocational
training. Why aren’t they getting it?
A: Why they’re not getting it, I’m not sure. It’s there for them. They can go in and take it
if they want but for some reason, they’d rather drop
out than attend.

The SRVTC ought to
be the hub of
vocational education
for all the communities.

This response does not demonstrate leadership. However,
we were also told that some time ago the centre had
planned a tour of all the communities to promote vocational
education, until the Board quashed the project. Perhaps,
therefore, the response to our question cited above reflects
an attitude that there is little use in coming up with ideas that won’t go anywhere (see discussion
below about support from Continuing Education).
In another interview, we were told that offering an exploratory vocational course was considered
but was never acted upon. We asked about the level of contact between the SRVTC and school
guidance services. The response was predictable but disappointing nonetheless: there isn’t any.
In this same interview, the assertion was made that the SRVTC should be regarded as the
principal resource for vocational education throughout the Board, not just a physical centre, but
the hub of vocational education for all the communities. We agree with this notion but it will
never be anything more than an idea until there is leadership to make it happen.

a

The average response to this item (max=4) was 2.25.
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We asked about planning, specifically, the extent to which the Administration engaged in
strategic and operational planning for both current academic year and beyond. We discovered
that there was no equivalent to the school’s local education plan. Naturally, each year the centre
must prepare a personnel plan and budget but planning does not extend beyond this level.
We saw no evidence of any attempt to think long term, set strategic goals or chart a course for
future development. We were told that the centre would like to expand its facilities and offer
more courses and programs. However, this expansion was not grounded in any vision of what
the centre could or should do in the future. We conclude that the SRVTC will never realize its
potential without strategic and operational planning based on a clear vision of its mission. And
that will never occur without leadership.
As alluded to above, problems with leadership in the SRVTC may be due in part to the level of
support from Continuing Education. When we asked abut head office support the first response
we received was: It’s OK. However, when we probed we discovered that this meant that
requests for supplies were usually approved and that the Director of Continuing Education
dropped in periodically. There was no evidence that these visits were anything more than a
‘courtesy call’ but they were appreciated, in contrast to the non-visits of other senior managers
of the Board. Our second input on support from Continuing Education was more frank:
With the exception of one individual who helps as much as possible, especially in terms
of liaison with the Ministry, there isn’t any.
The questionnaire completed by centre staff asked respondents to state their level of agreement
with the following statement about Board-level support: “The Continuing Education Department
provides appropriate and sufficient support for your centre.” Only three staff members answered
this question and, as observed earlier for staff in the nine continuing education centres, their
responses reflected more about their attitude toward support from the SRVTC than the Board,
with which they have no direct contact.a
Allocation & Management of Resources
The major input we received on the management of resources was about the assignment of
teachers and the workload in the collective agreement.b We will not attempt to describe the
details of the problem. Suffice it to say that it involves the amount of time teachers teach in
relation to program needs for teaching time. The problem arose when the last collective
agreement was negotiated. It is not uncommon for provincial collective agreements to be
concluded without due consideration to their impact on programs. Nor is it unusual for new
provincial agreements to bring new headaches to local school/centre administrators. This case
seems to be an example of this phenomenon. However, because the CSB is directly involved in
these negotiations, it is also an example of the general problems we have observed in the
management of human resources at the Board level and the lack of communication between the
Board and its schools and centres.
Other input regarding resources dealt with the desire of the SRVTC for more resources of every
kind. Simply put, their answer to the question: What does the SRVTC need? was More. More,
facilities, more staff, more materials and more supplies.
Monitoring & Evaluation
In terms of monitoring, we asked specifically about teacher supervision. It seems, as in other
centres, it is minimal. where it exists at all. There were no data to collect about evaluation

a
b

The average response to this item (max=4) was 2.33 which, like the rating of centre leadership is low.
Issues regarding instructional resources were dealt with in section 8.2.3.
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because the SRVTC does not engage in any form of self-evaluation and no evaluation is done
by the Board.
Centre Linkages to Outside Bodies
Although adult centres share many of the concerns discussed with respect to schools, linkages
to outside bodies have particular characteristics. Adult education, especially vocational
education, is closely related to local and regional economic development and employment.
Developing a relationship with a community requires familiarity with the community in question, its
players and organizations, and the geographical distribution of the different population groups in
the territory. This makes it possible to make a well-informed choice of target populations, to
concentrate on these populations and to identify the players in the community who can help reach
them (e.g. businesses, adults in precarious positions, organizations).174

It is difficult to imagine adult education without reference to outside bodies. Thus, for example,
the Ministry plan of action for adult education provides for an implementation committee to
monitor its progress,175 that is co-chaired by the Ministry and the MESSF, and includes
representatives of the Commission des partenaires, the Office des professions, the MCC and
the MRCI.a Similarly, Ministry policy provides for the regional offices of the Ministry, the MESSF,
Emploi-Québec, and the MRCI to develop a structure for cooperation with school boards, local
employment centres, the regional offices of the MRCI and others. New arrangements for
independent community action groups are foreseen in the plan, with partnerships among school
boards, local employment centres, and other groups such as CLSCs.176 The collaborative
directions only become reality when implemented by individual centres and local service
agencies and employers.
We did not get much feedback on this theme. There is some contact with outside agencies such
as CHRD but liaison with external bodies is mostly left up to Continuing Education.

8.3.3 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether ...
meets the stated criteria:
¾ The operation of the Continuing Education Centre meets expected performance
standards for planning, managing, delivering and evaluating the services it provides.
¾ Support provided by the SRVTC meets the following criteria:
♦ the culture of the centre encourages learning;
♦ there is leadership and planning for learning;
♦ available resources are managed appropriately;
♦ resources, activities and results are monitored and evaluated;
♦ there are ongoing linkages with external bodies to support learning.
There are nine continuing education centres in the Board. All of them are small and none of
them has a facility of its own. By the contrast, the SRVTC has a complete ‘stand-alone’ facility
a

MESSF: Ministère de l’Emploi, de la Solidarité sociale et de la Famille ; MCC : Ministère des affaires culturelles ;
MRCI : Ministère des Relations avec les citoyens et de l’Immigration.
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that resembles a secondary school plus a residence. We therefore decided to divide this theme
in two, treating the continuing education centres and the SRVTC separately.
CONTINUING EDUCATION CENTRES In the CSB, each of the nine centres is administered by a
consultant. At the present time, there are six consultants; three are each responsible for one
centre; three for two centres, each. We do not have any explanation why persons who have all
the attributes of a centre director are classified as consultants. We have also been told that the
centres are not even officially recognized by the Board as centres.
Subject to any analysis provided by the Organizational Review or a convincing argument in
support of the present arrangement, we conclude that both the status of each centre and the
person responsible for it should be revised to reflect reality. Such a change would also serve to
send a strong message: that continuing education matters.
Like any educational institution, centres must plan courses and programs, manage the delivery
of these services, monitor their progress and evaluate the results. Course and program planning
appear to vary considerably, depending on whether the ‘demand’ for the service originates from
individuals or an outside agency such as the Band Council. Essentially, consultants are ‘fixers.’
When a course is set, they find a facility, perhaps a teacher. They may order supplies but this
may be done by Continuing Education. They act as a go-between with the school administration
and other agencies such as the Band Council. As such, they provide the liaison with the
community.
Many tasks are assumed by Continuing Education, which is understandable, given the size of
the centres and their lack of staff. (With the exception of Chisasibi, they have no administrative
staff at all.) However, when it comes to providing support to the centres, none is forthcoming.
Not surprisingly, there is no form of evaluation of courses, programs or services. Like everyone
else in managerial and professional roles in the CSB, consultants attend lots of meetings, often
in Montréal.
Community liaison seems weak in most communities, as evidenced by the general lack of a
functioning local committee, the LCEA. Despite its name, this committee has a distinct Boardlevel flavour. It seems to be have been designed more to provide input to the Board than
promote adult education in the community. The only community where we saw a functioning
LCEA was in Waswanipi. It appears to be quite active and may well serve as a model for other
communities.
SRVTC The one truly adult education facility in the CSB is the SRVTC. We tried to build an
image of what the centre was like for students and whether it created an atmosphere that was
supportive of learning and encouraged success. There appears to be a weak culture for learning
at the SRVTC. For the most part students were more interested in their living conditions than
their learning conditions. The administration does not appear to have the capacity to deal with
this phenomenon and it gets no support from Continuing Education.
The SRVTC is administered by a director and a consultant. As with the continuing education
centres, we could find no reasonable
explanation for the later not being classified
In the SRVTC, the consultant
as an administrator. In fact, it appears as if
seems to fulfill the role played by
the consultant fulfills the role played by a
school principal, while the director plays the
a school principal, while the
role of a CEA. Subject to any analysis
director plays the role of a CEA.
provided by the Organizational Review or a
convincing argument in support of the
present arrangement, we conclude that the status of the consultant here should be revised to
reflect reality.
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The SRVTC ought to provide leadership, not only for its own students and staff but for
vocational education throughout the Board. We saw no evidence of such leadership though we
heard about some attempts at ‘outreach’ by the centre that were abandoned because of lack of
Board support.
The SRVTC does not engage in any strategic or operational planning and does not evaluate its
services. It has some contact with outside agencies such as CHRD. However, it appears that
liaison with external bodies is mostly left up to Continuing Education.
Based on our analysis of the nine continuing education centres and the SRVTC, we make the
following recommendations
R72 THAT the Board clarify the status of the nine continuing education centres and,
subject to any analysis provided by the Organizational Review, recognize the role
played by consultants by reclassifying them as centre directors.
R73 THAT, in accordance with recommendations 90 and 91 (Continuing Education) and
any analysis provided by the Organizational Review, the Board undertake a
detailed review of the operation of continuing education centres, with a view to
developing and implementing an appropriate plan of action for the planning,
management and evaluation of services in these centres.
R74 THAT the Board review the composition and mandate off the LCEA and, in
collaboration with centre and community leaders, help support the development of
centre-community collaboration that the LCEA was meant to foster.
R75 THAT, subject to any analysis provided by the Organizational Review, the Board
recognize the role played by the consultant of the SRVTC by reclassifying this
position as a centre deputy director.
R76 THAT, in accordance with recommendation 90 and 91 (Continuing Education) and
any analysis provided by the Organizational Review, the Board undertake a
detailed review of the operation of the SRVTC, with a view to developing and
implementing an appropriate plan of action for the planning, management and
evaluation of services in this centre.
R77 THAT the SRVTC assume a leadership role for the promotion of vocational
education in the CSB.
R78 THAT the Board develop and implement an action plan to build the capacity and
performance of adult education centres to plan, manage and evaluate the services
they provide.
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9.0 POST-SECONDARY EDUCATIONAL SERVICES IN THE CSB
Its involvement in post-secondary education distinguishes the CSB from other school boards in
Québec or elsewhere. Although it does not
provide post-secondary level courses, it
“As we walk the path into the 21st
has an active role in promoting access to
century, now more than ever we
and success from education in colleges
find hope in education which has
and universities for members of its
communities. In an era where higher and
a relevant connection to our
higher levels of education are required in
cultural identity, that it might
various occupational fields, post-secondary
maintain and enhance our ways of
education can be regarded as an essential
component for the development of First
knowing and guide us in our goal
Nations in Canada (see text box).a It is for
of self-determination.”
this reason that Stonechild has coined the
phrase, ‘the new buffalo,’ to describe its importance:
In the past, the buffalo met virtually every need of the North American Indian, from food to shelter;
this animal was considered a gift from the Creator intended to provide for the peoples’ needs.
Today, elders say that education, rather than the bison, needs to be relied upon for survival.177

Although this metaphor may be better suited to the Plains Cree of western Canada, it captures
the evolution of the context in which all First Nations find themselves. INAC provides support to
First Nations students through its Post-Secondary Student Support Program.b According to
INAC, several colleges and universities now offer Aboriginal studies programs and actively
recruit Aboriginal high-school graduates and mature students who may not meet regular
entrance requirements. They also provide support programs, including counselling and preentrance preparation courses to ease students’ transition to campus life. According to the most
recent survey conducted by the Canadian Council on Learning: “participation and attainment
rates for Aboriginal people have risen steadily since 1986, but are still well below the rates for
non-Aboriginal Canadians.”178 A 2002 report prepared for the Council of Ministers of Education,
Canada [CMEC] summarizes the barriers to high participation rates as follows:
•
•
•
•
•
•

A legacy of distrust in the Aboriginal community of the education system due to
residential schools and other historic practices seen as having a negative and
assimilative effect on Aboriginal communities;
lack of preparation for university or college at the secondary education level;
feelings of social discrimination, isolation, and loneliness at postsecondary institutions;
unemployment and poverty in Aboriginal communities, which can make the financial
obligations of postsecondary education difficult to meet;
a lack of respect for Aboriginal cultural and cultural differences at the postsecondary
level;
significant family demands that act as financial and time restraints to postsecondary
education.179

All of these issues are relevant to the CSB, largely in relation to its post-secondary program.
However, the third issue, lack of preparation for university or college education, speaks to the
need to ensure that the education offered in its elementary and secondary schools, as well as
its continuing education centres, provide a basis for success at these higher levels.

a
b

From the First Nations Adult & Higher Education Consortium: http://www.fnahec.org/.
According to the INAC website (http://www.ainc-inac.gc.ca/): “The PSSSP has removed many of the financial
barriers to post-secondary education that Status Indian and Inuit students encountered in the past.” The program
offers students three types of support for tuition, travel and living expenses.
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This chapter presents our analysis relating to post-secondary education services provided by
two ‘field offices,’ one located in Montréal, the other in Gatineau. Like the previous chapter, It
deals with the levels of the performance pyramid above the base layer (school board support for
learning), which is dealt with in Part 4.
These two field offices come under the authority of the Post Secondary Student Services Office
[PSSS Office], which is located in Montréal. Not only
is the Montréal field office housed in the same facility,
What I see is that a lot of
it is part of the structure of the PSSS Office.
students take advantage
For purposes of this report, we decided to divide our
analysis in two parts. In this Part, we present our
analysis of the services provided directly to students.
In Part 4, we will deal with the Board level aspects of
this Office. We realize that this division is somewhat
artificial but we felt that it was important to recognize
the two levels at which this Office operates. To avoid
confusion as to which office we are referring in the
text, we use the expression ‘field office,’a to designate
the office in Gatineau and the section of the Montréal
office that provides services to students in this city.

of the fact that you can
move out of the
community, get your
education paid, live in a
city and have a good time.
They have this way of
thinking. There are a few
that are very serious
about their education and
they want to succeed
(External stakeholder).

This section begins at the top of the performance
pyramid with students, and then deals with the
support provided by the two field offices. Each section
introduces the object being evaluated, and then presents our findings, analysis and
recommendations.
The Montréal office includes a guidance counsellor, a student affaires technician, an
administrative officer (vacant when data were collected) and seven administrative staff. The
Gatineau office consists of a guidance counsellor, a student affaires technician and one
administrative staff member. The primary sources of data on post-secondary education services
were site visits to each of the two field offices, as summarized below
EXHIBIT 3-5: DATA COLLECTION IN CENTRES
Source

Number*
Act

Par

Current Students

Focus Group

1

2

Director

Interview

1

1

Guidance Counsellors

Interview

2

2

Other Staff

Questionnaire

2

5

6

10

All sources
*

Method

This columns displays the number of separate data collection activities (Act) and participants (Par);
the ‘Act’ number also reflects the number of field offices involved in each type of activity.

As shown in this exhibit, data collection activities were limited, involving only ten participants.
The most serious gaps in these data were the small number of participants in the student focus
group in Montréal (2) and the absence of any participants in the student focus group in
Gatineau. Moreover, as will be seen in the section that follows, we were unable to collect
sufficient documentary data as requested.
a

However, it should be noted that this expression is our creation and is not used in the CSB.
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9.1

Student Results

In this performance theme, we posed the following question:
•

What results does the office expect for its students and how effective is it in achieving
them?

This theme comprises two evaluative objects:
•
•

access to post-secondary education; and
success in post-secondary education.
Performance Standard



Graduates from secondary school seek and obtain admission to post-secondary institutions.



Community students are successful in their post-secondary studies.

Access to post-secondary education is concerned with the threshold of learning at this level obtaining admission to colleges and universities. This theme is analogous to the struggle of
students with disabilities to gain access to elementary and secondary schooling in Canada.
The lack of access can occur for a variety of reasons, as summarized in the Introduction to this
chapter. Understanding access only begins, therefore, with data about the number and
percentage of students from Cree communities who attend post-secondary institutions. Real
understanding unfolds as we discover the reasons behind the numbers.
The CSB Annual Report for 2006-07 states
that there were 429 post-secondary students
that year,a enrolled in various programs, and
originating from the nine communities shown in
the graph.180
Given the relative size of these communities, it
is apparent that the number of post-secondary
students from each community is not strictly a
function of its size. Nor is it obviously related to
the number of graduates from each
community, as presented previously in this
report.b

a

b

EXHIBIT 3-6: ORIGINS OF POST-SECONDARY
STUDENTS, 2006-07
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At the very end of the Review, we were given a paper copy of a draft version of a memo containing more recent,
but not more detailed, data on enrolment. We did not receive the promised follow-up from the Post-Secondary
Education Office on this document. Considering the lack of follow-up, the fact that the memo was only a draft
version, we have not attempted to deal with its content in this report.
See Exhibit 2-11 in Part 2; see also data on post-secondary enrolment in Exhibit C-39 in Appendix C.
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Post-secondary student enrolment by program is shown below in Exhibit 3-7.a
EXHIBIT 3-7: POST-SECONDARY STUDENT ENROLMENT, 2006-07
University
129
(30%)
College
275
(64%)
Other

Doctorate
Masters
Bachelors
Certificate, Other
Preparatory programs
Career programs
Pre-university programs
Vocational, trades

5
6
97
21
94
144
37
25

1%
1%
23%
5%
22%
34%
9%
6%

We had hoped to do more extensive analysis of student enrolment in various programs over
time. Unfortunately, this was not possible due to a lack of data. It seems that the PSSS Office
suffers from the same disability we found in its elementary-secondary counterparts. We did try
and complement this meagre analysis with qualitative data, but these too were quite limited.
However, we got some insights into the problems students faced in gaining access to colleges
and universities.
Q: Are students from the CSB as well prepared to study in the south as they should be?
A: No. Far from it. From what I’ve seen over the years, they’re very unprepared to enter
post-secondary studies and it seems as that over the past few years it’s just gotten
increasingly worse. Students are not prepared to write essays, they don’t have any
language skills. For instance in English, they graduate from high school but they’re
functioning at a secondary 2 level. And sciences – forget about being prepared for
sciences. They can never, never enter a science-based program in college or
CEGEP. They always have to enter a preparatory program because they never have
chemistry or the upper level math courses they need (Guidance counsellor).
We have anecdotal evidence that the situation is somewhat better for CSB students who
attended secondary schools outside the community. The obvious implication of this finding is
that the lack of preparation for post-secondary education is directly linked to the level of
education provided in the schools of the CSB. While we believe that the CSB schools do not
prepare students adequately for post-secondary education, we also assume that those who
attend secondary schools in the south are probably more able students.
Certainly the few students to whom we spoke did not feel that they were well prepared. Their
comments reflected the low level of
expectations in schools of the CSB:
•
•
•
•
•

absence of advanced courses;
low level course work in subjects that
were offered;
no homework;
little or no guidance; and
no help to develop independent study
habits.

Somebody needs to show students
what the world’s really going to be
like in college. And they need to do
that when they’re in secondary IV,
not secondary V. If you haven’t got
your act together when you’re
going through secondary V, it’s
too late (Post-secondary student).

In addition to not being prepared for the
majority of their courses, which are offered in
English, students also bemoaned their lack of French. Although they are pursuing their studies
in English, they realize the importance of French once they graduate.
a

Data from past years are included in Exhibit C-40 in Appendix C.
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We were told that there are orientation trips in October or November for secondary V students
that include visits to some colleges in Ontario and Québec and a visit to the field office in
Montréal or Gatineau. The post-secondary guidance counsellor has a one-hour session with
them. This may be complemented by information provided by counsellors in CSB secondary
schools but there does not appear to be any liaison between the schools and the PostSecondary Office ‘built-in’ to this orientation. We also think that the comment made by a
student, cited in the above text box, is good advice. Prospective college students need
orientation before secondary V.
We did not obtain sufficient details about these orientation trips to get a full picture of what they
are like, especially from a student perspective. However, it seems as if they attempt to cram a
considerable amount of activity into a short space of time. We were told that the students are
tired and do not absorb a lot of what they being shown or told. The two students to whom we
spoke thought that students would benefit from spending a day with a college student to see
what life as a post-secondary student was really like. That is undoubtedly a good idea but a
costly one.
The only other input we received was the observation from a guidance counsellor that many
more students applied to colleges in Ontario than Québec because the entrance requirements
are lower than they are in Québec. We were not able to compare these requirements and
cannot comment on the extent to which the preference many students exhibit for Ontario
colleges relates to these requirements. It may, at least in part, be related to how they are treated
in different colleges. Some may well do a better job at welcoming First Nations students.
We were not able to obtain any up-todate reliable data from the PSSS Office
on the success of students in postsecondary programs. The Annual
Report for 2006-07 states that a total of
79 graduates were anticipated that year,
38 at the university level, 41 at the
college level.181 The approximatea
number of graduate for previous years is
shown in the graph.182

EXHIBIT 3-8: POST-SECONDARY GRADUATES, 1995 -2005
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As presented earlier with respect to elementary-secondary education, education policy in
Québec is focussed, not on access to, but on success from schooling. This is due in part to a
perception that access is no longer an issue but also to contemporary public management’s
focus on results. However, sometimes this focus underplays the importance of the links
between access and success. Unfortunately, the lack of any data makes it impossible for us to
explore these links.

a

These numbers should only be considered as indicative of the number of graduates per year; see data and
discussion under Post-Secondary Student Results in Appendix C.
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Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
post-secondary student results meet the stated standards:
¾ Graduates from secondary school seek and obtain admission to post-secondary
institutions.
¾ Community students are successful in their post-secondary studies.
The initial task we set for ourselves in relation to post-secondary education, was to build a
statistical portrait of student results in terms of access to and success from this level of
education. We were not able to complete even an outline of such a portrait due to a lack of data.
We also wished to enrich this portrait with qualitative data, especially from students, to
understand what this experience meant to them. Here again, we were blocked by a lack of data.
Two students came to one focus group and none to the other. We received very little
documentation and the interview data from post-secondary staff did not permit us to answer the
question we posed regarding student results.
On the basis of the data we did collect, we suspect that the performance standards are not
being met but we cannot saying anything definitive. Accordingly, the only recommendation we
feel we can make is the following:
R79 THAT the Board undertake a thorough analysis of post-secondary student results in
relation to access to and success from post-secondary education, including
extensive feedback from current and former students.
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9.2

Student Services

In this performance theme, we posed the following question:
•

How successful is the office in providing quality services to its students?

This theme comprises two evaluative objects:
•
•

financial assistance; and
counselling & other student services.
Performance Standard



Adequate financial assistance is provided to students in a timely manner.



Counselling and other services provided to students are appropriate and helpful in supporting them
in their studies.

Financial Assistance
When we asked the guidance counsellors about financial assistance provided to post-secondary
students. We were not surprised at this response:
Q: What about financial assistance to students?
A: I think it’s excellent. Of course there are going to be a few students that complain but
they are lucky to have this and not to have to work.
Q: It seems to us that for anyone who wants an education, the resources are there.
They can go as far as they want.
A: Definitely. And so I have nothing to say regarding financial assistance.
However, in another interview, we were told that the financial assistance was probably adequate
for single students, if they managed their money well. It seems this is a skill that many lack, not
unlike their counterparts from the south. We were also told that financial assistance was more
generally problematic for married students. In some cases, the student goes south with his or
her children and the spouse remains up north. In other cases, the whole family moves, and
there is not sufficient funding to support them.
To us, the underlying questions are:
•
•

What expenses should be subsidized, in whole or in part, and what is the rationale for
these choices?
What is an appropriate level of funding for the subsidies so decided?

Financial assistance is determined by Board policies which we will briefly consider in section
10.4 in Part 4. At this stage, all we can say on the basis of the limited data we have is that
money does not seem to be a major issue. However, further investigation is required to
determine if, as we found in schools, the capacity to spend money wisely is an issue.
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Counselling & Other Services
Each field office provides counselling and other services to support students. As the discussion
in section 9.1 reflects, guidance services are an
important part of ensuring access to post-secondary
It would help to have visits
education. The counsellors to whom we spoke are
from an elder on a monthly
aware of this and see the need for liaison with their
basis for both staff and
counterparts in CSB secondary schools. One
students. We need a ‘buddy
counsellor said that there was a lack of cohesion
among the various counsellors employed by the
system’ for new students
Board and there was a urgent need to improve
and well organized
communication and liaison, making use of existing
orientation (Staff member).
technology such as video-conferencing. We
couldn’t agree more. This type of collaboration is an
example of ‘horizontal management,’ which promotes the integration of services within an
organization such as the CSB.a One counsellor stated that it was difficult to deal with the needs
of prospective students as their role was limited to providing services to students enrolled in
post-secondary educational institutions.
We also asked about services provided to whom we called ‘transitional’ students – those who
have completed secondary studies and lack specific credits or those whose academic standing
is too low for admittance. We learned that some counselling is available but we do not have a
clear picture of the extent it responds to the needs of these students. However, we suspect that
needs far exceed the present level of services. One counsellor estimated that only 5% of their
post-secondary students come directly from secondary school, the route that down south would
be assumed as the normal one. The overwhelming balance - 95% - consist of ‘mature students.’
In theory, this group includes those who completed high school sometime in the past, those who
never obtained a diploma, and those who have returned to do so through Continuing Education.
In the absence of any hard data or more anecdotal testimony from students, we have no idea
what the breakdown of this group is. However, one thing is clear: the need for a concerted effort
to reach these students and coordinate efforts to support them. Once again, a more integrated
management approach is needed to
accomplish this.

Communication needs to be
improved, between the PSSS offices
and students, with the Board and
within the offices themselves.

The accessibility of services offered
seems to be a problem for two
reasons. First, the location of the two
field offices in relation to the
institutions
which
students
are
attending needs to be reconsidered.
For example, the Montréal office is the larger operation but serves the smaller number of
students. The Gatineau office is inconvenient for the majority of students it serves, as they
attend colleges and universities in Ottawa. We have heard it said that it the office must be
located in Québec but this does not seem to be a viable excuse. If the majority of students were
in Sudbury, then that is where the office should be located. The second reason concerns hours
of operations. The Montréal office has limited hours of service in the evening and the Gatineau
office has none.
In addition, it seems as if the computers and software made available to students are in need of
serious upgrading. Communication with students appears to be totally by mail, rather than
email. Apparently, letters must be signed by the Director who is often away, further delaying
communication. Among the feedback from office staff, we were also told that some students do
a

See discussion in chapter 10 in Part 4 (p. 209).
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not speak English and the office staff cannot communicate with them in French. This also
means, of course, that the office will not be able to liaise with post-secondary institutions in
French. We asked about the communication between the field offices and various postsecondary institutions and the impact these contacts has in supporting students. We were told
that were contacts and some positive results were being achieved. Certain institutions have
made considerable efforts over the past several years to offer support services to First Nations
students which naturally benefit the students from Cree communities.

Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
post-secondary student services meet the stated standards:
¾ Adequate financial assistance is provided to students in a timely manner.
¾ Counselling and other services provided to students are appropriate and helpful in
supporting them in their studies.
From the limited input we received, financial assistance does not seem to be a major issue. The
nature and level of this support are set by Board policies which are dealt with in section 10.4 in
Part 4. Further investigation is required to determine if, as we found in schools, money is being
spent wisely by the Board. Is the Board getting a good return on its investment? Are there any
ways in which the assistance provides a disincentive for students?
We were also unable to obtain much information about student services. It appears that the
counselling and support services are good but neither the range nor the accessibility of these
services is adequate.
Counselling needs to encompass students in secondary school, in continuing education and
others not in school, as well as those enrolled in post-secondary institutions. This cannot be
done by the PSSS offices alone; it requires collaboration with many other units of the Board.
As we have stated before, a more integrated management approach is needed for this to
happen. Much more information, especially from students, will have to be obtained before any
firm conclusions can be drawn about post-secondary student services. Accordingly, the only
recommendation we feel we can make is the following:
R80 THAT the Board undertake a thorough analysis of post-secondary student services
in relation to financial support, counselling and other services, including extensive
feedback from current and former students.
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PART 4: SCHOOL BOARD SUPPORT FOR LEARNING

Part 4 deals with the base of the pyramid of support for learning in the CSB the school board.a
We have divided this layer divided into three separate layers, starting with the layer closest to
schools, centres and post-secondary education field offices:
•
•
•

educational service delivery for youth & adults;
administrative services; and
governance & general administration.

In this performance theme, we posed the following
question:
•

How successful is the school board in providing support for learning through its
structures, systems and policies for the governance and management of education?

Chapter 10 deals with the first layer and comprises four evaluative objects, each dealing with
distinct organizational units of the Board:
•
•
•
•

Office of the Supervisor of Schools;
Educational Services;
Continuing Education; and
Post-Secondary Education Office.

Chapter 11 deals with the four departments providing various forms of administrative services:
•
•
•
•

Human Resources;
Finance;
Material Resources; and
Information Technology.

Finally, chapter 12 deals with the governance & general administration of the Board.

a

All parts of the CAFSI report can be found on the CSB Educational Review website in English and French:
http://www.cscree.qc.ca/Edreview/ed_review.htm,
http://www.cscree.qc.ca/Edreview/Fr/Etude_Ed.htm.
These parts are not written as ‘stand-alone’ texts. They are published separately because the report is too large
to be downloaded as a single text. Thus, for example, the Reference List for all works cited in this Part can be
found at the end of Part 5.
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All of the units listed above are supposed to be accountable for their performance. They are
expected to provide leadership and plan for delivery of whatever services they are expected to
provide. They are expected to monitor and evaluate their performance and most all, they are
expect to achieve the results that they have set or that have been set for them.a
However, it is important to note that Part 4 does not attempt to provide a complete analysis of
Board-level performance and capacity. Nor will it provide a holistic treatment of school board
governance and administration.b In part, this broader picture is provided by the Organizational
Review and its analysis of board structures, modes of
organization and so forth. More particularly, a holistic
This chapter does not
portrait of the Board’s governance and administration
attempt to provide a
will have to come from the Board itself following its
own synthesis of the Organizational and Educational
complete analysis of
Reviews and other current initiatives.
school board governance

or administration, which
is beyond our mandate.

a

b

A brief discussion of the general nature of these five issues: (accountability; leadership & planning; service
delivery. monitoring & evaluation; and results), is included in the section Evaluation Design, Units of Analysis,
found in Appendix B. In the sections that follow in this chapter, the first four issues are dealt with in the analysis
of the data. The fifth issue, results, is treated in relation to the performance standards for the unit in question,
dealt with under Key Findings, Conclusions & Recommendations for that unit.
As explained in Part 1, the mandate to construct such a holistic picture was withdrawn from the Educational
Review.
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EDUCATIONAL SERVICE DELIVERY FOR YOUTH & ADULTS

This chapter deals with the first layer of Board support for learning, the layer that is closest to
schools, centres and post-secondary offices. The Board maintains two departments for youth
education and two for adult education:
•
•
•
•

Office of the Supervisor of Schools;
Educational Services;
Continuing Education; and
Post Secondary Education Office.

Each of these departments will be analyzed in the four sections
that follow. Normally, one would expect to complement these
individual presentations with a discussion of how their work is
integrated, or at least coordinated. No such section has been
included because, as far as we can determine, there is no
coordination, let alone integration of their work.
We have made several references in this report to the concept of
life-long learning. For individuals, this means that one can longer graduate from school, college
or university and say: That’s it. My learning is done. Time to get on with life. We now have to
accept that many things we learned in school will have to be re-learned on the basis of new
knowledge. In addition, we will have to learn many other things that we never learned in school
in the first place. The latter is especially important for those who dropped out of school.
School boards have a crucial role to play in promoting life-long learning and that role begins by
integrating educational services for youth and adult students. The ‘old model’ where schools
and adult education centres worked in isolation from each other is passé. Similarly, it is
unacceptable for these schools and centres to be unconnected with what is happening in
colleges and universities and other institutions of learning.
Often this practice of people working in separate boxes is referred as ‘silo management’ - as
illustrated by the silos in the above graphic - close together, but unconnected. Contemporary
public administration now includes various models of horizontal management to counter the
isolation and fragmentation associated with silo management.
Horizontal management means “being able to work in teams and networks across
organizational silos ... [and] bringing diverse people together and lining up authorities in a
complementary way to achieve a common purpose.”183 Despite its name, this approach
supports both vertical and horizontal integration of work:
•

vertical integration of policy and leadership - across levels (e.g., regional and local)
and structures (e.g., CHRD, school board, centres) - and

•

horizontal integration - across various areas of policy and practice (e.g., youth,
vocational and adult education),

both within and across organizations (e.g. within the CSB, between the Board and the CRA).
At the present time, the four CSB units listed above operate in independent silos that are not
even located in the same location. The Office of the Supervisor of Schools and Continuing
Education are in Mistissini; Educational Services is in Chisasibi; and the Post Secondary
Education Office is in Montréal. The Board needs to make a concerted effort to bring these units
together. This does not mean creating a new structure; it means changing the organizational
culture of the Board to promote collaboration, a theme to which we will return in section 12.4.
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10.1 Office of the Supervisor of Schools
This section deals with the support of learning through the ‘supervision’ of schools, that is, the
exercise of line authority by the CSB over the nine schools where educational services are
provided. In the CSB this accountability function is performed by the Office of the Supervisor of
Schools. Although this Office has the most important operational responsibility of any unit in the
CSB, it is staffed by only three administrative and professional positions: the Supervisor of
Schools, the Assistant Supervisor of Schools and a consultant. It has no infrastructure and until
recently, not even a single secretary.
The primary sources of data on the supervision of schools were feedback from schools,
interviews with the Supervisor and Assistant Supervisor of Schools,a and the collection of
various documents.
Performance Standards


The Office of the Supervisor of Schools adds demonstrable value to school performance through the
provision of its services.



The operation of the Office of the Supervisor of Schools meets expected performance standards for
planning, managing, delivering and evaluating the services it provides.

10.1.1 Accountability
The Office of the Supervisor of Schools used to be located in the Department of Educational
Services. Apparently, the principals had made a request for the Supervisor of Schools to be
directly under the Director General in order to improve what they perceived as a lack of
responsiveness of this Office to their needs. After some delay, this change was made about a
year and a half ago.
According to the General By-Law of the CSB, the Supervisor of Schools now exercises the
following responsibilities, under the authority of the Director General:
•
•
•
•
•
•
•

to coordinate the relationship between the school principals and vice-principals with the
various departments and services of the Board and with the Cree regional entities;
to assist the school principals and vice-principals with the organization of the schools
and with the implementation of Board policies and procedures;
to supervise the preparation of teacher allocations;
to organize and approve professional improvement for school principals and viceprincipals;
to approve the work schedules and vacation schedules of school principals;
to prepare, coordinate and submit annual school calendars for approval by the Council
authorize expenses and payments, and approve contracts for amounts not exceeding
$10,000.b

The By-Law does not include the Assistant Supervisor of Schools and no job description exists
for this position nor for the consultant.
When one considers what the above list contains - and what it does not contain - several
accountability issues appear to require attention.
a

b

Normally, these interviews would have included the consultant from this department but she is a member of the
evaluation team.
For purposes of this report, certain details of these functions have been omitted; see General By-Law, art. 17.11.
As discussed above, the Office of the Supervisor of Schools used to be located in the Department of Educational
Services, to which the By-Law still makes erroneous reference.
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First, conspicuous by its absence in this list is the nature of the accountability of schools to this
Office nor its accountability to the Director General.
There is no general statement on this list that expresses
If the Office of the
what ought to be the core function of this Office, the
Supervisor of Schools is
supervision of schools. As the line authority to schools,
not holding schools
this Office ought to have an overriding preoccupation
with the following:
accountable for their

performance, who is?

•

How well are schools performing?

•

What gaps in their capacity are impeding their performance?

•

What can be done to improve their performance?

From what we can ascertain from the data we have collected, this Office has never been fully
seized with such a mandate.
The list makes reference to the application of Board policies but the only one we identified for
which this Office is responsible is the policy on Student Attendance. Also absent from the above
list of duties, is any mention of the CEA, who reports to the Director General (in the absence of
a Deputy Director General). Given the current mix of authority assigned to principals and CEAs,
it is difficult to understand why the latter do not report to the Supervisor of Schools.
A more general issue, however, is that when the creation of a separate Office of the Supervisor
of Schools occurred, no consideration seems to have been given to which human, material or
other resources ought to have been transferred from Educational Services to support this new
Office. This would have been an ideal time to have posed and answered questions such as the
following:
•

What is the most appropriate manner to divide responsibilities between these two
departments in order to oversee and support schools?

•

What resources does each department require to exercise its mandate?

•

How should these two departments work together to the benefit of schools?

Unfortunately, it does not appear as if any such questions were posed, let alone answered.
These shortcomings need to be addressed not, we suggest, by revising the By-Law, but by a
redesign of the Board’s system of accountability, a topic which is being addressed by the
Organizational Review. However, in the course of our work, several stakeholders have raised
concerns about the relationship of this Office to Educational Services, concerns which should
find a voice in this report.
•

The first concern deals with the allocation of resources raised above. How can this
Office be expected to support schools when it is given almost no resources to discharge
it mandate?

•

The second issue raised is the ambiguity which principals experience in structures such
as PIT, the Pedagogical Issues Team. It is chaired by the Supervisor of Schools but
depends on the participation of Educational Services.

•

The third issue raised is the proposal currently being discussed that this Office should
once again come under Educational Services.
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Many school boards, especially large ones, have separate departments to exercise line and
staff functions with respect to schools. In smaller
school boards, where board administrators tend to
Solutions to current
wear than one hat, such functions may be
administrative problems will
combined in a single department. Given
a
not be found by changing
Educational Services’ poor track record, if any
consideration is given to amalgamating them, then
structures but in building the
perhaps Educational Services should be
capacity of the units and
remoulded as a set of sub-units under this Office.
b
individuals who staff them.
In any event, as we will discuss later in this report,
solutions to current administrative problems will
not be found by changing structures but in building the capacity of the units and individuals who
staff them.

10.1.2 Leadership & Planning
Every administrative unit requires leadership and planning in order to fulfill its roles and
responsibilities. In the case of this Office, leadership means that schools can look to it for
direction, inspiration and guidance. Schools should be able to look to this Office as their ‘twoway’ gateway to the Board: a gate in, to access information, resources, etc.; in short, to help get
things done; a gate out in terms of the demands being made on schools, directives sent, etc.; in
other words, a buffer between them and the senior administration.
We asked school administrators about the exercise of these gatekeeper functions, to which one
responded: The Supervisor of Schools has no power, no budget. when asked to elaborate, we
were told that control was in the hands of the Finance Department.
More than one principal expressed discontent with leadership from this Office in terms of
presence:
[People from this Office] should come and see me more, either to ask, ‘What did you do
with this? or, ‘Why aren’t you doing this?’ That doesn’t happen.
Leadership should set the tone for the schools, signal what is important. Unfortunately, this
Office transmits signals it receives from the top that tell schools what is important is meeting
administrative deadlines. One administrator recalled a meeting where:
One of the principals said: ‘You notice that we’re never praised for our work., and the
other one said : ‘Yeah, it’s always, I was very disappointed that ...’
One time I asked the Supervisor: ‘Can we talk after the meeting, I have questions? But
no, no time.
Q: Did she ever come back?
A: No. we never sat down.
Successful organizations plan ahead. Without becoming mired in planning, they chart a course
to help them get to where they want to be, which of course implies that they know where they
want to go. We inquired into the strategic and operation planning used by this Office only to find
there was no planning to analyze - none is carried out. It seems that it never has been and that
there are no expectations from the top that there should be.
a
b

See section 10.2 that follows (p. 217).
See section 12.2 (p. 271).
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We also discovered that this Office is in a ‘wait-and-see’ mode, waiting for the end of the
Organizational and Educational Reviews and to see what will happen after that. Given the
important role that this Office will have in the follow-up to the Educational Review, it is
imperative that it have the capacity to engage productively in strategic and operational planning
and be able to support schools in such planning at their level. We saw no evidence that such
capacity exists at the present time.

10.1.3 Service Delivery
For this Office, service delivery is defined by the activities that it should be undertaking to
support schools, given its current mandate. These services ought to focus on capacity building
for schools. Activities could include anything that helps schools to enhance their performance,
starting with the professional development of principals and vice-principals. The Office is aware
that many school administrators do not know how to deal with the problems that exist. When we
asked: How many of them have had management leadership training? the answer was short, if
not sweet: None.
The most prevalent form of support we could detect was sporadic visits to schools and periodic
meetings. The visits do seem to well planned. when, and if, they occur, there is no set of
expected results, merely a chance for the administrator to vent. This might make him or her feel
slightly better but does nothing to enhance his or her capacity to manage the school. As one
principal expressed it:
I want to be taught more what I can do to improve my own efficiency, effectiveness, you
know, to learn.
At the present time, school visits are a ‘hit-or-miss’ affair; they are as likely to be cancelled as
they are to proceed. They certainly do little to respond to the needs of school administrators as
expressed above. The periodic meetings are another story.
Anecdotal evidence is mixed about the utility of these meetings which comprise ‘Principals’
Meetings’ and PIT meetings. The reason for this dual track of meetings is not completely clear
but it seems to reflect the continuing ambivalence about the respective roles of this Office and
Educational Services. Apparently coordinators from Educational Services used to attend the
principals’ meetings and were able to respond to questions from participants about various
items on the agenda. This practice came to halt when Educational Services stopped them from
attending. Now any questions must be raised at PIT, which, as far as we can determine, does
not effectively deal with most of the issues brought before it. It is another example of
bureaucratic inefficiency which needlessly spends additional funds, that could go into the
classroom, for negligible results.
An undated document from several years ago, entitled Cree School Board Reform, specifies
two action plans that PIT was supposed to take forward:
•
•

improve teaching in the classroom; and
improve the basic learning skills of our students.

It consists of a series of vague and general statements with no concrete plan of action, no
specified results, no means of monitoring and evaluation and no accountability for follow-up. We
were not surprised when we did not discover anything tangible that had occurred because of
these so-called action plans.
All of these meetings take a considerable amount of time, especially when travel is factored in.
While some coordinating functions are achieved by these meetings, the resources they
consume, to say nothing of the frustration they generate, do not make them a very cost-effective
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means to support principals. Email and phone communication was cited by some as more
effective, while others stated that messages went unanswered - a communication problem that
is rampant throughout the Board administration.
The support provided for planning at the school level, using the LEP, is a case-in-point. We
have already provided a critical analysis of LEPs in the section on school leadership.a The
Office acknowledges that the LEP is a paper exercise and that there is little, if any, evaluation
done regarding the achievement of intended results. We were told that support was requested
from Educational Services but none was forthcoming. The issue was brought to the attention of
the Director General but to no avail. There simply is not the capacity in this Office to
conceptualize, design and support a local planning process, no assistance is provided by other
units and no leadership is provided by the Board.
Support activities could include helpful guidelines and other documentation, the operative word
being ‘helpful.’ There is a Principal’s Administrative Manual, but this is a working document from
2001. It seems that no one has had time to work on it in the past seven years. It is not a very
inviting document and contains a mixture of general information about ministry policy, board
policies and de-contextualized bits and pieces from unnamed secondary sources. For example,
one section is entitled Classroom Practices - Approaches to Teaching. The content is well
written but there is no context in which to interpret and apply what is said, as there might be, for
example, if it were part of a unit on teacher supervision. A great deal of work probably went into
assembling the material in this binder, time and resources that have not produced any tangible
benefit. This is another example of countless documents we have seen in the course of this
Review: much effort, much paper, little result.

10.1.4 Monitoring & Evaluation
Every organizational unit should be concerned with the monitoring and evaluating its
performance in accordance with the system in place inside the organization. This system should
be based on the accountability of each unit and a vision of improvement of its service delivery
and results. Ideally, each unit should play a major role in monitoring and evaluating its own
performance, regardless of the role play by others.
As will be discussed in section 12.2 in Part 4 (p. 280), there is no system in the Board for the
monitoring and evaluating of organizational performance. Each unit is therefore left on its own in
this regard. It is not surprising, therefore, that this Office does not engage in any systematic
monitoring or evaluation of its own performance.
As the line authority for schools, this Office ought to be concerned with every aspect of the
performance and capacity of schools. We have already seen in a previous chapter, that schools
do not engage in any systematic monitoring or evaluation of their own performance.b When we
inquired into the role played by this Office in regard to monitoring and evaluating schools, we
discovered that the only consistent role being played was to ensure that schools met deadlines
for various administrative tasks.
Periodically, specific inquiries are addressed to schools, for example a survey regarding school
closures, new positions put in place in accordance with the three-year plan. These tend to be
driven by requests from above, either the Director General or the Council of Commissioners.
Furthermore, it appears that not all schools comply with these requests and there are no
consequences for those that do not.

a
b

See page 123.
See section 6.4 (p. 136).
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Given that much of the support services schools ought to be receiving should be coming from
Educational Services, it can be argued that the ongoing monitoring and evaluation of schools
ought to be the priority task of this Office. Unfortunately, this is not the case. There is no
ongoing attempt to monitor and evaluate the core functions of schools - teaching and learning nor their capacity to delivery quality educational services to their students.
Regardless of the specific means used, school boards monitor and evaluate school
performance by:
•
•
•
•
•
•
•
•

determining what performance is to be evaluated;
articulating performance standards;
determining how performance will be measured;
providing for the collection of data on school performance;
analyzing the data;
reporting the results to schools, the school board and other stakeholders;
using the results to take action to improve school performance; and
supporting schools throughout this process.

As already seen in other sections of this report, various data are collected from schools, notably
on attendance and standardized test scores, as well as those provided by the Ministry, notably
student results on uniform exams and graduation. However, to date, this Office has not
exercised any role in this regard.
In part, this shortcoming reflects the ongoing ambiguity over the respective responsibilities of
this Office and Educational Services. For example, Educational Services has responsibility for
Data management, especially data relating to student achievement and school performance.
This is a critical task in any school board. For the past number of years, much of this function
has been delegated to an external consultant.
As we will see in the section that follows, standardized tests are administered in the schools but
nothing is done with the results. We were told that this Office was supposed to assume
responsibility for managing test data and that the consultant, whose position was only created in
July 2007, was to play a key role for this purpose. However, to date, nothing has ever been
clarified in this regard. There has been no written directive and no resources provided to
undertake this function. We were told that Educational Services has complained that this Office
is not doing its job in this regard; however, until a clear transfer of responsibility occurs, the ball
is still in Educational Services’ court.

10.1.5 Key Findings, Conclusions & Recommendations
For purposes of this Review, the results anticipated from this Office are captured by the
performance standard stated at the beginning of this section. We must now ask to what extent
the data that we have collected and analyzed permit us to determine whether this Office meets
the stated standards:
¾ The Office of the Supervisor of Schools adds demonstrable value to school performance
through the provision of its services.
¾ The operation of the Office of the Supervisor of Schools meets expected performance
standards for planning, managing, delivering and evaluating the services it provides.
These expectations situate this Office in the results chain for student success. By achieving the
results stated above, it helps schools
Enhanced
to achieve higher levels of capacity
Student
Office
Î
Î
School
and performance, which in turn will
Success
Performance
Performance
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leas to improved student success. We found little evidence of such results being achieved.
However, we need to be very clear about we mean - and do not mean - by this statement.
It would be grossly unfair to attribute low levels of school performance to this Office. As
presently structured and resourced, this Office has an enormous responsibility - line authority for
schools. However, it has been allocated very few resources and given no support by the Board
to discharge its mandate. In a previous chapter we cited the comment of a principal who opined
that their role was to keep teachers in line, while school resources were controlled by the CEA.
We see an analogous situation here where the Office is expected to keep schools in line while
resources are controlled by other units of the Board.
The leadership of this Office is trying its best to do what is expected of it. This Office is caught in
a ‘squeeze play’ between the schools and the Board administration. It tries to respond to
demands from above which are more concerned with administrative deadlines that schools
must meet rather than with their performance in relation to teaching and learning. It tries to
respond to demands from below but is unable provide schools with the assistance they require,
because it does not have the capacity to do so. This in turn results in poor communication, little
accountability and inadequate follow-up.
Blaming the leadership of this Office for these poor results would be utterly inappropriate as we
saw no evidence of bad faith, only a sincere attempt to do what it can in these difficult
circumstances. The results that should be expected from such an Office will only be forthcoming
when the Board decides to take school performance seriously and begins the long process of
building the capacity of units such as this one to support them.
Based on the foregoing analysis, we recommend:
R81 THAT, subject to the analysis provided by the Organizational Review, serious
consideration be given to making the Office of the Supervisor of Schools the sole
point of accountability for the supervision and support of schools.
R82 THAT any restructuring of the Office of the Supervisor of Schools be subject to
consultation of schools with respect to needed support.
R83 THAT the mandate of the Office of the Supervisor of Schools be clarified in
accordance with the any restructuring carried out and appropriate resources
allocated to allow this mandate to be fulfilled.
R84 THAT in accordance with other recommendations of this report, a comprehensive
plan be developed and implemented to build the capacity of the Office of the
Supervisor of Schools to exercise its mandate.
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10.2 Educational Services
This section deals with the support of learning through the provision of various education-related
services. In the CSB this staff function is performed by the Department of Educational
Services, which comprises five sub-units:
•
•
•
•
•

Instructional Services;
Student Services;
Special Education;
Cree Programs; and
Professional Development.

Unlike all other board departments that are meant to support schools, Educational Services is
located in Chisasibi. As will be seen below, this geographic separation from the Board office in
Mistissini does not appear to be based on any rationale related to its mandate.
The primary sources of data on this department were feedback from schools, interviews with the
Director and Coordinators, questionnaire data from educational consultants and other staff, and
a series of documents provided for analysis. The most serious gap in these sources of data is
the small number of education consultants who responded to the electronic questionnaire each
one received. In addition, we have no way of ascertaining whether the documents supplied
provide an adequate coverage of the material we requested.
Performance Standards


The Educational Services Department adds demonstrable value to school performance through the
provision of its services.



The operation of the Educational Services Department meets expected performance standards for
planning, managing, delivering and evaluating the services it provides with respect to:
◊

instructional services;

◊

special education;

◊

student services;

◊

Cree programs; and

◊

professional development.

10.2.1 Accountability
According to the General By-Law of the CSB, the Director of Educational Services exercises the
following responsibilities, under the authority of the Director General:
•
•
•
•
•

to prepare an annual education plan for approval by the Council;
to supervise the planning and organization of the curriculum and programs of instruction
at the elementary and secondary levels, including course materials and student
evaluations;
to ensure proper communication between school committees, CEAs, School Principals,
teachers and the Board;
to supervise the planning and implementation of Cree Programs, Student Services,
Instructional Services and Professional Development;
to administer and manage all programs and resources related to the complementary and
supplementary services as defined in the pedagogical regime applicable to the Board;
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•
•

authorize expenses and payments, and approve contracts for amounts not exceeding
$50,000 and cost reallocations not exceeding twenty-five thousand dollars $25,000;
to approve the appointment and engagement of all regional support staff and administer
the collective agreement applicable to its staff.a

Each of the five sub-units is headed by a Coordinator. The only mention in the By-Law of the
coordinators is to their spending authority (Art. 17.14) and no job descriptions exist for their
positions or for others employed by this Department: 22 consultants, a regional librarian and 15
administrative and technical staff. The staff and a brief description of each sub unit are shown
below.b Details can be found in the section on service delivery, beginning on page 222.
EXHIBIT 4-1: STAFF & RESPONSIBILITIES OF EDUCATIONAL SERVICES
Educational Services
•
•

Director

2 admin/technical staff
Instructional Services



Coordinator
c



10 Education consultants



1 regional librarian



5 admin/technical staff

Provides advice to senior officials, teachers and professionals of the
CSB respecting the implementation, development and evaluation of
educational programs, the appropriate academic organization of
schools and the selection and use of methods, techniques,
equipment, teaching material, etc.
Special Education



Coordinator



3 Education consultants



1 admin/technical staff

Promotes the philosophy of inclusive education; ensures that the
Board’s assessment referral process is followed and that parents
are informed and involved; provides essential services to students
with special needs in all schools and assistance to teachers,
support staff and administrators; promotes collaboration with
outside agencies and awareness of students with special needs.
Student Services

a

b

c

•

Coordinator

•

2 admin/technical staff

Responsible for financial, academic, vocational and social
counselling; developing career resource centers, student housing
and boarding home programs; developing medical and health
related services coordinating admissions; assisting in recreational
and cultural programs; coordinating food services; maintaining
student records; supervising student discipline; supervises
programs for students attending school off the reserve; works
closely with other CSB departments and outside agencies.

For purposes of this report, certain details of these functions have been omitted; see General By-Law, art. 17.06,
which refers to this position as the Director of Education.
The information presented here is taken directly from information supplied by Educational Services or published
on the Board website.
Instructional Services reports seven consultants that have been in place: Assessment and Evaluation; English
Elementary Education; Secondary ELA, ESL, and Secondary Social Studies; Cree Elementary Education
(northern dialect); Cree Elementary Education (southern dialect); Second Languages. Two others were in the
process of being filled when the data were submitted: Secondary French, French Second language, Secondary
Social Studies, and Math and Sciences; and there are two vacant positions: Elementary French Education and
Vocational Education.
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Cree Programs
•

Coordinator

•

6 Education consultants

•

3 admin/technical staff

Oversees the preparation, development and publication of learning
materials for Cree Language and Cree Culture, the activities in the
development of the Eastern James Bay Cree writing system, and all
the related resources and the maintenance and updates of the web
site www.eastcree.org wherein the Cree language resources are
housed; collaborates with Instructional Services by adapting
guidelines for Cree language and Cree culture instruction, with
Professional Development by providing resources and expertise for
the Cree literacy program and teacher training; collaborates with
Student Services and Special Education by providing Cree
language expertise; conducts research to improve Cree programs.
Professional Development

•

Coordinator

•

3 Education consultants

•

2 admin/technical staff

Develops and administers training programs for Cree and non-Cree
teachers, professionals, Principals, Vice-Principals and support
personnel.

Educational Services is responsible for the application of the following Board policies:
•
•
•
•
•
•
•

Safe Schools;
Field Trips and Excursions;
Summer School;
Promotion of Students;
Suspensions and Expulsions of Students;
Student Evaluation; and
Transfer of Youth Sector Students.a

In addition, specific sub-units of the Department are responsible for other policies, which will be
noted in the sub-sections that follow for each unit.
In terms of the accountability mandate of this Department, the contrast with the Office of the
Supervisor of Schools is striking. The mandate is very broad, as presented by the Department,
and considerable resources are allocated to it. If this Department were operating as intended, it
should be seen as a major pillar of support by schools. It is no wonder, as discussed in the
previous section, that principals are frustrated at the apparent lack of collaboration between this
Department and the Office of the Supervisor of Schools.
This situation needs to be resolved but not by the re-absorption of the Office of the Supervisor
of Schools into this Department. As the analysis presented in the rest of this section will
demonstrate, this Department has more on its plate now than it can handle. The solution will
either lie in placing existing or redefined sub-units under the authority of the Supervisor of
Schools or in refocusing Educational Services as a collaborative partner that support the work
done by the Office of the Supervisor of Schools - the unit with line authority for school
performance.
This perceived isolation is exacerbated by its location in Chisasibi. Since the idea of a major
service unit being located in a different community than the rest of the Board administration, we
first tried to find out why this had been done. No clear answer was forthcoming but it was
suggested that the move was based on political considerations, not administrative, and certainly
a

See Documentary Evidence/Youth Education/Board Policies in Appendix C; these policies are available on the
Board website: http://www.cscree.qc.ca/PPEdSer.htm.
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not educational, ones. When we asked the Director and the five coordinators about the location
of their office, the reply, with one exception, was:
I don’t think it matters much because we have internet, we have faxes, we have phones.
This reply might have been more reassuring if communication between Educational Services
and the schools was functioning smoothly but every indication we received from schools was
that this is not the case. Aside from mentioning that Waskaganish offered a better location
because of airline connections, all but one of the six administrators saw no disadvantage with
the status quo. The one dissenting voice, when we said that the location did not make much
sense to outsiders, replied: It doesn’t make any sense to me either. However, this person
thought that, while from the perspective of serving schools, the office should be in
Waskaganish, to be connected to the rest of the Board, it should be in Mistissini.
We recognize the attraction of Waskaganish from a travel perspective. This community is the
hub for Air Creebec, providing greatest accessibility to six of the nine communities. Mistissini
has no airport of its own and relies on the one located in Chibougamau, which is more than one
hour away by road (in good weather). The communities of Ouje-Bougoumou and Waswanipi
also rely on the airport at Chibougamau, being, respectively, one half-hour and one and one half
hours away by road (plus one hour plus to Mistissini by road).
Many of the staff who work in Educational Services come from Chisasibi and we are told they
would not move to Mistissini. On the other hand, we realize that at the present time some
consultants are not even based in Chisasibi, which further complicates the issue.a Finally, if this
Department were moved to Mistissini, accommodation is a serious issue.
We were informed by the Material Resources Department that the building where the Board is
presently located is not structurally capable of supporting a third floor. As there is no room to
expand horizontally, additional space would have to be found in a separate structure.
Furthermore, housing would have to be provided, always a costly and difficult undertaking.
We do not wish to belabour this issue, especially as its resolution depends on decisions about
restructuring, which in turn require the analysis to be provided by the Organizational Review.
However, we would not want to see this issue ignored because of logistical problems over
building space and housing, or even worse, for political considerations. Some creative thinking
may have to be employed to find a viable solution, such as a centralized hub in Mistissini, with
decentralized consulting posts in other locations, as is currently practised for some posts.
Whatever solution is envisaged, it must, subject to real feasibility requirements, be based on
what is best for the delivery of support services to schools.
Furthermore, if a move to Mistissini is contemplated, it should not be assumed that Educational
Services personnel would be the ones to occupy the ‘annex.’ It would send a powerful message
to schools, if they were located in the main administration building, with other administrative
personnel moved to the second location. Perhaps such a move would help to dispel the current
image of the Board: administration first, education second.

10.2.2 Leadership & Planning
Schools ought to be able to look to Educational Services for leadership with respect to the areas
of policy and practice for which it is responsible. These include some of the most vital maters of
concern to schools: curriculum, programs and materials, special education and other
complementary services, school organization and professional development. Appropriate
a

One consultant from Instructional Services is located in Waskaganish, another in Mistissini. One consultant from
Professional Development is located in Waskaganish, another in Waswanipi.
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support in all these areas combined make the difference between a school that is floundering
and one that is thriving.
In a department whose mandate is based on staff, rather than line, functions, the source of
leadership authority does not reside in the leader’s position per se. He or she does not exercise
any managerial authority over school administrators, teachers or other school personnel.
Instead, the primary source of leadership authority tends to be a combination of professional
and personal. The source of professional leadership authority comes from the expertise of the
leader who has demonstrated his or her knowledge in given field that is relevant to school staff.
The source of personal leadership authority generally comes from the ‘people skills’ of the
leader, his or her ability to interact positively and constructively with others. However,
sometimes this type of authority comes from dominant personality traits which enable the leader
to ‘force’ his or her will on others. This negative type of leadership does not play well and is
ultimately ineffective.
The successful leader in a staff role then is one to whom administrators, teachers and other
school staff look to for guidance on the issues listed above - curriculum, programs and
materials, special education and other complementary services, school organization and
professional development. They want someone who has answers to their questions, answers on
which they can rely, someone who understands their concerns and can offer advice that they
find helpful. However, professional expertise is not enough. The leader must also be someone
that they feel they can trust, who is approachable, someone to whom they can relate.
We interviewed the Director and each one of the five coordinators. We met with the consultants
as a group and interacted with several of them individually. However, we did not have the
opportunity to spend any extended time with these administrators and consultants, nor, observe
them interacting with school personnel. We did gain insights into their professional expertise
from the materials we examined. In addition, for Instructional Services staff, we benefited from
the information provided about this unit, the only one to do so.
From our limited vantage point, we believe that there is much knowledge within the group
regarding their respective areas of expertise. However, as will be explored in the following
section on service delivery, there are several important gaps in this knowledge base. From our
feedback from stakeholders in schools, we understand that when information comes from this
Department they have confidence in that information and will act on that basis. Unfortunately,
sometimes that confidence is misplaced. For example, assertions from this Department about
the effectiveness of CLIP does not appear to be based on a sound understanding of the
research on language acquisition and bilingual models of service delivery.
Schools are ‘front-line’ organizations that look to leaders with practical expertise - ‘know-how’
that will help deliver services to students. The leader must therefore not only have knowledge
about a given topic, but how to apply that knowledge, which implies expertise in the process of
consulting. For example, someone may know what content would be helpful for teaching a given
program but be unable to produce material that will be helpful to a teacher to use that content.
The personal source of leadership authority first requires effective two-way communication. The
data we gathered from schools tell us that communication is a very serious issue in this
Department. With some exceptions, people in the schools say that they never see anyone from
Educational Services and when they call and leave messages, they either get no response, or a
very belated one. People from Educational Services say they go to schools when they are
invited, suggesting that the blame for any lack of services lies with the schools. That kind of
response does not reflect responsive leadership, nor does it reflect a sense of accountability for
the services this Department is supposed to provide.
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In order to try and get a more balanced view of this issue, we prepared a questionnaire for each
consultant. In addition to asking for general comments about the strengths and weaknesses of
Educational Services, the questionnaire consisted of ten separate blocks, one for each school
and one for work that was not school-specific. In each case, the consultant was asked to
provide the following information:
•

Issues: What issues have you encountered in your role as an education consultant
which you have been expected to address in 2006-07 or the current school year?

•

Actions: What actions have you taken to address these issues to date?

•

Results: How the situation has improved because of your actions? Include a description
of the evidence that enables you to determine that these results have been achieved or
that progress is being made.

We saw this as an opportunity for consultants to tell their side of the story. We recognized that it
was possible that they were more active in the schools than they were being credited.
Unfortunately, only four consultants responded. Two of the four contained not one entry under
individual schools. The other two contained some entries under schools but many of these failed
to provide the specifics we were looking for. Overall, consultants were either unwilling or unable
to demonstrate that they added value to the schools through their work.
The questionnaire data from other staff employed by Educational Services contained ‘mixed
messages.’ Some felt that all was well, others that communication was a problem. Though here
again, in some cases this was blamed on the schools. Some staff members did mention the
perennial absence of the Director and coordinators from the office.
We asked Educational Services administrators about operational and strategic planning.
Operational planning appears to be ad hoc, carried out by individual coordinators or consultants
as they see fit. Thus, for example, the Coordinator of Student Services plans the activities that
this unit sponsors in communities throughout the Board. We had little discussion about strategic
planning because there wasn’t any to discuss. There does not appear to be any tradition in this
Department to construct a long-range perspective of what Educational Services should be doing
or how this vision should unfold. Nor is there any attempt to link this Department to the Office of
the Supervisor of Schools or the needs of schools.a

10.2.3 Service Delivery
Instructional Services
Instructional Services provided us with a document intended to describe “who we are and what
we do.”184 It states that the duties of the Coordinator entail the performance of all the duties
required for the coordination, supervision, evaluation, research and development of one or more
programs of a field of activity, particularly instructional programs, measurement and evaluation,
teaching means, human, financial and material resources management, data processing,
student transportation, continuing education or post-secondary programs. It further lists four
specific responsibilities:
•
•

a

participate in the drawing up of objectives, programs and budget of the department;
assist the director of the department responsible for such programs and advise the other
directors of services or establishments on all matters pertaining to the programs;

However, this Department is responsible for the production of the current multi-year plan of the Board, which is
discussed in section 12.2 (p. 279).
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coordinate and assess the implementation of specific programs;
coordinate and evaluate the performance of personnel under their authority.

In describing the role of the consultants, this document quotes verbatim from the generic job
description found in the provincial classification plan. We assume that this means that the
Department has never crafted its own job description of this position.
This document provides a draft mission statement for this Unit which is shown in Exhibit 4-2:
EXHIBIT 4-2: THE MISSION OF INSTRUCTIONAL SERVICES
Mission

Our Mission must be to exceed the expectations of teachers, administrators, regional
management and other school stakeholders whom we define as our partners, our
service customers, and our reason for existing.
We will achieve this by becoming a trusted, valuable and highly relevant service, by
continuing to learn to improve ourselves, by seeking to truly understand the schools'
needs and by collaborating with them to achieve their own Vision and Goals and by
providing all stakeholders with the best available tools and resources related to their
needs.
Finally, we will accomplish our Mission by following established processes for
monitoring our actions and outcomes and for implementing improvements to those
actions all along the way.

Beliefs



Quality teaching makes a difference in student learning;



Teachers and principals can improve their practice through professional learning;



The professional learning of teachers is a central factor in determining the quality
of teaching;



The professional learning of principals is a central factor in determining the quality
of their instructional leadership;



Instructional Services can play a critical role in determining the quality of
professional learning experienced by teachers and principals.

High quality professional development:

Goals



Focuses on deepening teachers' content knowledge and pedagogical skills;



Includes opportunities for practice, research, and reflection;



Is embedded in educator's work and takes place during the school day;



Is founded on a sense of collegiality and collaboration among teachers and
between teachers, and principals in solving important problems related to teaching
and learning.

The goal of Instructional Services is to enrich and promote the success of our students
by providing teachers, vice-principals and principals with:


Quality, up-to-date pedagogical expertise, information and services;



Effective, user-friendly assessment tools and services;



Support in promoting and coordinating regional activities;



Efficient data liaison support services.

It would be difficult to take issue with anything in this statement. It says what one would want to
hear about a unit of this kind. The obvious question then is: Does Instructional Services walk the
talk? To answer this question we sought to determine:
•
•

what this Unit actually does;
what results it achieves; and

224

The CAFSI Report

•

how satisfied are its avowed “partners” and “service customers.”

We began this inquiry with the document to which we have been referring, which described
what the Unit does in relation to four sectors of activity:
General Education Sector
•
•

•
•

•
•
•

We keep abreast of research and new developments in the field of education, especially
with respect to curricula and educational methods, complementary activities, manuals
and other educational material and evaluation of academic performance.
In conformity with the policies established by the board we assist with the introduction of
both experimental and other new developments; we provide information on new
requirements brought about by change and we encourage a continuous process of
evaluation within the milieu. It is our duty to advise the board and all persons concerned
in such matters. Our main role is that of stimulating the educational interests of the
teachers in our schools with respect to programs, practices and professional
improvement.
We may, when asked, advise on matters concerning the purchase of equipment and
educational material and on ways of planning school organization, time-subject
allocations, classroom management, etc.
In addition, we may provide advice on questions concerning the professional
improvement programs for teaching staff; we may also provide in-service, pedagogical
day workshops, short-term courses, teacher assistance, assessments and evaluations if
requested by a school after consultation with teachers.
We provide a summative evaluation for the Cree School Board History of Quebec and
Canada program and we provide various services related to MELS examinations
including a regional marking team supervised by Sanction des etudes.
In conformity with the regulations of Sanction des etudes and under the supervision of
Sanction des etudes, we manage, distribute, collect and mark MELS exams.
We provide summative evaluations for English Second Language, French Second
Language and Cree Mother Tongue at the end of Cycle III elementary.

Vocational Training Sector
•
•
•

We are concerned with promoting the board's vocational training courses among the
school clientele and the public.
We collaborate in the organization of courses and in placing students into programs that
are offered at the Vocational Training Center and AVS programs offered in the schools.
We collaborate with schools to develop AVE programs, and work-study programs at the
upper secondary levels.

Library & Resources Sector
•
•
•

We maintain a collection of didactic resources and professional literature which is
primarily for the use of our consultants but is available to CSB personnel;
We provide training and assistance to school documentation technicians working in
school libraries;
We assist with ordering and building appropriate library resources for student use.
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Data Sector
•
•
•
•
•

We register new students coming into the education system and obtain their permanent
codes;
We make changes to student transcripts when errors are found;
We assist schools in determining course codes and we find course codes for locally
developed programs;
We act as a liaison between the Cree School Board and Sanction des etudes.
We provide standardized testing for data collection purposes in our schools (CAT and
CELTS) in English, French and Cree.

The document complemented this overview with activity reports for the past two years from the
Coordinator and six of the seven consultants.
The overview reproduced above covers a broad canvas as one would expect from a unit that
has been established for a long time and has considerable resources at its disposal. The
questions we asked ourselves was whether the Unit provided value that was commensurate
with this investment of resources.
The Coordinator’s activity report revealed that, like so many other coordinators, much of his time
is spent in meetings, presentations and workshops, and travelling to and from these events.
This chronicle of events suggests that the Coordinator was busy but does not help us to see if
this time was well spent. Some of the consultant reports were quite detailed, others were very
short. In some cases, the schools in which they worked were identified. From the material
submitted it would appear that some were much busier than others. Unfortunately, none of the
activity reports provided any expected results from their work nor any evaluation of how
successful they thought their interventions had been. To get some idea of these results, we then
analyzed the feedback from school stakeholders and others about the valued-added by
Instructional Services.
Regional Education Symposium, 2007
Educational Services also played a key role in organizing and conducting the Symposium,
which we attended.a According to the document supplied, it was responsible for organizing all
155 workshops offered at the Symposium. In addition, two consultants offered workshop and
one provided a consultation session with Cree elders for Cree teachers.
There is no doubt that holding such an event is a major - and expensive - undertaking. The first
symposium was held in Val D’Or and comprised over 400 participants. Participants in the
second one, held in Montréal, numbered more than 500.185 We do not know the actual cost of
each symposium but each one must have cost close to one million dollars. While managing
logistics is a key aspect of conducting such an event, the critical question for us was the value
the synposium provided for the investment in time and money.
The report of the first symposium is a glossy publication in Cree, English and French, 155 pages
in length. However, the actual report itself is only 5 pages in one language, the remainder being
taken up with copies of addresses of keynote speakers and panel members. The report is
almost exclusively devoted to logistical issues. The evaluation was limited to a compilation of
the rating given by participants in individual workshop sessions. The draft report of the second
symposium follows the same format.

a

However, it should be noted that the person responsible for leading this initiative was a coordinator from the
Board office.
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The fact that participants rated individual workshops in the first very highly may be regarded by
some as a sufficient justification for the time and money invested in the symposium.a We beg to
differ. Workshops are widely assumed to be successful when participants say that they enjoyed
them. However, the real true value of a workshop can be only be ascertained once one has
determined the results that it was intended to achieve. If its purpose was merely to entertain
then such an evaluation may be adequate. However, if it was intended to improve the
performance of classroom teaching (since the primary target participants are teachers), one
must look beyond the workshop to see what effect it had in schools. To our knowledge no such
evaluation has ever been done. This is not surprising as most educational organizations with
which we are familiar do not carry out long-range evaluation of their activities.
Given the depth of problems in CSB schools, it
The voice of students must be
seems to us that Educational Services would
be well advised to seek answers to such
heard in any educational event.
questions rather than being content that the
event was well managed and good time had by all. The location of the symposium is also an
issue. One outside stakeholder opined that such an event should be in Cree communities, not
Montréal, and that the voice of students must be heard - something that was notably absent in
the Symposium. It is obvious that no Cree community has the infrastructure to host a regional
symposium, as currently conceived and structured. However, given the need to refocus the CSB
on its students and communities, perhaps thinking ‘outside the box’ about how such events
should be organized is worth doing.
The School Perspective
Generally speaking, from the schools’ perspective, Instructional Services does not live up to its
statement of values and beliefs. School stakeholders do not feel like honoured partners and
valued clients. They feel neglected and ignored.
They have their offices just across the street from us and haven’t seen one consultant in
our school this year (teacher).
The consultants - we never see them; we don’t know if they really exist. we try to reach
them in their office in Chisasibi and they never call us back (teacher).
For my part, I have heard of the legend of the consultants but in the past two years I
have never, never seen one or any evidence of one. There now you have a Cree legend
for the Review (teacher).
They used to come but they don’t come any more. We don’t have to worry about
developing the material they would bring to us because it doesn’t exist (teacher).
One time they came to our school to provide a workshop on materials that we could use.
We were given a nice list of websites (teacher).
A reform comes in and you’re still floundering on your own, having to learn what it is all
about. And then you have those big programs you have to go through. Teachers have to
do that all on their own (Principal).
With the exception of one consultant, it’s almost as if they’re afraid to come to school. In
the time I’ve been here, I’ve yet to see them come and meet us, for example, as a team
of administrators (Principal).

a

The ratings were 62% excellent, 33% good, 4% adequate and 1% poor. The ratings for the second workshop are
not yet included in the draft report.
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Q: What about Instructional Services? Any help from them?
A: Not as much as I would like to see, you know (Principal).
Q: What about people from Instructional Services?
A: [Name] is very helpful in providing a lot of material that we can look at and answering
our emails (Principal).
Q: How about the consultants from there? Do they come to the school?
A: Not very much. They say they can’t make it. They’ll schedule it for the next year but
we don’t have them at the time we want them. It takes, maybe, a year to have them
come (Principal).
The major complaint of my teachers is that the consultants are never in the school. They
never see them. They are just phantoms. In sum, they do not add any value to our
school. What they add is frustration because our teachers want to know what they are
doing besides sitting in their offices (Vice-Principal).
I tried contacting Instructional Services - I was trying to find out what they could
recommend as a textbook here. Well, I was told it’s up to the school….all kinds of
excuses not to give us any information at all. That’s what it felt like (Vice-Principal).
Some principals spoke about presentations made at principals’ meetings, presentations that
were interesting the first time but then repeated the next year - same presentation, same video.
We have looked at some of this material and agree that some of it is interesting, but that
potential is lost when there is no long-term plan to take an idea and follow it through so that it
can actually be useful to schools. On the other hand, Educational Services told us:
One consultant has been working for three years now with the principals on training, on
professional learning communities and school improvement. After three years, I still don’t see one
single inkling of anything going on in the school in terms of their attempt to try to institute
anything.... All they say is: I need more training, I need more training. It’s the same as when we
tried to start reform in our schools. We went in and we did workshops and we did workshops and
people would say they’ve never had workshops on reform.

We are not in a position to say with any certainty whether this statement from Educational
Services or others from schools cited above more accurately portray what has happened over
the past several years. What is clear, however, is that something is terribly wrong and the Board
needs to get to the bottom of the situation.
In analyzing stakeholder views in relation to the claims made by Educational Services we
realized that communication was a major issue, from phone calls and emails not being returned
to a failure to establish a satisfactory means for schools and the Unit to talk to each other.
Educational Services may wish to claim that they only go where they are invited and we
understand the idea behind ‘invitational consulting’ - being responsive to client needs, rather
than pushing an unwanted service at someone. However, schools must know what is offered
and must feel that what is being offered is worthwhile. If schools are not asking for their
services, this Unit ought to be asking why. Part of this answer, as indicated by one of the
comments cited above, lies in the material that this Unit produces.
Curriculum Guides
The final piece of analysis undertaken with respect to Instructional Services focused on the
materials they produce. The Unit sent us several boxes of curriculum guides and related
materials which were said to be “representative of the work we do and the resources we provide
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to schools.”a All of these curriculum guides and related materials were analyzed. The following
provides some key highlights from this analysis.
Judging from the curriculum guides and other documentation provided to us for review it seems
that while some members of the Instructional Services Unit have potential to produce useful
guides and resource materials for teachers, they lack the skills to put materials into a teacher
friendly, teacher useful, format.
•

Not all, but many of the sample documents provided to us have no introduction or
statement of purpose.

•

They have no table of contents or index to guide the teacher through the document. In
many cases they are an eclectic collection of photocopies that would require a great deal
of time and effort, on the part of an experienced and competent teacher, before they
could be used effectively with students.

•

They would be of little use to teachers who are not well informed and confident with the
content and methodology of their course of study.

A copy of the analysis of each document can be found in Exhibit C-31 and C-32 in Appendix C
of this report.
In addition, we received copies of two other documents worthy of note: the Teacher Induction
Program,186 and a draft version of a Teacher’s Handbook.187
Plus ça change ...
In 1999, Henry Mianscum reported on the high turnover of teachers in CSB schools. Three
years later, in 2002, the Board introduced the Professional Practice Assistance Program. It
consists of two parts; the first part consists of the Program of Induction into the Teaching
Profession designed for new teachers; the second part, the Individual Development Plan, was
designed for experienced teachers. Four years later (2006), Educational Services produced a
manual for Part 1.b The manual contains a great deal of material that could be helpful for the
mentoring of new teachers, depending on the availability of appropriate mentors and the inservice and support provided to them. We did receive some feedback from schools on this
program.
I think that mentoring is a good idea. What the
teachers told me is they feel that it’s too much, that
we’re expecting them to do too much on this
mentoring (Principal).

The draft version of the
new Teacher’s Handbook
is a valuable resource.
How will it be used?

I think that it was necessary to try and bring our
teachers up to the proper way of teaching.
Remember, a lot of our teachers, our Cree teachers, were only taught in the community
and I believe that should never happen again (Principal).

The draft version of the Teacher’s Handbook updates an earlier version from 2001-02. Unlike
most documents produce by this Unit, this one has both a table of contents and numbered
pages. We did not attempt to analyze the text in detail but it seems to be very well written and

a

b

The document also contained copies of some of the policies listed previously at the beginning of this section, as
their application is the responsibility of Educational Services, not a particular sub-unit. We assume that
Instructional Services has the de facto responsibility for these policies but no information on this was included.
We have no information as to what materials, if any, were produced for Part 2.
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choked full of useful information. we only hope that this resource is put to good use and not
merely sent to schools in a box for distribution.
In conclusion, we find that there is a serious ‘disconnect’ between Instructional Services and the
schools it is meant to serve. The self-image of this unit and the image it projects about schools
no resemblance to the images that schools have about the unit or what is actually occurring in
schools. For example, in a three hour session for the CSB Management Group, the Coordinator
addressed a common complaint - we have no programs in our schools. This session provided
an overview of the Quebec Education Reform and a close look at the components of the QEP in
order to establish the fact that the CSB does have an education program that is being followed,
a program that, among other features:
•
•

recognizes and builds on the school’s achievements;
provides subject-specific learnings that are integrated into the development of complex
intellectual skills, are fundamental and functional and are both contemporary and rooted
in culture.

Unfortunately, there is little evidence that this is the understanding of the people in the schools.
When asked about the curriculum they are supposed to teach, schools would say the QEP but
add quickly that it was really up to individual teachers. Most teachers seemed unaware of
anything specific that was required beyond some textbooks they were using. In general they
indicated that they defined their own curriculum.
While the official curriculum may be the QEP, the documents produced by the MELS are rarely
teacher friendly or teacher helpful by themselves. Many school boards in the south spend a
great deal of time and effort preparing guides and explanations that synthesize and re-phrase
the QEP to make it more useful to teachers. While the new regime indicates the content to be
addressed while developing competencies, it is not specific enough for a teacher to use as a
guide.
Some school boards have developed a hierarchy of concepts and skills in each specific content
area. This is further broken down into grade level sections to allow teachers to have a clearer
understanding of what specific content, skills and competencies would ideally be dealt with at a
grade level. This allows teachers to understand what came before their grade level as well as
how their grade level may be a prerequisite for further learning.
This type of curriculum outline is never intended to dictate the absolute order in which content is
learned, but it does provide a continuum that teachers can use to back-map the student’s
learning if they are having difficulty with a concept or skill at a given grade level. In other words
it can provide teachers with clues as to what students may have missed along the way and
allow the teachers to go back to a point where the student may have floundered. This type of
tool would be most useful in the CSB where frequent absenteeism can contribute to even larger
gaps in learning. If teachers are to be able to teach their students effectively they must be able
to determine the level of the student’s understanding or competency and begin to teach them at
that point, always with a view to having the student move forward on the continuum, to the best
of his/her ability.

Special Education
As noted previously in our discussion of special education services in schools, ministry policy is
framed by the provisions of the Public Education Act whose provisions are quite different from
those that apply to the CSB which simply state:
Every school board must offer special educational services for children who are unable, by
reason of physical or mental deficiency, to avail themselves of the instruction given in the regular
classes or courses.
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The admission of children to special educational services is effected after consultation with their
parents, the teachers identified with those services and the staff concerned.
Every school board must take the necessary measures to admit to the recognized and
appropriate classes he needs any handicapped person within the meaning of the Act to secure
handicapped persons in the exercise of their rights with a view to achieving social, school and
workplace integration (chapter E-20.1) who needs further general and vocational education to
facilitate his school, vocational and social integration, from the end of the school in which he
reaches 16 years of age until the end of the school year in which he reaches 21 years of age.188

These provisions reflect an ‘exclusionary perspective’ regarding the education of students with
special needs. In other words, the presumption behind these provisions is that these students
will be educated separately from other children.a However, the CSB does have a Board policy
on special education,b that begins with an adapted version of the Ministry’s major lines of
actions as stated in its policy paperon special education.189 The policy includes a commitment to
the ten guiding principles listed below, subject to an important caveat: “sufficient funding and
the availability of appropriate resources.”
EXHIBIT 4-3: CSB GUIDING PRINCIPLES FOR SPECIAL EDUCATION
The Cree School Board is committed to the following principles:
a) each child is entitled to a system of education that supports the child’s learning, development and
cultural integrity in the least restrictive environment, from pre-kindergarten to 21 years of age or until
25 years of age if handicapped;
b) the role of the local school in the identification and intervention processes is recognized;
c) the importance of a partnership between the school and the community in meeting the needs of
students is recognized;
d) students with special needs are integrated in the regular classroom and in school activities according
to their needs and respecting the rights of other students;
e) early intervention is an essential element of school success for all students;
f)

the provision of an environment in which all students can develop to their potential and become active
community members.

In order to achieve these principles, the Board must ensure that:
g) here is a framework in place that will enable all students to be included as part of the mainstream for
the length of time and for the subjects that are most beneficial for them;
h) each student’s case will be analyzed individually to determine the most beneficial services,
considering academic, social, emotional and physical needs;
i)

environmental and pedagogical adaptations will be made as required to facilitate student success;

j)

the services of a special education technician, student supervisor or attendant for handicapped
students will be provided when prescribed and approved.

All of the above principles are subject to sufficient funding and the availability of appropriate resources.

The Policy also includes roles and responsibilities of parents, students, teachers, consultants
and the school principal, an elaborate referral process that progresses through six sequential
stages and the following statement regarding integration:

a

b

Originally, this legislation would have been seen as progressive, as it provided for the education of children that
previously were excluded from school altogether. However, by the late 1980s, they were seen as exclusionary,
preventing - or at least not encouraging - the placement of these students in regular classes, something the
revision of the Public Education Act in 1989 was meant to correct.
See Documentary Evidence/Youth Education/Board Policies in Appendix C; the policy is available on the Board
website: http://www.cscree.qc.ca/PPEdSer.htm.

Part 4: School Board Support for Learning

231

The harmonious integration of a student with special needs into a regular class or group takes
place on the basis of the evaluation of the student’s abilities and needs, in order that such
integration would facilitate the student’s learning and social integration.
This should not significantly undermine the rights of the other students. If so, the Board may
provide the student with alternative educational services.

The Coordinator is responsible for the application of this policy and is supposed to be supported
by three consultants: one each for the English and French sectors (the later position remains
vacant) and one for alternative education programs. All other personnel with responsibilities for
special education are employed at the school level, as discussed in section 5.2.
As described briefly in Exhibit 4-1 (p. 218), this Unit provides support to schools and liaison with
outside agencies. However, because this unit exercises staff functions, the Coordinator does
not have authority over any school-based personnel. The role is advisory and facilitative in
nature. The support offered includes a Special Education Procedures & Resources binder that
contains the Board Policy, a list of the services offered, the job description of the special
education department head, referral forms, various check-lists, MELS definitions for special
needs and other resource materials. The material is well organized and presented, with an table
of contents for the thirteen tabbed sections; however, the MELS definitions are from an older
version and need to be updated.a
The interview data from this unit reflect a genuine effort to be responsive to schools in helping to
meet student needs. From the Unit’s perspective, they have made a positive contribution to
schools, with positive change occurring, even if it is not happening as fast as some would like:
We can’t expect, in two years, that the whole Special Ed. Department is going to be
perfect but, I have seen changes where I see the referral process, processes, is much
better than it was. Before ... the consultants would come in and they would literally knock
on the door …”do you have anybody we should see?” whereas now, when they come to
the school, they are provided with a list and file folder of “these are the people you are
going to see”. We have more follow-ups ... and we’re doing multi-disciplinary team
meetings for students with extreme needs.
The feedback from schools corroborates this view. When we asked: What kind of help do you
get in your school from Educational Services? we were told:
Actually, now I feel that Special Education is helpful. It’s now very receptive (Teacher).
Special Ed. does come to our school but I haven’t seen
anybody else for years (Teacher).
I seem to be getting a lot of feedback from Special Ed’,
I see a great improvement there (Principal).

Special Education is
helpful. It’s now very
receptive (Teacher)

Especially with special education, it’s a great help (Principal).
Special Ed. does help a lot; they play a big role in our sector [kindergarten to grade 2]
(Vice-Principal).
Spec. Ed. is in contact with us very often trying to do things. We work with Special Ed.
here quite a bit (Vice-Principal).

a

See endnote 114.
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In the limited time we had, we cannot say that all is as well as it should or could be but by and
large the picture which emerges of this unit is a positive one. The Unit appears to be ‘in tune’
with what is happening in schools and is seeking ways to improve service delivery. As
evidenced by our discussion earlier, the Coordinator recognizes the need for a new model with
regard to how outside consulting services are used. Attempts are being made to develop a Cree
assessment package and there appears to be considerable effort to develop linkages with
outside agencies.
However, as elsewhere, this Unit suffers from a lack of reliable data. As mentioned in our
previous discussion of special education in schools we could not get an accurate count of the
number of students in each special needs category by grade level for each school. This count
raises an issue that did not arise in any interactions with any stakeholders but which we feel
merits consideration, namely the scope of application of ‘special education’.
Exhibit 2-27 (p. 106) listed the categories of special needs recognized by the Ministry which
include, in addition to various categories of ‘handicaps’ (group C), groups A and B: students ‘at
risk’ and those with ‘social maladjustments’ and ‘learning disabilities.’ The definition of who
should be included in groups A and B has always been controversial in Québec and other
jurisdictions.190 The students contemplated by these groups span a range between ‘regular’
students and those with recognized disabilities.a The Ministry has never counted the number of
students at-risk (Group A), a grouping that was only officially recognized a few years ago. In
official statistics, group B has always outnumbered students in group C, ten-to-one.b
There has always been a general lack of agreement as to how do identify students in group B
and the sheer number of these students makes the Ministry tremble at the funding implications
(which is why they are no longer counted). In most school boards, when ‘at-risk’ students are
added (all those considered to be vulnerable to academic failure or socialization), the number of
students considered rises dramatically. However in the CSB, this number would encompass
almost the entire student body. In other words, if special education encompasses groups A, B
and C, the only students it would not be intended to serve would be the small percentage who
are not experiencing difficulty in school and the infinitesimal percentage of gifted students.c
This does not seem to be a realistic ‘target group’ for ‘special’ services and funding in the CSB
context, special being understood as a level that goes beyond what the Board does for most
students.
Finally, as with all other units, travel and absence from the office also seem to be an issue that
needs to be addressed.

Student Services
According to a document supplied, the Coordinator of this Unit is responsible for the
coordination, supervision, evaluation, research and development of all the programs and
resources related to the services required by the students. The services listed are: financial,
academic, vocational and social counselling, the development of career resource centers, room
and board program, assistance in recreational and cultural programs, food services, the
maintenance of student records and general responsibility of all auxiliary student needs. He or
he exercises the following functions:
a

b

c

Although group B includes students with mild intellectual disabilities, speech impairments and other conditions
that many would argue constitute recognized disabilities. Hence in some other jurisdictions they are simply
classified as ‘mild’ disabilities.
In the Ministry Policy (see endnote 189), group B equalled 11.16% of total students population, while group C
equalled 1.26%.
In many jurisdictions, but not in Québec, gifted students are recognized as a category of ‘exceptionality’ and
considered as part of the groups of students with special needs.
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support of the personnel of Student Services by supervising their respective duties, the
monitoring and evaluation of the performance of the staff members;
close collaboration with other Cree School Board departments and administrators, other
Cree entities, other school boards, community representatives, parents and school
committees;
supervision of all programs related to students attending school off-community;
preparation and development of department policies and mandates;
preparation of programs and services required;
development of programs and policies for staff members;
development of position papers respecting Student Services;
preparation, administration and supervision of the budgets allocated for Student
Services;
participation with other Coordinators in the management and direction of Education
Services; and
carrying out of any related duties as assigned by the Director of Education.

This job description seems to highlight some aspects of this Unit’s responsibilities while ignoring
others contemplated by the seven Board policies listed below for which this Unit is responsible:
•
•
•
•
•
•
•
•

Boarding Homes;
Local Education Assistance Program;
Inter-Community Elite, Athletic and Sports Program;
Inter-Community Schooling Program;
Off-Community Leagues and Institutions of Athletic and Sports Programs;
Off-Community Elementary and Secondary Education;
Private Secondary Education Program
Secondary V Orientation Trips.a

We were not able to carry out a systematic analysis of all of the activities of this Unit. However,
we did gain some insights into their operation from the data gathered from various stakeholders,
beginning with the Student Services Unit itself.
In the limited time we had, we could not delve into all the programs and activities for which this
Unit is responsible. We know that these include a regional Cree spelling bee, science fairs,
careers fairs and school excursions, among others.b However, it certainly seemed as if the Unit
had a lot on its plate but that it was well organized in terms of managing and delivering all these
programs and activities. According to the Student Services Unit, it enjoys good communication
and good relations with all the schools:
We know them all and have worked with them for a long time. As much as possible, we
try to make things smooth for them when we’re running programs for them and they
seem to think we do, so we’re happy.
The schools presented mixed views about Student Services.
Student Services are responsive if someone is in the office but there is not always
someone in the office; you can email but it takes a long time to get a response. So it’s
not always helpful (Principal).
We have good support from Student Services.
a

b

See Documentary Evidence/Youth Education/Board Policies in Appendix C; the policy on Secondary V
Orientation Trips is the only one available on the Board website: http://www.cscree.qc.ca/PPEdSer.htm.
Additional information on these and other activities were supposed to be supplied but it was never received.
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Cree Programs
We understand that the mandate of this Unit has evolved over the years although we received
no written documentation of any kind explaining current or past roles and responsibilities. We
were told that at one time, Cree Programs was responsible for anything that had to do with
anything Cree in the school board. About five years ago the Board decided to transfer two
people from this Unit to Instructional Services to work on pedagogy and support classroom
teachers. At the present time it appears that the mandate of the Cree Programs is to develop
Cree language learning resources for students and the East Cree writing system.
It appears as if the discharge of this mandate is totally disconnected from the schools. When we
asked if this Unit undertakes any kind of systematic process to find out what each school would
need in terms of your services, the response was short and crystal clear: No.
We endeavoured, first in an interview, and then by email to understand what this Unit has been
doing, and not doing, over the years. As best as we could discern, at one time Cree Programs
intended to develop curriculum in Cree but this was abandoned when the Board decided to
adopt the QEP. Furthermore, no attempt was made to translate the kindergarten and first cycle
elementary QEP into Cree. In part, we understand this to be because of a lack of professional
resources to undertake such translation work. We were informed by one source from within the
Board:
There are very few people in the Cree Nation who have expertise in Cree written
language. You could probably count them on two hands. The few people who have the
skills to do this kind of stuff are being bombarded constantly to do all [kinds of translation
work]. But, here’s the other issue. Once it’s translated, there’s no guarantee that the
teachers who are teaching it in Cree can even read it and understand it. And that’s not
all. For some of these teachers, their English skills are not well enough developed to be
able to read that document and understand what it’s telling them.
We then asked Cree Programs what responsibility it had with respect to curriculum for the
subjects being taught in Cree. Again, the response was short and crystal clear: None.
At the present time, the Unit has four consultants but proficiency in Cree seems to be an issue.
Although it seems to focus exclusively on writing and publishing materials in Cree it appears to
have only limited capacity in this regard. It relies heavily on an outside consultant, Professor
Marie-Odile Junker from Carleton University and Nortek publishers.
Based on an interview and an examination of material being produced, the former appears to
provide considerable support for Cree
Programs and is responsible for the website
It is important that the schools
(www.eastcree.org) that we will discuss
continue to support and teach the
below. Professor Junker is clearly a valuable
Cree language. But how and with
resource and would be able to contribute
much to any future consideration of Cree
what focus? You could have
language development. As our interactions
wonderful theatre, drama, oral
with her and the site she directs have
contests, storytelling, .... You
reminded us, there are many paths that one
can choose to promote a language (see text
could have all kinds of things
box). The question for the CSB is not if but
happening in Cree.
how.
We did not attempt to contact the publisher but are concerned with the level of influence that an
outside commercial interest may be exercising over the direction that Cree Programs is taking
and how it is spending its money. We get the impression that the publisher is making decisions
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that ought to be made by Cree Programs, decisions that may not be in the best interest of the
CSB. We are not in a position to say anything definitive and we are not making any accusations.
However, this is clearly an issue that warrants a detailed probe.
From what we have seen, there is little capacity inside Cree Programs to fulfill its role. There is
no use being made of the potential of desk-top publishing software and other media to produce
materials more economically and make them more readily available to schools. There are
valuable opportunities to involve staff and students as well that are not being explored. As part
of Cree culture classes, students could interview elders, create their own media in Cree. The
possibilities are endless if anyone took a leadership role and promoted such ventures.
In terms of the material itself, the curriculum guides provided by the Cree Programs (when it had
this responsibility) are similar to others we received from the Department. While people have put
in a good deal of time an effort to produce the documents they are less than user friendly due to
lack of tables of contents and page numbers. The suggested activities would benefit from
workshop settings and/or more explanation of exactly what the teacher is expected to do. They
are more of an outline of suggested activities than a guide to teaching. It is interesting that they
are sited as working documents from 1996 and 1997. Ten plus years is a long time to be in
working document form unless the intent is to have a constantly growing document. There is no
evidence that this is the case.
The Cree-English dictionaries (lexicons) are well done, but they do make one wonder about the
viability of written Cree as a language of instruction. It would appear that the language is not yet
developed to the point where one could expect instruction in the Cree language (written) to be
taught without the use of a second language. If this is true, it is clearly impossible to expect
other subjects to be taught using Cree as the language of instruction. No written Cree Language
resources exist for the teaching of subjects
such as Math, Science, or any of the Social
Studies.
This site is intended as a
The material available at www.eastcree.org
is quite impressive. One can find stories, a
reference grammar and linguistic atlas, a
terminology forum, lessons, a dictionary and
a resource section.

resource for Cree language
teachers, literacy instructors,
translators, linguists, and anyone
who has an interest in the nuts
and bolts of the Cree language.

•

In the stories section, you can hear
the language.

•

The reference grammar focuses on the way the East Cree language has organized
itself. A Multimedia Linguistic Atlas of the Cree languages and dialects is currently under
development. You can see a prototype involving family words.

•

The Terminology Forum is for creating new Cree words. Editors are Cree language
specialists, teachers, linguists, translators.

•

The lessons offer hundreds of on-line exercises for learning syllables orthography for the
two dialects. Using image and sound, lessons and game-like exercises allow a playful
and progressive approach to mastering the basics of Cree syllabic orthography.

•

The Eastern James Bay Cree dictionary is available in Northern and Southern dialects.

•

The resource section contains many resources, including nine CDs, eight sets of
flashcards for Celebrations, Transportation, Food, Objects, Natural Surroundings,
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Actions, Family Members, and Syllabics wall cards There are also posters for Seasons
and Syllabics.
Unfortunately, although one can listen to the 510 stories available or download them to listen to
with appropriate software, there are no text versions available for downloading. The other
publications that are referred to must to be purchased from the CSB. They range in price from
free to $20. There are 120 Published in South Cree Dialect and 104 Published in northern Cree
Dialect. There does not appear to be an audio version of these. Orders cannot be made on line.
The teacher checks off the items wanted and then prints the list from the webpage and sends it
in.
The materials are well organized and easily accessible, if one is moderately computer literate. It
is regrettable that there is no real guidance as to how one might use them. These materials
would only become useful if teachers were provided with in-service as to how to access them
and tie them to their curriculum. This, of course, assumes they are very familiar and comfortable
with the curriculum, which seems doubtful in light of the guides provided.
The site does provide some innovative resources such as syllabic fonts for computers, spoken
words and phrases in two languages (English and French) and two or more dialects. These
resources would be helpful for students and staff alike if they were aware of them and were able
to access them. They would become even more useful if they were tied to the curriculum. The
amount of work done and the products available are certainly impressive, but without staff
having the capacity to make use of what is available the effort is unlikely to yield the hoped-for
results.
When we asked school stakeholders about Cree Programs we received similar responses to
those cited earlier with regard to Instructional Services:
Q: What kind of support are you getting now from Cree Programs?
A: Nothing. I spend a lot of time looking for my materials that I’m supposed to be using
in my classes, then to phone up somebody and ask for support which is going to take
two months to get - if I get it. It’s getting frustrating (Teacher).
Last year one of the consultants came to see us at the school and she asked us what
our needs were. So we made a list and then after she had gone we waited. We’re still
waiting (Teacher).
I asked if somebody from Cree Programs could come in to meet with the Cree language
teacher. They said no, they had already sent everything to the teacher (Principal).
Q: Do you have Cree programs that are a help to you?
A: Not really. They always keep saying that the Cree programs are being evaluated.
They’re doing the evaluation. But when I wonder? (Principal)
I haven’t seen the Cree program consultant in the school yet. Maybe it’s too early
(Vice-Principal). [This comment was made during October.]

Professional Development, AKA, Teacher Training
We interviewed the Coordinator of Professional Development but we were not supplied with any
documentation we had requested. We did manage to collect some information after repeated
requests and ‘digging’ by one of the members of the team.
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As stated in Exhibit 4-1 at the beginning of this section on Educational Services (p. 218), this
Unit is mandated to develop and administer training programs for Cree and non-Cree teachers,
professionals, Principals, Vice-Principals and support personnel. According to the data we have
gathered, this Unit does not fulfill this mandate, and this for two reasons. The first reason is its
exclusive focus on teacher training, which we will examine below. The second reason is more
troubling and we will deal with it at the end of our discussion of Professional Development.
Teacher training is an obviously important issue in the CSB which is included in the first
pedagogical strategy of the Board’s multi-year plan.191 First, there has been a longstanding goal
of having more and more Cree teachers. Such a goal not only serves to reinforce the promotion
of Cree language and culture, Furthermore, by reducing the dependency on teachers from the
south, there ought to be a reduction in the turnover of staff, a perennial problem in the Board.
According to the Board policy on the teacher Training Program,a the mission of this Unit is “to
develop the best possible Cree teachers, with an emphasis on a high standard of
professionalism.” The Unit is responsible to:
•
•
•
•
•
•
•
•

ensure that the program’s content is culturally relevant;
maintain the liaison with the universities;
select the students and provide orientation;
organize and schedule the courses;
ensure the liaison with the community schools, principals and associate teachers on
behalf of the teacher trainees;
coordinate and evaluate the practice teaching sessions;
organize the students’ travel and lodging; and
coordinate the financial assistance of the student/teacher trainee.

There is no doubt that building a cadre of qualified Cree teachers for all subject areas and levels
of instruction would be a tremendous asset to the Board. Accordingly, it made sense for the
Board to embark upon a long-term program of teacher training. This was an ambitious
undertaking since being qualified does not simply mean having the paper qualification to teach.
A qualified teacher, in addition to having a general education at the university level, must
possess both subject knowledge - content of teaching - and pedagogical skills - the process of
teaching - to do his or her job professionally.
The Teacher Training Program has evolved over time.b According to the Board policy, the
current Program consists of three phases. In the first phase, the student follows courses to
complete a certificate.c The second phase consists of three years of practice teaching (the
‘practicum’) which leads to the awarding of a teaching diploma that is valid to teach in First
Nations’ schools. At this stage, phase III, the teacher can assume teaching duties in a regular
elementary classroom but he or she is expected to continue his or her studies toward a B.Ed.192
Five or six years ago, the Council of Commissioners decided to phase out the teacher training
program. Apparently, it was costing too much money.
At the present time there are six B.Ed. students in UQAC who will be graduating next year.
There are thirteen B.Ed. students in the UQAT; four will be graduating this fall. This leaves nine
who will be graduating by the fall of 2009.
a

b

c

See Documentary Evidence/Youth Education/Board Policies in Appendix C; this policy is available on the Board
website: http://www.cscree.qc.ca/PPEdSer.htm.
Using various anecdotal sources, we constructed a picture of how teacher training has evolved in the CSB,
which is included in Appendix D of this report.
The certificate consisted of 50 credits at McGill and 52 credits at UQAC.
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At McGill there are nine Certificate students and 14 B.Ed. students. There are also seven
students in the Inclusive Education Certificate program, twelve having already graduated from
this program. We have three students pursuing their Middle School certificate.
Since most of the Cree Teachers did not know how to read and write Cree, the Cree Literacy
program was developed with McGill University, starting in the fall of 1993. It took three years for
the program to be approved and accredited at McGill. It was a part-time program and all of the
participants were Cree teachers who spoke the language but could not read it. It took three
years for the first cohort to graduate. There were 45 graduates in the first cohort and two further
cohorts have graduated. There are 17 students who still need a few courses to finish their Cree
Literacy. Four will be graduating in May.
At the present time, most Cree teachers teach at the elementary level and the vast majority of
these teach in the early grades where Cree is the language of instruction. The Teacher Training
Program does not extent to secondary level and no plans are in the works to do so.
Anecdotal evidence amassed during the Review suggests that there is a general lack of
communication, policies are not followed and many practices that ought to be routine are not in
place. For example, informing principals when their teachers are going to be attending courses
and student teachers about their travel to courses is often done at the last minute.
The supervision of practice teaching is done by the three consultants who work in this Unit,
each one responsible for three communities. One is based in Chisasibi, one in Waskaganish
and one in Mistiissini.
According to input received, there seems to be a lack of leadership. The Co-ordinator, like most
co-ordinators, is out of the office most of the time attending meetings that often don’t have
anything to do with the unit. We have been told that staff meetings are not well organized and
there could be fewer of them. More communication needs to be done by conference calls,
video-conference, etc. There is no website where students can access what courses are
scheduled, download course outlines, check their profiles, etc., and little effective use is made of
email.
Four years ago the Board started to develop a new teacher training program with McGill. During
this period there have been no new students enrolled in any program as the Board has yet to
decide which program(s) it will support. In March 2008, a new program was proposed to
Council.
One principal expressed her dissatisfaction with the current impasse as follows:
There’s no program right now except for the ones that are already in the system and I
don’t think the new program is ever going to get off the ground.
According to the presentation made to Council in March, 2008,193 the new program will be fulltime for four years and provide for general certification in the province. Fifty percent of the
program will be delivered in the community, 50% at McGill. However, this document is not very
helpful for understanding the details of the new program. Interview data did not provide any
clarification and despite several requests no further documentation was provided.
Other comments were reminiscent of those heard regarding Instructional Services and Cree
Programs:
Q: Professional Development - do you have much to do with them?
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A: We have a big problem with them too. It’s so hard to get a hold of anyone; it’s just
the receptionist or the secretary, they’re doing all the work.
Q: So you can’t get through to the Coordinator?
A: Sometimes you don’t even know where she is when you want to find out about a
course or travel or how many credits a teacher still needs.
Having dealt with the first reason explaining why the mandate is not being followed, we turn
briefly to the second: the beneficiaries of whatever services this unit provides to staff. The
mandate clearly establishes that professional development is to be provided to Cree and nonCree staff. We had almost no feedback from stakeholders about this Unit, probably because it
was only relevant to anyone involved in teacher training. However, we did have the following
input from one school administrator:
I called one time to Professional Development trying to get myself something. Now, I
don’t know what you think about Professional Development but, to me, Professional
Development is supposed to help you develop professionally. Well, at least that’s what
the name implies. So I’ve called up and asked for help to get me some courses so that I
can develop better as a school administrator and was told: “Oh, we only deal with the
Cree people.” What? I work for the Cree School Board too.... [No response.]
We have no idea if this was an isolated incident or reflects the unwritten policy and practice of
this Unit. If the former, it is extremely regrettable. If the later, it is intolerable. To provide a
particular training program to Cree teachers is a perfectly acceptable form of affirmative action.
Refusing to provide professional development to staff members who are not Cree is not
affirmative action; it is discriminatory and a violation of their human rights. We rely on the Board
to ensure that to whatever extent such actions are occurring in the CSB that they are effectively
proscribed.
As we stated in the previous section on
instructional resources (p. 75), teachers are
the most important resource in any school
system. If there is one proxy measure for
the quality of teaching and learning in a
school it is the quality of its teaching staff.
Ensuring that quality begins with the training
of persons to become teachers. This is
where this Unit has put virtually all its
resources over the past number of years.
This effort does not appear to have brought
about the desired results, as reflected in the
teacher comments cited in the text box.
In its desire to foster the hiring of Cree
teachers (and their subsequent promotion to
administrative positions), this Unit seems to
have lost sight of its original mandate - to
train qualified teachers. As one teacher,
when asked about most needed actions,
replied: Put properly qualified people in
positions, not people who are there just
because they are Cree.
Ensuring quality teaching also requires

The educational requirements of
a Cree becoming a teacher is not
the same as those for any other
person in the province. Those
Crees who go through the Cree
School Board teacher training
program are not certified to teach
in any school. This leads to lower
standards, lower expectations,
showing total disrespect for Cree
minds.
Cree students can and should
reach the same level of expertise
as other students but the Cree
School Board allows their Cree
teachers to attain lower
educational requirements and
less training filters down to the
students (Teacher).
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professional improvement activities for current staff. This is important for all teachers but it is
crucial for those who may have been admitted to the profession with sub-standard levels of
education and professional qualifications. As argued by the teacher quoted in the text box, Cree
students deserve no less.
Whether this task is assigned to this Unit or another is a question better left to a general
discussion of structures and responsibilities, a mater that is being dealt with by the
Organizational Review. On the basis of our investigation, we can say, however, that this Unit
does not have the capacity to meet this challenge.

10.2.4 Monitoring & Evaluation
Like any department of the Board, Educational Services should be actively engaged in
monitoring and evaluating its performance, notably the performance of each of the sub units
discussed about to add value to the teaching and learning that occurs in school. Monitoring and
evaluation is the ‘other half’ of strategic and operational planning - reporting on what has been
done in relation to what was planed. Since this Department does not engage in any systematic
planning it was not surprising to find that neither did it not do any monitoring or evaluation. This
is not a failing that is particular to this Department and will be discussed further in section 12.2.3
on Board monitoring and evaluation.
However, this Department does play a role in another related aspect of evaluative activities,
namely student results. Data management, especially data relating to student achievement and
school performance, is a critical task in any school board. For the past number of years, much
of this function has been assigned to Educational Services. As mentioned in the previous
section, it would probably be more appropriate if this responsibility were assigned to the Office
of the Supervisor of Schools. However, to date Educational Services must bear responsibility for
the low level of performance with respect to this important function.
In the course of conducting this Review, although we were told that Educational Services was
responsible for data on student results, we had great difficulty finding any. We were looking for
the product of a system that should have:
•
•
•
•
•

determined what data were useful to measure and understand student results;
put in place the means to collect these data;
established the means to store, process and tabulate these data;
produced reports that various stakeholders would find useful in order to interpret the
data and make use of the results to improve educational services; and
provided for in-service training and other forms of follow-up to ensure that these data
reports were actually being used for
Educational Services’ record for
this purpose.

We have no evidence that any serious
thought was ever given as to precisely which
data would be useful. However, various data
on enrolment, attendance and perseverance
are collected, as are data on student
achievement, notably standardized tests and
secondary examination results. We were not
able to investigate this process first hand,
but we have anecdotal evidence that
strongly suggests that this process is very
faulty. We have heard stories, for example,
regarding the transmission of secondary
exam results where some schools were

managing data on student results
is extremely poor. Most of the
responsibility for this function has
been ‘outsourced’ to an external
consultant. Data reports are
mainly about attendance and
little is done to help schools
make use of the data to improve
teaching and learning.
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simply not prepared to provide the necessary data for validation and little was done to correct
the problem. This is just another example of: no accountability, no follow-up.
We then discovered to our dismay that the conservation of these data was entrusted to an
external consultant. When we asked Educational Services for data, all they could do was refer
us to this consultant. No one could respond to any questions we posed about the data supplied
- the meaning of the data was not considered to be their problem.
In terms of data reports, the first example we can offer are the reports on student attendance.
Everyone in the Board is conscious of high rates of absenteeism as a major impediment to
student success. The reports on attendance ought to facilitate action in this regard. They do not.
They are inordinately long and difficult to follow - even for someone familiar with such data, let
alone those who are not. Such reports are not useful to anyone. What schools need are reports
that clearly and simply display and explain the data in a way that they can use to take action.
The second example we have is the transmission of standardized test results. These tests are
supplied by the Canadian testing centre which then corrects the tests and supplies Educational
Services with the results. The feedback material supplied is comprehensive but not particularly
use-friendly, which the Department simply passes on to schools, as is. No attempt is made to
present this material in a manner that schools would find to be helpful.
We found no evidence of any attempt to provide support to schools to help them make use of
the data, other than various PowerPoint presentations of various data (e.g., attendance,
graduation and standardized test results) by the external consultant or Educational Services. It
appears that the only purpose served by these presentations is their supposed ‘shock-value’ - to
show schools how bad things really are. While getting people’s attention in this manner can be a
motivating - Hey, look at these results, we have to do something! - it can also be demoralizing,
especially if there is no follow-up.a
We did not discover any evidence of such follow-up by Educational Services, which is not
surprising in that it seems to feel no ownership of or responsibility for the data. We attribute this
situation to the reliance on an external consultant and the general lack of accountability and
follow-up that is endemic to the CSB. We also have some anecdotal evidence that teachers are
prevented from reporting the results of standardized tests to their students. These test data
could help teachers target their teaching, if the results of various sub-tests were used to pinpoint
student difficulties in reading, language and math. One is left wondering why the Board goes to
expense of conducting these tests if the results are not used to improve teaching and learning.
In summary, over a period of time spanning many years, the Department has not demonstrated
either capacity or performance with respect to the monitoring and evaluation of data on student
results. Furthermore, our own interactions with the Department over these data suggest that
there is little interest in improving this capacity or performance. Transferring responsibility for
this function to the Office of the Supervisor of Schools may appear to be an attractive option in
these circumstances. However, as stated in the previous section, such a transfer must be
accompanied by the allocation of appropriate resources and capacity building if the Board
wishes to ensure that data are managed for a constructive purpose - the improvement of
teaching and learning.

a

That is a constant worry that members of the evaluation team have with regard to this report. If there is no
immediate and constructive follow-up, it may simply further deteriorate stakeholders’ confidence in the system.
The worst case scenario if such action is not taken is that they will simply give up hope.

242

The CAFSI Report

10.2.5 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
Educational Services meets the stated standards:
¾ The Educational Services Department adds demonstrable value to school performance
through the provision of its services.
¾ The operation of the Educational Services Department meets expected performance
standards for planning, managing, delivering and evaluating the services it provides with
respect to:
♦ instructional services;
♦ special education;
♦ student services;
♦ Cree programs;
♦ professional development.
In 1999, the Mianscum report made the following statement about the Educational Services
department:
Education Services is responsible for the development of the education plan and pedagogical
program of all Cree schools but parents have difficulty understanding this department’s role to the
student’s education when they do not see the management or personnel in their schools. The
personnel have from time-to-time visited the schools but not as often as they are required. Thus,
Education Services is often seen as ineffective in the delivery of the pedagogical program to the
schools and is a form of invisible leadership within the Cree School Board.194

The brunt of this criticism fell on Instructional Services and Cree programs.a During this Review,
if the perspective offered by Instructional Services were to be believed, a new world has
dawned. It portrays itself as a dynamic professional organization actively supporting teaching
and learning in CSB schools. However, it appears that from a school perspective, nothing has
changed. During the collection of data in the schools,
time and time again, we were told that with two
Educational Services is
exceptions (special education and, with many
viewed from the schools
reservations, student services), the Educational
as the “castle on the hill.”
Services Department was not helpful to schools. One
participant described Education Services as the “castle
on the hill” reflecting its isolation from the schools it is
meant to serve.
I call them the castle on the hill. We feel sometimes that these people they are just there
to create their own jobs - they create projects, they create workshops, or they will
develop a new program just to maintain them (Vice-Principal).
What is being done to clean house at Educational Services? They get paid a lot to do
nothing; haven’t seen them in three years (Teacher).

a

Neither Student Services nor Professional Development was mentioned; the Special Education Unit did not exist
at that time.
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In the limited time we had available, we find the school perspective more credible. Educational
Services has no overall strategic or operation plan and does not undertake any systematic
monitoring or evaluation of its services. When the current Director assumed her position one of
the Coordinators said: You don’t have to worry about your job. We’ve all been here for a long
time and we know what to do. It seems as this advice was taken to heart as each sub-unit
seems to operate on its own. With one exception and one partial exception these units are not
doing so well on their own.
Judging from the curriculum guides and other documentation provided to us for review, the
material produced by Instructional Services would be of little use to teachers who are not well
informed and confident with the content and methodology of their course of study. There is
material in Cree on the website at Carleton University (www.eastcree.org) for teachers who are
computer-literate enough to use it and the process for obtaining print copies is cumbersome and
costly. The so-called Professional Development unit only supports the Teacher Training
Program, which from all accounts is not well managed, with disappointing results.
Special Education seems to be quite responsive to school needs while thinking about the ‘big
picture’ beyond individual schools. This is a unit where capacity building would pay big
dividends for improving school performance. Student Services appears to well organized and
successfully manages a wide range of activities. However, there does seem to be a lack of
connectedness between this unit and the schools. The seriousness of this problems needs to be
investigated so that the unit can take appropriate remedial action.
The Department’s record for managing data on student results is extremely poor. Most of the
responsibility for this function has been ‘outsourced’ to an external consultant. Data reports are
mainly about attendance and little is done to help schools make use of the data to improve
teaching and learning.
On the basis of the evidence we were able to gather, we conclude that the performance of the
other three units is not acceptable. From what school stakeholders have told us and what we
have seen ourselves, the performance of these three units requires detailed investigation to
determine they actually live up to the claims they make on their own behalf. This investigation
should include a probe into the possible conflict of interest caused by the reliance of Cree
Programs on an external publisher. The services of the consultant at Carleton University could
be a very valuable asset in any such investigation.
The CSB has invested considerable resources in this Department over the years. Under current
structures, it is supposed to be the mainstay of school board support for teaching and learning
in the schools. As we have seen in earlier chapters of this report, such support is desperately
required, Immediate steps need to be taken to ascertain the depth of the problems observed
and then to correct them. Corrective measure might have to include reassignment of
responsibilities to other departments, notably the Office of the Supervisor of Schools.
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Based on the foregoing analysis, we recommend:
R85 THAT, as soon as feasible, a thorough performance audit of this Department be
undertaken with respect to both its operation as a whole and of individual units,
especially Instructional Services, Cree Programs and Professional Development.
R86 THAT, subject to the analysis provided by the Organizational Review and
consultation of schools with respect to needed support, serious consideration be
given to eliminating this Department and restructuring its functions as units of the
Office of the Supervisor of Schools.
R87 THAT the Teacher Training Program, as currently operated and as proposed for the
future, be thoroughly studied with a view to developing a program that meets the
needs of schools for properly qualified teachers at all levels of instruction.
R88 THAT, regardless of any restructuring, schools be provided with the support they
require to provide enhanced teaching and learning for students.
R89 THAT in accordance with other recommendations of this report, a comprehensive
plan be developed and implemented to build the capacity of whatever units are
assigned the responsibility for providing this support.

Part 4: School Board Support for Learning

245

10.3 Continuing Education
This section deals with the part of the first layer of school board support for adult learning,
namely the support provided to the ten adult centres of
the Board by the Department of Continuing Education.
The adult sector is
As indicated by the statement cited in the text box,
sometimes viewed with the
Continuing Education does not feel that adult
attitude that we’re in
education receives the support it should be getting
from the Board. We will return to this important issue
competition for various
in the chapter dealing with governance and general
resources. As a
administration. Here, we are concerned with the
consequence, we’re left to
performance of the Department and its support of
adult learning.
fend for ourselves. We are

not treated as if we’re a

In the CSB, Continuing Education combines both line
part of the school board
and staff functions in its mandate. It exercises line
(Continuing Education).
authority over the nine continuing education centres
and the SRVTC and is supposed to provide support to
these ten centres. It thus has the equivalent
responsibilities for adult learning that are exercised for youth by the Office of the Supervisor of
Schools and Educational Services.
Performance Standards


The Continuing Education Department adds demonstrable value to the performance of continuing
education centres and the SRVTC through the provision of its services.



The operation of the Continuing Education Department meets expected performance standards for
planning, managing, delivering and evaluating the services it provides with respect to:
◊

upgrading programs; and

◊

vocational training.

10.3.1 Accountability
Continuing Education is headed by a director who is charged with the administration,
management and evaluation of continuing education programs of instruction and learning, and
of adult professional training and human resources development and the resources allocated
thereto.a The Director’s responsibilities include the following:
•
•
•
•

a

to plan the curriculum and programs of instruction for continuing education and approve
the selection and registration of students in relation to continuing education activities
carried out within the Cree Communities;
to promote adult professional training and human resources development and approve
the selection and registration of students in relation to adult professional training and
human resources development.
authorize expenses and payments, and approve contracts for amounts not exceeding
$50,000 and cost reallocations not exceeding twenty-five thousand dollars $25,000;
to approve the appointment and engagement of all support staff for adult education
(except the SRVTC) and administer the collective agreement applicable to its staff.

See General B-Law, art. 17.07.
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The director is assisted in the administration of the department by a coordinator and an
administrative officer, as well as three administrative staff. As far as we could determine, there
are no job descriptions for any of these positions.
We tried to distinguish between the role of the Director and the Coordinator, who seemed to be
the Deputy Director. According to the written submission we received,a the Director oversees
planning, financial, administrative, general management and personnel functions, while the
Coordinator oversees all matters relating to courses and programs, including teacher contracts.
The Director appears to spend much his time in meetings and travels a great deal. Time away
from the office clearly has a negative effect on the performance of this Department. However,
some of this travel is to centres, which the Coordinator also visits, but infrequently we were told.
Continuing Education is responsible for the application of the following Board policies:
•
•
•
•

Eligibility for SRVTC;
Subtuan Code of Conduct;
SRVTC Residence Regulations; and
SRVTC Student Assistance Program.b

In two undated presentation documents, Continuing Education describes itself as shown below.c
Our mission is to help Cree adults succeed in their educational or vocational goals
by providing:

Mission



high quality accredited education and vocational training in Eeyou Istchee;



offer services that respect traditional Cree values;



use innovative and appropriate methods to provide education in the most
effective and efficient way;



sufficient and effective support services; and



good facilities and equipment.

 Maintain high completion rate.
 Create a support system for students.
Vision

 Provide high quality teaching staff.
 Maintain a high level of community input.
 Build cooperation between Sabtuan Continuing Education and other community
organizations.

a

b

c

We circulated draft questions that we planned to use in interviews with administrators and others. In the case of
the interview with the Director, the Department used these questions to prepare a written submission, in lieu of a
full interview with the Director, which was limited to a short exchange about the documentation being provided.
See Documentary Evidence/Adult Education/Board Policies in Appendix C; these policies are available on the
Board website: http://www.cscree.qc.ca/PPContinEd.htm.
The statement of mission is a combination of the material found in the two documents which do not portray the
department mission in the same terms; the material shown beside the other headings appear in one document
but not the other.
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 establish and maintain high educational standards.
 Make learning enjoyable for students.
 Respond to the individual needs of adult students.

Values

 ensure teachers receive an effective orientation to Cree culture.
 Treat all who come for service in a humane way.
 Continuing Education learning is one-on-one;
 courses are tailored to the student’s individual needs;
Characteristics

 learning takes place in the ‘real world’ (our schedules are flexible) - not just in
classrooms;
 learning leads directly to jobs and a better life; and
 learning is interesting, useful, and enjoyable.
 Helping students to get the knowledge needed to succeed;

Commitment

 designing and delivering the best courses, with the best teachers, in the best
learning environment;
 continually improving our services with new innovations like the Sabtuan
Regional Vocational Training centre in Waswanipi; and
 involving students in programs development.
 Education and skills ... mean a promising career in various fields.
 The economy is opening up [in] the north and the opportunities are enormous.

The Future

 Build confidence and self-esteem.
 In partnership with CHRD [we] offer training programs that are [relevant].
 Continuing Education provides an alternative avenue for Cree youth seeking a
meaningful education (in conjunction with the Harmonization policy).

It would be difficult to take issue with the promises that the above statements make. However,
from the analysis of continuing education as it actually occurs in the nine continuing education
centres and the SRVTC, Continuing Education does not live up to this image.
These documents appear to us to be promotional material rather than a statement of
performance for which the Department expects to held accountable. We acknowledge that our
limited time in the centres does not enable us to verify some of the claims made above. For
example we cannot comment on whether students are treated in a humane way.
The failure of Continuing Education to provide us with the data we requested on student results
(despite repeated requests) means that we cannot verify the claims being made with regard to
student success in terms of course completion and employment.
Other claims are too vague to be verifiable, for example: Helping students to get the knowledge
needed to succeed. However, for those claims that are specific enough to verify and for which
we have sufficient data to comment, we find that Continuing Education does not meet the
standards stated:
•

We saw no evidence that courses or activities relate to Cree values in any way.

•

With the exception of the SRVTC, there are virtually no support services provided to
students.
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•

With the exception of the SRVTC, every centre lacks even minimal facilities to deliver
services.

•

With the exception of the LCEA in Waswanipi, we saw no evidence of strong centrecommunity collaboration.

•

Instruction is not designed to meet individual student needs; students are simply
provided with standard Ministry modules of instruction, which they must work through on
their own, with more or less assistance from a teacher, depending on the course.

Based on what we have observed in the ten centres and from the small amount of quantitative
data we were able to collect on student results,195 we conclude that the claims made in the two
documents referred to above are just talk, and Continuing Education does not ‘walk the talk.’

10.3.2 Leadership & Planning
Leadership is clearly problematic in this Department. The centres do not feel they can rely on
Continuing Education for leadership and even within the Department there is lack of confidence
that it can do what is expected of it. One of the comments made in a centre related to the lack of
connection between Continuing Education and the Ministry. The individual observed that in the
world of adult education that connection was indispensable. We have already noted that the
Director spends much his time in meetings and travels a great deal. However, these meetings
do not include time spent with Ministry officials. Neither the Director nor the Coordinator seems
to have any contact with the Ministry.
There is considerable expertise in the adult education branch of the Ministry and the adult
education services of school boards rely on this expertise and maintain close connections with
Ministry officials. In part, this is because these services often have the same handicap that
Continuing Education has in the CSB - a board focus on youth education. As a result, Directors
of Adult Education often have a greater affinity with their counterparts in other boards than they
do with other directors in their own board. Together with Ministry officials, they form a network of
adult education administrators and professionals.
The CSB is losing out by not being plugged into
Adult education is part of a
this network.
much bigger picture,
Rather than taking the kind of leadership role that
one would expect, Continuing Education seems
content to manage the day-to-day business of the
Department. Adult education is, by its very nature,
part of a much bigger picture. Not only is it an
essential component in the provision of education
to members of the Cree nation, it is the vital link
between the CSB and other outside bodies for the
economic and social development of the region.
Directing, not managing, these responsibilities
requires a level of leadership that we have not
been able to detect in this Department.

including both the provision
of education to members of
the Cree nation and the
economic and social
development of the region.
Continuing Education does
not appear to play any
leadership role in this regard.

One way that leadership is exercised is through strategic and operational planning which also
seems to be very problematic. We asked about both aspects of planning, beginning with the
departmental process for assessing the needs of centres for support with regard to development
of programs and materials; professional development; and student services. The written
submission provided the following response:
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The process begins with the education consultants. They collect the requests from the
community, students and teachers and present them to the management at the strategic
planning sessions. Planning is done in consequence but the best planning does little to
meet the needs of program and material development, professional development and
student services. Why? Because our staff have limitations due to lack of facilities,
teachers or willingness to commit to projects to fall outside their day-to-day scope.
Then, in response to the second part of our question on strategic planning, we were told:
See above.
In other words, the Department saw no difference between planning courses and strategic
planning. With respect to annual operational planning the answer was:
No operational plans, we have regular staff meetings instead.
We were also provided with a number of documents that ‘talked about’ planning, dating back
several years. However, they appeared to be of the same variety as the presentation
documents from which we extracted the ‘talk’ about the Department’s mission. They amount to
a collection of PowerPoint slides with lots of bulleted goals to be achieved and actions to be
taken. However, in reality, there is no strategic or operational planning.
Demands for courses come in from individuals and groups, such as a local Band Council, and
the Department endeavours to start as many courses as it can. Start is the operative word
because, although we could not obtain any hard data, we understand that many courses are
cancelled and unspent budgets are frequent. We did not have the opportunity to explore these
problems in detail. Perhaps the Organizational Review will be able to shed light on them.
However, we have no hesitation in concluding that the lack of strategic and operational planning
is a major impediment to success in providing support for continuing education in the CSB.

10.3.3 Service Delivery
We have already talked about service delivery from the centres’ perspective. Generally
speaking, they do not feel that they receive even adequate support from Continuing Education.
When we asked the Department about its service delivery, that is, the provision of goods and
services to centres, the response was: The quality is always good; it is the time that is a factor.
When we asked about the provision of the quality of guidance and support to centres, we were
told: We do not visit the centres often enough. Why? Time. When we asked about professional
development, the answer was: Receptive to requests for further training. When we asked about
the extent to which the Department attempted to expand its capacity through linkages with
outside agencies, other bodies and individuals, the response was: We rely on band councils to
give us their training needs. If we cannot deliver a program, we have to rely on other boards to
do it for us.
In the absence of any other data, we have to conclude that service delivery by this Department
is extremely poor. Its poor performance is clearly caused by a profound lack of capacity to do
the job that has been assigned to it. From the limited data we have, it appears that radical
intervention must be taken to address this situation.

10.3.4 Monitoring & Evaluation
As a unit that has both line and staff functions, we inquired about how well Continuing Education
was performing in relation to both the monitoring and evaluation of the performance of centres,
as well as its own performance.
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The response regarding the monitoring and evaluation of the performance of centres appears to
be confined to feedback about activities obtained during periodic meetings. In terms of
resources, the response was that not much is done because of travel: How do I monitor
resources when I’m not there? The structure has to change. No mention was even made about
monitoring, let alone evaluating results. The conclusion we draw with this input is that
monitoring of centre performance is almost non-existent and evaluation is not even considered.
The other significant feature of the response given was the reference to the need for a new
structure. We were given a copy of the Department’s submission to the Organizational Review
outlining what this new structure should look like and listing all the new positions it should
include. It is not our place to comment on this proposal; that will be done by the Organizational
Review. However, we would like to state that from our perspective, while there may be ways to
improve the way this Department is structured, structure is not the issue. As we will argue more
generally in the chapter on governance and overall Board administration, the issue in this
Department is the utter lack of capacity to discharge its responsibilities. Without a significant
improvement in this capacity, different structures, no matter how much better they are, will make
no difference in the performance of Continuing Education.
The response regarding the monitoring and evaluation of the performance of Continuing
Education’s own performance stated: No tool to measure or evaluate performance but I use the
Board’s performance evaluation documents. I ask for performance reports and an action plan
from managers but I rarely see results. This was hardly a satisfactory response, especially
inasmuch as, to the best of our knowledge there are no
Accountability is almost
board performance evaluation documents. We are not
sure to whom the reference to managers is being
non-existent because
made, as the document stated that there are no
there’s no real interest in
managers in the centres. In the absence of a better
Continuing Education.
explanation, we must conclude that Continuing
The School Board does
Education does not monitor or evaluate departmental
performance.
not support improvement

of performance

It appears that there is no incentive to do so. When we
(Continuing Education).
asked about how the Board held the unit accountable
for its performance, we were given the answer cited in
the text box. This statement may well be symptomatic of a wider problem, namely a lack of
interest in adult education at the Board level, as evidenced by the following exchange we had
with one commissioner:
Q: What about the local continuing education?
A: I have no comments. I don’t know what’s going on (Commissioner).

10.3.5 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether ...
meets the stated standards:
¾ The Continuing Education Department adds demonstrable value to the performance of
continuing education centres and the SRVTC through the provision of its services.
¾ The operation of the Continuing Education Department meets expected performance
standards for planning, managing, delivering and evaluating the services it provides with
respect to:
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♦ upgrading programs; and
♦ vocational training.
In the CSB, the Department of Continuing Education combines both line and staff functions for
adult education. It thus has the equivalent responsibilities for adult learning that are exercised
for youth by the Office of the Supervisor of Schools
and Educational Services. Unfortunately, it does
Continuing Education does
not appear to have the capacity to exercise either
of these responsibilities.
not appear to have the

capacity to exercise either its

The Department presents itself as being dedicated
line or staff responsibilities
to a mission-driven commitment to adult students
and makes several claims in this regard. Some
for adult learning.
claims, for example, student success, could not be
verified because the Department failed to provide us with the data that we requested time and
time again. Other claims, for example: helping students to get the knowledge needed to
succeed, were too vague to be verifiable. For those claims that we could verify, at least in part,
we found that the Department did not measure up to its own standards with respect to Cree
values, support services, facilities, centre-community collaboration or individualized instruction.
There is a very low level of leadership in Continuing Education, both internally with respect to its
centres, staff and students, and externally, in terms of being connected to the wider world of
adult education. Adult education is part of a much bigger picture, including both the provision of
education to members of the Cree nation and the economic and social development of the
region. Continuing Education does not appear to play any leadership role in this regard. The
Department does not engage in any systematic strategic or operational planning.
Despite its claims to the contrary, we conclude that service delivery by this Department is
extremely poor. Its poor performance is clearly caused by a profound lack of capacity to do the
job that has been assigned to it. Radical surgery, not a band-aid, is required to address this
situation.

There is no accountability for
Continuing Education to perform,
as judged by the Board’s
apparent lack of interest in what
this Department does.

As a unit that has both line and staff
functions, we inquired about how well
Continuing Education was performing in
relation to both the monitoring and
evaluation of the performance of centres, as
well as its own performance. The short
answer to this question is that monitoring is
confined to feedback about activities obtained during periodic meetings and evaluation is nonexistent. This situation appears to be due to both a lack of capacity and a lack of incentive, as
summarized in the text box.
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Based on the foregoing analysis, we recommend:
R90 THAT the Board undertake a thorough performance audit of this Department in
relation to the planning, service delivery and monitoring and evaluation of
continuing education in the Board.
R91 THAT the Board conduct a thorough review of the policies and practices in place to
determine the need for and approval of adult courses and programs.
R92 THAT the Board take immediate steps to establish appropriate linkages with outside
regional bodies to ensure that Continuing Education plays the role it should in the
economic and social development of the Cree nation.
R93 THAT the Board ensure that all continuing education centres and the SRVTC
receive the direction and support they require to do their job in providing adults with
the educational services which they are entitled to expect.
R94 THAT, on the basis recommendations 90 to 93, the Board develop and implement
an action plan to build the capacity of Continuing Education to fulfill its mandate.
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10.4 Post Secondary Student Services Office
This section presents our analysis relating to another part of the first layer of school board
support for adult learning, namely the support provided to post-secondary education field
offices. As was the case for Continuing Education, this Office combines both line and staff
functions in its mandate. It exercises line authority over the two field offices in Montréal and
Gatineau and is supposed to provide support to them. However, It does not have the equivalent
responsibilities for adult learning that Continuing Education does, because its subordinate units
(the two field offices), unlike the adult centres of the Board, do not offer courses and programs.
It should also be remembered, as noted in chapter 9, that the PSSS Office is located in
Montréal and the Montréal field office is not only housed in this same facility, it is part of the
structure of the PSSS Office. For purposes of this report, we decided to divide our analysis in
two parts. In Part 3, we dealt with the services provided directly to students. In this Part, we
present our analysis of the Board level aspects of this Office.
We realize that this division is somewhat artificial but we felt that it was important to recognize
the two levels at which this Office operates. More specifically, we wish to underscore the
importance of an integrated approach to the provision of Board-level support to learning.
Performance Standards


The Post-Secondary Student Services Office provides leadership by motivating and encouraging
high expectations for students and field office staff through individual and group support.



The Post-Secondary Student Services Office meets expected performance standards for planning,
managing, delivering and evaluating the services the field offices provide.



The Post-Secondary Student Services Office actively pursues and maintain appropriate linkages
with post-secondary institutions.

The PSSS Office is managed by a Director whose office is located in Montréal. The following
provides the principal responsibilities of the Director:a
•
•
•
•
•
•

to administer, manage and evaluate the Post-Secondary and Adult Off-Community
Programs of the Board;
to screen the selection of applicants to these programs;
to authorize payments to students in these programs in conformity with the established
criteria up to a limit of $10,000.00;
to promote post-secondary education;
authorize expenses and payments, and approve contracts for amounts not exceeding
$50,000 and cost reallocations not exceeding twenty-five thousand dollars $25,000;
to approve the appointment and engagement of all support staff working in postsecondary education.

The PSSS Office has had numerous changes in leadership over the years. As one staff
member observed:
We need stability and consistency. Since the inception of PSSS, in early 1990’s, we
have been through at least 10 managers of PSSS. This hinders the process, goals and
delivery of services. PSSS is a service center that operates all year round for students in
the program and from the Cree nation. We must therefore be very creative throughout

a

See General By-Law, art. 17.08.
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the year and the delivery of services has to continue on a daily basis if we want to
ensure success and a satisfied clientele.
We also gained insights into the operation of the office from other interviews with the Director
and the guidance counsellors of the two field offices, questionnaire data from PSSS Office staff
and the focus group with two post-secondary students.
Some of the feedback from staff indicated several problems with the way in which this Office
had been administered in the past. These included poor communication, staff absenteeism,
poor work habits of some staff members with no consequences, and poor relations between
administration and the staff, resulting in low staff morale. In addition, it appears that the
Gatineau field office feels somewhat isolated. As we have seen in other operations of the Board,
the Director travels a great deal, but to meetings, not to visit and support the subordinate units
of the department.
When we collected data for the Review, the Director had only recently been appointed to her
position and these problems obviously occurred under the previous administration. We were not
able, therefore, to fully understand the seriousness of these problems. This determination still
needs to be done but will have to be part of the follow-up to this Review.
The PSSS Office is responsible for the application of the following Board policies:
•
•
•
•
•
•
•
•
•

Implementation of the ‘Ten-Year Clause’ of the JBNQA;a
Private Post Secondary Institutions;
Eligibility for Post-Secondary Student Services
Off-Community Adult Secondary Program;
Student Travel;
Tutoring Assistance for Students;
Tutoring Assistance for Students’ Dependents;
Student Moving Expenses; and
Student Computer Subsidy.b

It was beyond the scope of this Review to undertake a detailed analysis of these policies.
However, a superficial glance leads us to conclude that financial support is generous but the
administrative process is a heavy one.
The office seems to be primarily concerned with the administrative flow of paperwork that
begins with a student’s application for post-secondary sponsorship or off-territory secondary
education. There is an appeal process for both types of applications as well as for travel claims.
We did not analyze this process in detail. However, it appears to be quite bureaucratic and
subject to reversal of decisions at a political level. In other words, a decision is made which the
student contests. The appeal process should ensure that it was made in accordance with Board
policy. However, in reality, the process affords an opportunity for the Council to reach a different
decision, even if contrary to its own policy. We do not know how prevalent this problem is but it
is one that should be addressed.
The fact that the director had not been on the job very long when we collected data prevented
us from gaining many insights into how this Office operates. However, it did provide one insight:
the lack of ‘corporate memory.’ The previous administration left little in terms of departmental
a

b

The JBNQA contains a provision (art. 3.2.7) whereby a Cree beneficiary loses his or her rights if he or she has
been resident outside the Territory for ten or more years; however his or rights may be revived upon
reestablishing residence in the Territory.
See Documentary Evidence/Adult Education/Board Policies in Appendix C; only one of these policies is available
on the Board website: http://www.cscree.qc.ca/PPpsss.htm.
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policy and planning. There is no mission, no strategic plan and no evidence of any monitoring or
evaluation of departmental performance. If there have been serious linkages between this Office
and post-secondary institutions or the Ministry, then the paper trail of these linkages remains to
be uncovered.
As reported in Part 3 for the field office component of this operation, we have not been able to
collect sufficient data to properly analyze the performance and capacity of the PSSS Office.
Once again, this will have to be done as part of the follow-up to this Review.

Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether the
PSSS Office meets the stated criteria:
¾ The Post-Secondary Student Services Office provides leadership by motivating and
encouraging high expectations for students and field office staff through individual and
group support.
¾ The Post-Secondary Student Services Office meets expected performance standards for
planning, managing, delivering and evaluating the services the field offices provide.
¾ The Post-Secondary Student Service Office actively pursues and maintain appropriate
linkages with post-secondary institutions.
We were not able to collect sufficient data on the PSSS Office to properly analyze either its
performance or capacity. There appear to have been several serious problems with the
administration of this Office in the past, which the new Director needs to address.
The PSSS Office seems to be a ‘paper mill’ concentrating on the processing of applications and
associated paperwork for post-secondary student support. Despite the existence of detailed
Board policies and a decision making process based on these policies, some decisions are
reversed by the Council. We do not know how extensive this problem is but it clearly needs to
be addressed. The newly appointed director of this Office faces many challenges, not the least
of which is the lack of any strategic planning or evaluation of the performance of the PSSS
Office. In the absence of a more complete set of data, this Review will not contribute much to
the capacity of this Office to meet these challenges. Such input is necessary but it will have to
come from the follow-up to this Review. Accordingly, the only recommendation we are in a
position to make are the following:
R95 THAT the Board undertake a thorough analysis of the PSSS Office in relation to the
four themes that this Review has explored with other units of the Board:
accountability, leadership and planning; service delivery; and monitoring and
evaluation.
R96 THAT the Board use the results of this analysis, together with the results of the
studies of post-secondary student results and services foreseen in
recommendations 79 and 80, to develop and implement a comprehensive plan to
build the capacity of the PSSS office (including its field offices) to fulfil its mandate.
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ADMINISTRATIVE SERVICES

In this chapter, we take one more step back, by examining four departments that provide
administrative services to the board as a whole, and to schools and centres in particular:
•
•
•
•

Human Resources;
Finance;
Material Resources; and
Information & Technology.

For purposes of this part of our report, we are only concerned with the direct support these
departments provide to schools, centres and post-secondary offices. Given our modified
mandate,a we do not attempt to provide a comprehensive analysis of these departments
anywhere in our report.b
We provide a brief overview of each of these departments in the sub-sections that follow. The
primary sources of data on these departments were feedback from schools and site visits to
board offices in Mistissini which included interviews of directors and coordinators, data from
staff questionnaires and the collection of various documents.
Performance Standard


An adequate allocation of human, financial, material and information technology resources are
provided to schools, centres and post-secondary education offices, based on equitable and
transparent criteria relating to the programmatic responsibilities of these units and other relevant
factors.

11.1 Human Resources
This department is headed by a director,c supported by three human resources advisors and
four administrative staff. The Director is responsible for the administration, management and
evaluation of the human resources services of the Board and the resources allocated thereto.d
The duties of this position include the following:
•

•

•
•
a
b

c

d

to administer in the human resources services the support staff collective agreement and
for this purpose, to impose, if need be, to the support staff employees under his
supervision appropriate disciplinary measures including suspension, dismissal and nonreengagement;
to administer in the human resources services the non-teaching professionals collective
agreement and for this purpose, to impose, if need be, disciplinary measures upon the
said non-teaching professionals, except suspension of more than thirty (30) working
days, dismissal or non-reengagement, but including suspension in view of dismissal;
to supervise all matters pertaining to personnel including, without limitation, hiring
policies, labour relations, salaries, conditions of employment and negotiations of
collective agreements.
authorize expenses and payments, and approve contracts for amounts not exceeding
$50,000 and cost reallocations not exceeding twenty-five thousand dollars $25,000;

See discussion in Part 1, Overview, Context and Mission, beginning in section 1.2, Purpose & Results.
Such an analysis is to found in the report of the Organizational Review and the synthesis of both Reviews to be
carried out by the Board.
During most of this year, this position was occupied by a substitute, as the regular Director is on maternity leave ;
however the substitute has now left.
See General By-Law, art. 17.09B.
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•

to approve the appointment and engagement of all support staff working in human
resources and administer the collective agreement applicable to its staff.

Human Resources is a key department in any organization but is even more crucial in a service
body such as a school board whose services are dependent on people. We mentioned in Part
1, Overview, Context & Mission, that organizational performance depends on the capacity of
the organization to deliver services and achieve desired results. In a people-based organization,
that capacity comes largely from its human resources.
As presented in earlier sections of this report, teachers are the most important asset a school
board has. They, more than anyone else, interact with students in classrooms, where the core
of teaching and learning occur. They are assisted and supported by others, such as educators,
counsellors and SATs, who also provide services to students, and everyone else who works in
the school, from the principal to the maintenance staff.
Schools and centres look to the Human Resources Department, therefore, as the key means of
ensuring that its human resource capacity is extended to the fullest possible measure.
Specifically, they look to it for the following:
•

allocation of an adequate level of the various types of human resources the
school/centre requires (teachers, educators, counsellors, administrators, etc.);

•

an efficient process for the recruitment and hiring of school/centre staff, as well as
guidance and support in the conduct of this process;

•

appropriate remuneration and working conditions for school/centre staff;

•

guidance and support for the supervision of school/centre staff, including the
management of the collective agreements, employment systems (e.g. unemployment
insurance), etc.; and

•

professional development of school/centre staff.

As part of this inquiry, we sought first to obtain data from the Human Resources Department on
the FTE count of every type of staff provided to schools, as well as the job descriptions of each
type.a All we received were provincial classification plans, which led us to conclude that the CSB
does not have job descriptions of its own making, and lists of posts without any indication of the
FTE level of these positions. Despite several requests for follow-up, we did not even receive the
courtesy of an acknowledgement, let alone any data.
Second, we asked for the principles, rules or policies governing the allocation of staff to schools.
Despite repeated requests, none of this information was ever provided. Interviews with some
school principals suggested there was a problem in this regard, namely too much reliance on
uniform allocations to schools. As stated previously,b such a policy is advantageous to small
schools and disadvantageous to large schools. Applied appropriately, such a policy helps to
level the playing field for small schools. However, when over-applied it distorts the distribution of
resources. Unfortunately, due to the lack of data, we cannot provide any insights into this
important issue.
We have already commented on the hiring process at the school end, where we saw that
schools generally had a very low opinion of the process and the role played by the Human
Resources Department, both as a support for schools and in its own right at the board level. We
a
b

For a definition of an FTE count, see page 112.
See discussion in the section on the allocation of financial resources to schools, beginning on page 128.
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hoped to gain a second perspective on these issues from the Human Resources Department
itself.
From what we have been able to observe and deduce from the data we were able to collect, this
Department does not meet expected performance standards in this regard. Having the right
personnel in place is a particular challenge for a school board such as the CSB, beginning with
recruitment. We know that turnover of personnel has always been high, even if we do not have
precise data about numbers. In part, this may be due to the challenges for teachers and others
who come north to work in the Board. It is the task of the Human Resources Department to
mitigate these difficulties as much as possible.
A good first step in this regard would be the provision of adequate information to prospective
teachers and others about what they can expect. While such information needs to attract staff, it
must not do so at the expense of honesty. All that positive misleading information accomplishes
is to contribute to the number of staff who arrive on one plane and leave on the next one.
The policies and procedures for recruiting and hiring staff must provide for the speedy
processing of applications and the verification of references - something that apparently the
Department does not do. Although we were seeking clarity from the Department on these
issues, what we found were non-answers,a and denial. In the little bit of interview data we did
manage to gather, we learned that the Department is aware of criticism but blames the situation,
not on its own performance, but on the schools:
The Human Resources Department of the Cree School Board is essentially a support
service to the ... local schools. The authority for the hiring, dismissal and evaluation of all
staff and the application of the various collective agreements has been delegated under
the by-laws of the Board to ... each community.
The Human Resources Department is therefore rather powerless to implement change
and force compliance in many areas of HR administration as it is not a decision maker....
The Human Resources Department is viewed as very weak and criticized for not getting
its job done but in fact the responsibilities for HR are in the communities ...
themselves....
The analysis to be provided by the Organizational
Review will undoubtedly provide insights into the
distribution of responsibility for human resource
matters between this Department and the schools.
However, from our vantage point, it has failed to
provide any leadership in this area nor does it
provide schools and centres with the support
which they deserve and which they desperately
need.

Human Resources needs
some serious revamping. Its
process is too bureaucratic;
it’s not flexible enough to be
able to accommodate what
the local school operations
need (Commissioner).

That leadership should start at a policy level and extend to the ‘nuts-and-bolts’ level. At the
policy level, the overriding issue we have observed is the unrelenting imperative to hire and
promote Cree persons as teachers, school administrators, etc. As we have alluded to earlier in
this report, such a policy can legitimately be regarded as affirmative action - any action taken
to undo past wrongs against members of historically disadvantaged groups.
To some, affirmative action is an integral part of equality rights, to others a logical extension of
the right to non-discrimination, to others a logical extension in extreme cases, and to others still,
a

The substitute director did not feel he could answer our questions and our attempts to reach the regular director
on leave were unsuccessful.
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an illogical extension that attempts to right one wrong with another wrong. An indicator of its
controversial nature is the absence of affirmative action language in international human rights
instruments.196

As this quotation suggests, affirmative action is a controversial policy. Unfortunately, opinions
about it tend be polarized on the basis of normative beliefs on the nature and extent of equality
rights.197 We do not wish to challenge the appropriateness of hiring and promoting Cree persons
as teachers, administrators and so forth. However, we do not endorse how this policy has been
implemented nor the effects it is having on the students of the CSB.
In our view, there are two essential conditions for affirmative action appointments, i.e. those that
would not have been justified without considering the membership of the applicant in the
historically disadvantaged group:
•

first, the applicant, although lacking the normally required qualifications and experience,
has the innate capacity to perform the job in question, given appropriate support and
time; and

•

second, the ways and means to provide such appropriate support have been developed
and are operational.

Thus, when considering the appointment of someone as, for example, a teacher or a principal
who lacks the appropriate qualifications and experience, the Board needs to ask:
•

What evidence do we have to support the contention that this person has the potential to
become an effective teacher or principal?

In the absence of a satisfactory answer to this question the appointment should not be
considered. If a satisfactory answer is found, then the Board needs to ask:
•
•
•
•
•

What is a feasible long-term plan to develop this person’s competence in this position?
How long will this take.
Does the individual understand what is involved and willing to commit to this
undertaking?
During the time in which this development is occurring, what transitional measures are
required so that the functions expected from this position are being performed?
Do we have the resources and other means, as well as the will, to provide for these
measures?

Again, in the absence of a satisfactory answer to each one of these questions the appointment
should not be considered.
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Perhaps the Organizational Review or the inquiry into Board policies in relation to governance
has uncovered evidence of such considerations being made. With the partial exception of the
Teacher Training Program, we have not. We designate this Program only as a ‘partial exception’
because it does not appear to be doing an
adequate job at providing suitably qualified
teachers.
Failing such evidence we conclude that
affirmative action is being pursued at the expense
of the students whom the Board is mandated to
serve. Creating employment opportunities for
Cree adults seems to be more important to the
Board than providing educational opportunities
for Cree children.

Creating employment
opportunities for Cree adults
seems to be more important
to the Board than providing
educational opportunities for
Cree children.

One person we interviewed thought that this problem was so serious that the only answer was:
Fire incompetent people, Cree or not, and replace them by competent people,
Cree or not.
Although wholesale dismissal is not a viable solution, taking stock of the problem and
implementing feasible corrective measures, some of which might lead to dismissal, is not only
advisable, it is essential. Unless serious action is taken to deal with human resource
management, the other actions contemplated by this report will not lead to significant change.
Answers regarding the third item in the list of issues for supporting schools, remuneration and
working conditions, can be found in part in the collective agreements of teachers and other
school staff. Many stakeholders view these agreements as a major impediment to school
success. Parents blame the union for teacher absenteeism, for preventing the Board from
dismissing poorly performing teachers, for putting ‘roadblocks’ in the way of the school
administration doing its job. Not surprisingly, the union begs to differ.
It is beyond the scope of this Review to analyze the provisions of these agreements. However,
we have looked at them. Naturally they contain provisions that constrain the employer from
doing some things it might wish to do. That state of affairs is true for any school board in
Québec. Moreover, the agreements prevent the Board from acting in an arbitrary manner
towards its staff. If there were no such checks and balances, staff morale would be even lower
and the rate of staff turnover even higher. Furthermore, there are many provisions in the
agreements that apply in other jurisdictions that are not included in the one that applies to the
CSB. The problem does not lie in the collective agreements but in the management of human
resources.
These agreements are created by the collective bargaining process. As mentioned in Part 1 of
this report,a the CSB has a major say in what goes into these agreements - a much greater say
than other school boards in Québec. We could not obtain any data from the Department on the
bargaining process, but we have some anecdotal evidence from elsewhere that suggests the
Board does not exercise the leadership in this process that the law assigns it. We have been
told that in previous rounds of bargaining, the conclusion of the agreements for the CSB and its
teachers and other staff were simply allowed to await the outcome of bargaining at the other
‘main’ tables, i.e. those involving the unions for school boards from across the system.

a

See Major Parameters for the Management of Resources, in section 3.1.3, in Part 1, Overview, Context and
Mission.
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The Human Resources Department should be taking the lead in these matters but this does not
appear to happen. From what we have seen, the reason is that it does not have the capacity to
do so. Nor does it have the capacity for the fourth item on our list of issues: management of
human resources. Rather than claiming that schools are responsible for such matters and
blaming them for their inadequacies, this Department ought to attend to its own deficiencies.
With few exceptions, schools told us in no uncertain terms how little help they got from this
Department:
Q: Okay, how about the Human Resources Department?
A: Terrible. There are HR advisors in place - we’re given an advisor and we hardly get
the services or assistance from him or her but we have to work through that person. I
phone or email and I get the answering machine. You leave your message there and
you send an email and four or five weeks later you get an answer. By that time, you
know ... (CEA).
Human Resources is in a mess. I email and call and I leave messages ... nothing
happens. And then somebody is going to say well you didn’t do the disciplinary measure
correctly. You didn’t do this, you didn’t do that. But the thing is we’re always told that
before we apply any disciplinary measure we consult and check to make sure we are
doing it right (Principal).
One of the issues that was raised by many schools stakeholders was teacher absenteeism and
the number of class days student spend with unqualified substitutes. We experienced our own
frustration with getting a response from the Department. Not only were we not ever supplied any
of the data we requested, we never even received the courtesy of a reply.
The Human Resources Department is not only responsible for helping schools and centres
manage their personnel, they have major role to play at the board level. Again the absence of
any data from the Department, we have only bits and pieces of information about what happens
- and doesn’t happen - at this level. It seems as if there are an inordinate number of grievances,
a number of which end up cost the Board a considerable amount of money. It is the
Department’s role to deal with grievances as they arise - not to let them pile up. Good employee
relations demand that real problems are dealt with promptly so that only a small number will
ever end up in arbitration. Teachers and other employees need to see that their legitimate
complaints are taken seriously. Normally, when board-union relations are good, the union will do
its part to deal with any frivolous complaints. At the present time that seems unlikely, as the little
anecdotal evidence we have suggests that board-union relations are not all that good. again, we
suspect that the Department does not have the capacity to discharge this responsibility properly.
The final item on our list, professional improvement, can de dealt with quickly: The Department
does nothing in this area. Presumably from what we been told on other personnel matters: the
Department does not consider this to be its problem.
In our view, a school board department mandated to
Professional development
manage human resources that does not concern itself
is a the heart of
with professional development is a department that
educational change.
has lost its way:
Teacher learning is a the heart of educational change. While professional development is every
teacher’s principal’s and support person’s business, systems are needed to support professional
growth and to help schools develop as professional communities where teachers reflect critically
on their own practice.198

Improved teaching and learning in the CSB depends on the professional development of its
teachers, principals and other staff. The Human Resources Department ought to be a key part
of the solution to this issue; right now, it is simply part of the problem.
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Given the importance of this Department and the seriousness of the problems encountered, we
conclude that it needs to be put under some form of internal ‘trusteeship.’ Such a move is
normally made by the government when a public agency such as a school board so utterly fails
in its duties that the government steps in and takes temporary control. A trustee is appointed to
be in charge for a predetermined or indefinite
The Human Resources
period, during which the normal lines of
Department needs to be placed authority are suspended. In this case, the
trustee would assume responsibility for the
under internal ‘trusteeship.’
Department for the length of time required to
probe all aspects of its operations and make
recommendations to the Board for changes to be effected once the trusteeship is lifted.

11.2 Finance
This department is headed by a director supported by a coordinator, a senior manager (former
coordinator) and two administrative officers, as well as six administrative staff. This department
also includes the payroll department headed by a paymaster, supported by an administrative
officer and five administrative staff. According to the General By-Law, The ‘Director of Finance
and Administration’ is responsible for the administration, management and evaluation of the
financial and personnel services of the Board and the resources allocated thereto.a We assume
that this title is an anachronism from a time when the mandate of this department was broader
than it is at the present time. More specifically, the director’s duties include the following:
•
•
•
•
•
•
•

to prepare and present the annual budget of the Board to the Council and ensure its
transmittal to the Minister after its approval by the Council;
to inform each Council meeting of budget performance including major cost over-runs;
to ensure that the books, accounts and financial records of the Board are kept according
to normally acceptable accounting procedures; to conduct a financial analysis of all
programs and proposed programs of the Board;
to supervise the preparation of the financial statements of the Board containing the
auditor’s report and to ensure their transmittal to the Minister after approval by the
Council;
to cause statistical reports to be prepared each year on the forms prescribed by the
Minister for such purpose and to submit them to the Minister;
authorize expenses and payments, and approve contracts for amounts not exceeding
$50,000 and cost reallocations not exceeding twenty-five thousand dollars $25,000;
to approve the appointment and engagement of all support staff working in finance and
administrative services and administer the collective agreement applicable to its staff.

As with Human Resources, our task in this sub-section is not to provide a comprehensive
analysis of the Finance Department; that will come from the Organizational Review. Rather, we
will simply deal with key issues regarding this Department’s support to schools and centres.
They look to the Finance Department for the following:
•

allocation of an adequate level of funds the school/centre requires for its operations; and

•

facilitate the hiring of personnel and the purchase of supplies.

An adequate level of school funding depends on the source of funds available to a school board
and all conditions pertaining thereto. Traditionally, for most school boards in Canada, these
sources were a mixture of funds from local taxation revenues and provincial grants. In more
a

See General By-Law, art. 17.09.
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recent years, other sources have become more important as cash-strapped school boards
search for additional sources of revenues, such as fund raising and user fees.
In the CSB, there are no local taxation revenues; almost all funds come from the Ministry, a
series of general purpose and specific grants based on multi-year Budgetary Rules that are
specific to the CSB.199 These grants are in turn financed by the federal and provincial
governments in accordance with the JBNQA.a Although the budgetary rules are not generally on
the schools’ radar, they ought to be as they determine how much money there is to distribute. In
other words, before worrying about how big its share of the pie is, a school should be concerned
with the size of the pie. Such rules may also stipulate how funds may or may not be spent,
another issue that ought to be of concern to schools and centres.
It is beyond the scope of this Review to provide an analysis of the Budgetary Rules and we will
limit our remarks to merely attempting to provide the reader with some salient features of these
rules for the education of youth students. Unlike other boards, where registered students are
eligible for funding up to 18 years of age (21 years for handicapped students), students in the
CSB are eligible for funding up to 21 years of age (and beyond for handicapped students). As
schools are well aware, September 30 is the ‘magic’ date for counting eligible students and
transmission of accurate data to the Ministry. However, no magic thinking will compensate for
being late if the Board wishes to access its funding entitlement. Nor will it help if the data on the
precise number of students with special needs are inaccurate or missing.
The basic allocation for teaching personnel is based on the following formula:
STUDENT POPULATION

x

PUPIL-TEACHER RATIO

x

SUBSIDIZED COST PER TEACHER

The pupil-teacher ratio [PTR] expresses the number of
students that will generate the grant for one teacher. The
K4
K5
Elm
Sec
lower the PTR, the more generous the funding. As
25.0900 12.5450 10.9800 8.8613
shown here, it is specific to each level of instruction; the
PTR for secondary education is slightly more generous than the PTR for elementary as it
provides for the cost of one teacher for approximately 8.86 students while it takes 10.98
elementary students and 12,55 kindergarten students to generate one teacher salary.b
According to the rules, the PTR is based on the duration of the student timetable at each level of
instruction and other relevant factors.c The subsidized cost per teacher is equal to the Ministry’s
estimate of the average cost to the Board to remunerate one teacher.
PTR for Funding

Since the subsidized cost per teacher is generally regarded as an accurate representation of
this cost, The PTR is the key element in determining the level of funding. The Ministry simulates
its determination of PTRs using computerized models the results of which are communicated to
school boards as part of the board’s ‘budgetary parameters.’ We repeatedly asked the Finance
Department for copies of these parameters. We received continued assurances that they would
be provided but assurances were all we ever received.
Without the information requested we could make no further analysis of this key aspect of the
Budgetary Rules. It was also unclear to us how well the Finance Department understood how
grant entitlement was determined. Such understanding is critical if the Board wishes to
a
b

c

The federal government pays 75% and provincial government 25% of the grants provided.
The PTR for four-year old kindergarten is no less generous than that provided for five-year old kindergarten
because the students in the former attend school half-time.
The recognized instructional times are: 12.5 hours per week for four-year old kindergarten and 25 hours per
week for every other level. (The duration of secondary instruction is actually expressed as 54,000 minutes per
year, which is the equivalent of 25 hours per week for 36 weeks.) Other factors specified are the number of
students in each school, including the number with special needs; the recognition of three languages of
instruction; teacher workload; and, smaller class size norms than those that apply to other school boards.
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determine if it is receiving adequate funding. Furthermore, if the Board wishes to make a case
for additional funding, it must do so using reliable data. The Ministry has very talented and
experienced staff in its finance department. They will listen to sound arguments based on data
but they will not be moved by unsubstantiated demands for more money. If the Board wishes to
ensure that it has adequate funds to allocate to schools, then it must improve its understanding
of the relationships between school organization and school funding.
The allocation of funds to schools is then dependant on the method used to make this
distribution. In other school boards, this distribution is subject to various principles set forth in
the Public Education Act. In brief, the Act, provides for a transparent process: following
consultation of the board-level parents’ committee, the school board must make public the
objectives, principles and criteria respecting the allocation of revenues to schools - grants,
taxation proceeds and other revenues; and the amount kept for the school board’s own uses.
The school board must distribute to its schools, all operating funds, except the amount for its
own needs and those of its committees. This must be done in an equitable manner and in
consideration of social and economic disparities and of the needs expressed by the schools.
None of these provisions apply to the CSB. We repeatedly asked the Finance Department for
copies of the guidelines it used to allocate funds to schools. Once again, we received continued
assurances that they would be provided but assurances were all we ever received. The refusal
to supply these guidelines raises an obvious question: What is the Department trying to
hide? If the Board wishes schools to believe that it is acting in their best interest, then it must
act openly with full disclosure of the methods it uses to allocate funds to schools.
This disclosure should also include how it decides what amounts it retains for central board
expenditures and the basis on which this decision is made. The lack of disclosure provides
evidence for the view that for the Board administration, the unwritten rule is: Me first, then
schools.

Until the Board explains
Providing for the equitable distribution of funds to
how it allocates funds to
schools does not mean treating everyone the same. It
means treating everyone fairly based on established
schools, they have no
guiding principles. Adding transparency means that the
way of knowing if the
distribution is done openly, with sufficient information
provided to stakeholders that they understand how and
process is fair.
why the distribution is made. Until such transparency is
achieved, schools and communities will be left wondering: Was this fair? with no way to find out.
Anecdotal evidence we collected about the budget process does not reveal a process that
engages schools in financial planning and management of their resources. Budget numbers are
given to the CEAs who make up a proposed budget that is subsequently presented for approval.
The lack of collegial management between most CEAs and school principals, to say nothing of
the level of involvement of the school committee, does not reflect a process of a school board
supporting schools. Rather it reflects a bureaucratic top-down process in which much paper is
shuffled, administrators are gathered in external meetings, with the usual cost and disruption,
with little to show for the effort except what the Board intended in the first place as a school
budget.
The second major preoccupation of schools once its allocation of funds has been determined is
the process by which these funds are spent. We have already talked about this process in a
previous section of this report and will limit our remarks here to complement our earlier
discussion.a It should be noted that the purchasing process involves the departments of Finance

a

See discussion of the management of financial resources in section 6.4 (p. 128).
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and Material Resources. Both departments have a very different perspective on the expenditure
process than the one held by schools.
From the Finance Department’s view, it is well organized and efficient with a sound process for
managing and controlling expenditures. From the perspective of both schools and centres, as
noted previously, the process is very bureaucratic and unresponsive to their needs. The
Department places the blame for slow processing of order on the schools because of missing
budget codes, improperly followed procedures, etc. The schools and centres talk about
paperwork stalled at head office while it languishes on someone’s desk.
It was beyond the scope of this Review to get to the bottom of this situation and we hope that
the Organizational Review will shed light on how well this process works and why difficulties
occur. If the analysis of the Organizational Review is insufficient for this purpose, then the Board
will have to undertake a thorough audit of the expenditure process. From the limited data we
have collected, we suspect that such an audit will reveal deficiencies on the school/centre side
of the process. However, we also have reason to believe that it will reveal that the focus of the
Finance Department is on control: ensuring that the rules are followed is much more important
to the Department than ensuring that schools and centres have the resources they need to
operate.
We have some anecdotal evidence to suggest that certain individuals within the Department
have decided that they should be the final arbiter of what schools spend. These individuals
seem to have forgotten that schools and cengtres do not report to the Finance Department, that
it does not, or at least should not, represent school board authority. There seems to be a spirit
of arrogance in this Department that it is organization of ultimate importance in the Board. If this
is true, then the Board must take the necessary steps to change this attitude. The Department is
obviously an important one but it is not, nor should it be allowed to act if it were, a source of line
authority to schools. It is a service department whose sole function should be to support the
Office of the Supervisor of Schools and Department of Continuing Education, which do have
such line authority, and the schools and centres themselves.

11.3 Material Resources
This department is headed by a coordinator supported by two superintendents, a project
manager and five administrative staff. The Coordinator’s responsibilities are not clearly spelled
out in the General By-Law;a however, from information provided during the Review, we obtained
a reasonably clear picture of this Unit’s mandate and structure. The Department deals with all
aspects of material resources for the Board, including:
•
•
•
•
•
•
•
•

negotiations with the Ministry;
capital projects;
housing;
renovations, repairs & maintenance;
moving and storage;
purchasing;
school bus transportation; and
board vehicles.

As with the other departments comprising Administrative Services, our task in this sub-section is
not to provide a comprehensive analysis of this Unit; that will come from the Organizational
Review. Rather, we will simply deal key issues regarding its support to schools and centres.
a

Article 17.17A of the General By-Law merely establishes the spending authority of the Coordinator.
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They look to this Department for the all of the above services as they apply to schools, centres
and community (housing):
Like Finance, this Department plays an important role in the negotiations with the Ministry for
capital funds and projects. As mentioned above, it plays a crucial role in the purchasing
process. Like Finance, this Department tends to place the blame on schools and centres for any
problems encountered. As stated in the previous sub-section, it was not possible for us to get to
the bottom of these different perspectives. That is something the Board must address as part of
the follow-up to this Review and the Organizational Review.
Likewise, we were not able to explore in any meaningful depth the other issues listed above.
Once again, we assume that the Organizational Review will provide important insights into this
Department’s important role within the CSB.

11.4 Information & Technology
This department is headed by a coordinator whose responsibilities are not specified in the
General By-Law.a In addition to the Coordinator, the Unit has one analysts, a webmaster, six
technicians and other administrative staff.b We received no documentation from this Unit but we
understand that it is overwhelmed by the breadth and depth of the challenge of providing
adequate information and technology [IT] support to the schools and centres (as well as board
offices). Staff turnover is a big concern as competent IT specialists are in high demand.
As with the other departments comprising Administrative Services, our task in this sub-section is
not to provide a comprehensive analysis of this Unit; that will come from the Organizational
Review. Rather, we will provide minimal comments on some issues regarding its support to
schools and centres. They should be able to look to this Department for the following:
•
•

•

facilitate school/centre management through the use of IT;
support student learning through:
• the provision of computers, other hardware and related facilities;
• the provision of educational software;
• connectivity to the Internet and other systems (e.g. SchoolNet); and
professional development of teachers and other educational staff.

According to the Department, it provides as many computers as possible (according to annual
funding allocation available) to the schools on an annual basis and makes sure that they are
installed and operational as quickly as possible.
By its own admission, this Unit does not have the expertise to counsel schools in which software
is appropriate for them as it is the Education Services responsibility to do this. However once a
choice has been made, it tries to make sure that the service is operational and available for the
teachers and students.
It does its best to ensure that all equipment have 100% connectivity to the Internet and that
required services on the network are available from public access to remote and mobile
employees. Security of data on the private network is a premium requirement for I.T. and this is
dealt with by putting various devices and services in place.
a

b

Article 17.17 of the General By-Law merely establishes the spending authority of the Coordinator, the authority
for approving payments in capital projects and the allocation and management of housing in units for head office
staff.
Three tech staff position are decentralized to the community in Chisasibi, Waskaganish and Waswanipi; see
departmental organization chart on the Board website: http://www.cscree.qc.ca/Services/IT/ITD/ITd.htm.
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The Unit does not have the staff to help in computer integration in the classrooms, However, we
were told that it is currently recruiting new staff who will provide the knowledge required to
improve on this. Finally, technicians at the local level are providing training and support for
teachers and students in operating equipments and services, while technicians at the regional
level provide help desk assistance.
From what we were told, we infer that centres rely on whatever equipment schools have and to
which they are given access.
Once again we must rely on the Organizational Review to provide more detailed insights into
this Department’s important role within the CSB. From the small amount of data we collected,
we got the impression of an under-resourced unit trying its best to meet an incredibly high level
of demand for its services.

11.5 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether the
departments comprising Administrative Services meet the stated standards:
¾ an adequate allocation of human, financial, material and information technology
resources are provided to schools, centres and post-secondary education offices, based
on equitable and transparent criteria relating to the programmatic responsibilities of
these units and other relevant factors.
First we must reiterate what we stated at the beginning of this chapter: for purposes of this
report, we are only concerned with the direct support these departments provide to schools,
centres and post-secondary offices. Given our modified mandate,a we do not attempt to provide
a comprehensive analysis of these departments anywhere in our report. Such an analysis is to
found in the report of the Organizational Review and the synthesis of both Reviews to be carried
out by the Board.
Schools look to these departments for the following types of support:
•

the allocation of an adequate level of the human, financial, material and IT resources the
school/centre requires, including staff housing;

•

efficient processes for the recruitment and hiring of school/centre staff, the purchasing pr
materials and supplies and other aspects of the provision of various resources, as well
as guidance and support in the conduct of these processes;

•

appropriate remuneration and working conditions for school/centre staff;

•

guidance and support for the management of all the resources the school/centre staff
has at its disposal, especially human resources; and

•

professional development of school/centre staff in a wide variety of fields.

Our analysis of the allocation of human resources was rendered all but impossible because of
the lack of data from this Department; we experienced first hand the frustrations schools and
centres reported to us in trying to get support from this Unit. At a policy level, we are very critical
a

See discussion in Part 1, Overview, Context and Mission, beginning in section 1.2, Purpose & Results.
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of the Department’s pursuit of affirmative action appointments and promotion of Cree staff
because of (a) its apparent disregard as to whether the people will, given support and time, be
able to do the job in question; and (b) for the failure to put such support plans in place. We have
found that creating employment opportunities for Cree adults seems to be important to the
Board than providing educational opportunities for Cree children. From the data we were able to
gather, we conclude that this Unit has failed to meet even minimal performance standards and
that the Board must take drastic action, as recommended below.
We provide some insights into the Budgetary Rules applicable to the CSB and questioned
whether the Finance Department fully understood the basis of grant entitlement and had the
capacity to support schools in relation to budgetary requirements for school organization. Our
analysis of the allocation of financial resources was also rendered all but impossible because of
the lack of data from this Department.
We have commented briefly on the process for purchasing, managed jointly by the departments
of Finance and Material Resources. We noted the wide discrepancy between the school and
departmental perspectives on this process. Without pretending to have gotten to the bottom of
this situation, these differences of opinion are serous enough to warrant a detailed audit of the
process. We also found that the attitude of the Finance Department reflects the perception in
schools that the CSB is a board-centric organization. with Finance at the centre of the centre.
We are unable to provide any detailed analysis of the other aspects of the Material Resources
Department nor of the IT Department. However, in no way should this be interpreted as a
reflection of the importance we attach to these units to schools.
Based on the foregoing analysis, we recommend:
R97 THAT the Board re-examine its policy and practice on affirmative action hiring and
promotion and, following consultation of all major stakeholders, adopt and
implement a revised policy that ensures the potential competence for the position
of the person chosen, the time and support required to develop this competence,
the implementation of a plan to provide this support and the commitment of the
individual to this plan.
R98 THAT, in preparing for upcoming negotiations with the Ministry over funding, the
Board deepen its understanding of how the Budgetary Rules are constructed and
develop data-based arguments reflecting school needs for funding.
R99 THAT, in preparation for the next round of collective bargaining with its teachers
and other personnel, the Board, in consultation with schools, develop viable
bargaining positions based on the needs of its schools.
R100 THAT the Board, subject to the analysis provided by the Organizational Review,
conduct an in-depth probe of its human resources policies and procedures for
recruitment and hiring, the management of the collective agreements and other
employment regimes, and the support of schools in regard thereto.
R101 THAT, depending on other the actions taken regarding restructuring on the basis of
other recommendations of this report or those provided by the Organizational
Review, that due consideration be given to the role the Human Resources
Department should play in terms of the professional development of school staff.
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R102 THAT, in keeping with recommendation 100 and 101, the Board take immediate
measures to develop the capacity and performance of the Human Resources
Department, including the placement of the Department under internal trusteeship,
so that this Department may meet the expectations which have been or will be
assigned to it.
R103 THAT the Board, following consultation of all major stakeholders, adopt a
framework for the allocation of resources to schools that includes a clear public
statement of the guiding principles and criteria used and provides for a transparent
process for ensuring an equitable distribution of available resources based on
school needs.
R104 THAT the Board cause an independent audit to be conducted into the policies and
procedures for the purchase of materials and supplies for schools with a view to
facilitating this process while maintaining proper controls on the expenditure of
Board funds.
R105 THAT, in keeping with recommendation 108 (expanded use of IT connectivity in the
Board), the Board develop a long-term plan for the investment in information
technology in support of learning.
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GOVERNANCE & GENERAL ADMINISTRATION

This chapter takes another step back, and deals with the more general topics of governance
and administration - the base of school board support for learning carried out through the
various departments discussed in the previous sections. It contains four parts: organizational
culture; strategic direction; structures and systems; and community relations and external
linkages.
For purposes of this part of our report, we are only concerned with the direct support the
governance and general administration of the Board provide to schools, centres and postsecondary offices. Given our modified mandate,a we do not attempt to provide a comprehensive
analysis of the governance and general administration of the Board anywhere in our report.b
The primary sources of data on these topics were feedback from schools and site visits to board
offices in Mistissini which included interviews of the Chairperson of the CSB, Director General
and Secretary General, data from staff questionnaires and the collection of various documents.
Performance Standards


School board provides strategic direction to its schools, centres and post-secondary education
offices, through leadership and an integrated management framework for the planning, monitoring
and evaluation of the performance of the Board and its schools.



The School Board actively pursues and maintains appropriate linkages with external service
agencies and other bodies to support its schools, centres and communities.



The organization culture of the school board reflects the values and purpose of its mission and
supports the achievement of high levels of performance.

12.1 Structures & Systems
The structures provide the ‘hardware’ of an organization: how authority is allocated and how
work is divided and coordinated, while systems provide its ‘software’ to make decisions and
provide for communication, both within the organization and with its external stakeholders. This
section provides an overview of how the CSB is structured followed by a brief discussion of
communication, the one systems issues which we address in this section.c The analysis of
board structures and decision-making systems will be covered by the Organizational Review.

12.1.1 Governance & Management Structures
The structure of an organization is commonly depicted in an organization chart which displays
the divisions (sub-units) of the organization, the allocation of authority and the lines of reporting
that define who is accountable to whom and for what. Authority may be concentrated at the top
(centralized structure) or more widely dispersed (decentralized structure). Traditional views of
organizational structure see it in vertical layers from top to bottom, reflecting the bureaucratic
school of management thinking. More contemporary views emphasize the need for ‘horizontal
management’ to counter the isolation and fragmentation associated with hierarchical
structures.200

a
b

c

See discussion in Part 1, Overview, Context and Mission, beginning in section 1.2, Purpose & Results.
Such an analysis is to found in the report of the Organizational Review and the synthesis of both Reviews to be
carried out by the Board.
Organizational systems also include planning, monitoring and evaluation which, in this report, are dealt with in
section 12.2 (p. 274).
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The organization chart of the CSB referred to in the Introduction in Part 1,a reveals that the line
of authority between schools and the Board, runs from the Director General through the Office
of the Supervisor of Schools. The heads of all other units also report to the Director General as
do the CEAs in individual schools. The latter, as well as certain administrative units, would
normally report to the Deputy Director General but this position has been vacant for some time.

Governance
According to the General By-Law of the Board, the Council of Commissioners is composed of
one commissioner from each community plus a member elected by the CRA who shall, ex
officio, be the Chairperson of the Board, for a total of ten members. The position of Chairperson
is a full-time position, remunerated in accordance with established norms. Regular meetings of
the Council must be held at least four times per year; special meetings may be called by the
Chairperson, the Director General or the Secretary General; emergency meetings require
unanimous consent and may be held by telephone or other means.b
The Executive Committee is made up the Chairperson and the Vice-Chairperson of the Board
and one other commissioner appointed annually by Council. The Director General is a nonvoting member. The Executive Committee has a very general mandate to “administer the
business and activities of the School Board and ensure that every order, ordinance, decision,
resolution or contract be faithfully and impartially observed and carried out.”c
During the course of the Educational Review, we attended a small number of meetings of the
Council for the purpose of reporting on the Review, but we did not have the opportunity to see
either the Council or the Executive Committee at work. As a proxy for such direct observations,
we sought the opinions of stakeholders about the operation of the Council and the Executive
Committee.
Some stakeholders commented on the intrusion of Council into management of the Board, as
opposed to focusing on the governance of the Board.
Council is supposed to govern but it makes management decisions that affect the
departments. It should be more of a governing body, following the mission, the purpose
of it all. That’s its role - to make sure that we follow the policies, the five or ten guiding
principles, the values of the Board.
We even heard stories from more than one source of directives being sent from the Council,
even individual members, to departments of the Board. Such actions are utterly inappropriate
and undermine the managerial authority of the Director General and the other members of the
Management Group. The operation of the Council is a long way from the day-to-day concerns of
schools and centres. However, the one common complaint from them concerned the role of the
Executive Committee with respect to hiring - more delays that hinder the timely engagement of
teachers. It appears as if the Executive Committee acts more as a managerial body than a
governing one.d
Others stated that decisions were made and then reversed creating uncertainty and instability.
These decisions were often about operational matters, which should not have concerned the
Council in the first place.
a
b

c

d

See Organization Chart on CSB web site (http://www.cscree.qc.ca/Organization/organigram.pdf).
The provisions regarding the Council are set forth in the General By-Law, art. 4; the remuneration of the
chairperson is governed by By-Law No. 2.
The General By-Law, art. 5, which sets forth the provisions regarding the Executive Committee, also states that it
shall also perform the functions delegated to it in writing by the Council.
We understand that issues regarding governance versus management are currently being addressed, including
the development of policy guidelines for the operation of these two spheres.
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General Administration
The Management Group consists of the senior administrators of the Board,a and two CEAs and
two school principals, each appointed by the Executive Committee on a yearly basis, for a total
of 13 members. The mandate of the Management Group is to act as a consultative and
administrative body responsible for general planning and coordination of the activities of the
Board and shall:
•

review all new policies, projects, major contracts, policy revisions, procedures, changes
to procedure and rules of application of procedures, if possible prior to their submission
to the Council or the Executive Committee for approval;

•

review the day to day administration of the Board and make recommendations to the
Council or the Executive Committee;

•

supervise the compliance with the budget of the Board; and

•

maintain good communications between the Council and all departments of the Board,
community school administrations and the communities.

It should be noted that this mandate does not mention continuing education centres. This
omission is perhaps reflective of a general lack of attention to adult education.
The Office of the Director General comprises the Director General, the Deputy Director General
(vacant position) and two administrative staff. The Director-General is the Chief Executive
Officer of the CSB, responsible for the day-to-day administration of the Board, the supervision of
the senior staff of the Board and for ensuring the quality of the services provided by the Board.
The General By-Law lists a number of specific responsibilities, as summarized below:b
•
•
•
•

to ensure that short term and long term organization plans for the Board are prepared
and developed, and to submit these plans to the Council for approval, and to supervise
the implementation of such plans once approved;
to supervise and to oversee the activities of the senior staff, with the exception of school
principals (Supervisor of Schools) and CEAs (Deputy Director General);c
in coordination with the Director of Finance and Administrative Services, supervise the
preparation and implementation of the budget and review financial and statistical reports
prior to their submission to the Executive Committee and to the Council for approval;
authorize expenses and payments, and approve contracts for amounts not exceeding
$50,000 and cost reallocations not exceeding $25,000;

The Office of the Secretary General comprises the Secretary General and four administrative
staff. The Secretary General is responsible for the administration, management and evaluation
of the official records of the Board, including the custody and management of its archives and
related duties such as official correspondence and communications on behalf of the Board and

a

b
c

The General By-Law, art. 6, which sets forth the provisions regarding the Management Committee, states that
the senior administrators are: the Director-General, the Deputy Director-General, the Director of Finance and
Administrative Services, the Director of Human Resources Services, the Director of Education Services, the
Director of Continuing Education, the Director of Post-Secondary Student Services, the Secretary-General and
the Supervisor of Schools. Principals and CEAs are considered part of senior staff, while coordinators, viceprincipals, a capital projects manager, and superintendents from Material Resources, are classified as
managers.
See General By-Law, art. 17.04.
In the absence of a Deputy Director General, the Director General assumes this responsibility.

274

The CAFSI Report

application of the Act respecting Access To Documents Held By Public Bodies and The
Protection of Personal Information.a
As we did with respect to governance, we asked stakeholders what they thought about the
structures and operations of the general administration of the
Board. The most telling comment came from one coordinator
Competent
who thought that the preoccupation with restructuring was
managers, not
totally misplaced:

restructuring, is the
key to improved
organizational
performance.

You know, the present organization as it is - put the right
people in the right place - make them accountable, okay,
and it will work. You don’t need a new organizational
structure; it’s as simple as that. If you don’t have the right
people in the right place who are accountable it doesn’t
matter what the organization is. It’s easy in an organization to change the boxes, right?
It’s an easy thing to do. It’s not so easy to have the right people in charge of the boxes.

Another coordinator also questioned the importance of structures compared to what people
actually did within these structures:
In Alice in Wonderland, there’s this saying that if you don’t know where you’re
going, any road will take you there.
Another common theme in stakeholder comments was the weight of central administration, that
generates more heat than light - too much talk, not enough action:
We are top heavy in the administrative - and I mean the administrative as opposed to the
pedagogical - end.
The Cree School Board is seen by almost everyone to be too bureaucratic.
Bureaucracies tend to exist in hierarchical structures where we see layer upon layer of
management. Organizations that are flat in nature, where there are fewer layers of
management, are more responsive.
The Management Group is too big. The meetings take forever. The Management Group
is not supposed to be a group discussion, it’s supposed to be a ‘making decisions’
group. [But if you don’t want to make a decision, the safest way is to take it there …]
Exactly. You understand perfectly.
I don’t want to talk about issues [in the Management Group] for days. Tell me what the
problem is. Here are the solutions. What are we going to do? Okay, next. But there’s just
more discussion. we lack focus. We need somebody to say, okay, enough of that
discussion. Let’s move on.
[Bureaucracy and redundancy] Too many layers. Too many cover-ups of incompetent
people.
This last comment reflected a situation that we observed as well. Someone is appointed to a
position that he or she is incapable of managing. Rather than attempting to build that person’s
capacity or, if that is not possible, removing him or her from the position, the Board simply hires
an additional person to do the job - ‘one for the price of two.’
Although we must leave the analysis of board structures and decision-making systems to
others, the input from stakeholders we received suggest a top-heavy bureaucracy that is overly
a

See General By-Law, art. 17.10.
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concerned with organizational boxes and not concerned enough about the people managing
these boxes. The other general organizational systems issue that was on everyone’s radar was
communication, or more accurately, the lack of it.
The one issue on which we would like to briefly comment is the need for an integrated approach
to management of support for educational service delivery to youth and adults. We mentioned
the importance of this approach at the beginning of chapter 10. The rest of that chapter was
concerned with the individual units responsible for providing direction and support to schools,
centres and PSSS offices. As we stated, there was no section on coordination because there
was no coordination to analyze.
At the present time, these four units operate in independent silos, to the detriment of the
respective clienteles. To take but two examples: There are students in high schools who would
benefit from vocational education but that is dealt with in adult education. There are adult
students who might wish to go on to post-secondary studies, but Continuing Education has
nothing to do with that level. The Board needs to begin to develop an integrated management
approach to the support of service delivery for students at all levels.
This will take time and careful planning. The Board would well advised to start small and look for
informal ways to move forward: small steps toward meaningful change. We would also like to
stress that we are talking about new ways of operating; we are not advocating new structures.

Communication
The core of any communication is a message transmitted and received. Whether the medium is
oral, written or visual, communication does not occur unless both halves of this transmission are
functioning and the message received is the same as the one that was sent.
In an hierarchical organization, communication is often viewed as a one-way channel: bosses
talk, workers listen. Communication is authoritarian and strictly functional, providing information
that is needed to carry out work. In slightly more progressive organizations, there is some twoway communication: questions are posed and , in some cases, suggestions are made. Even
this limited form of communication is missing in the CSB.
From we have been told and what we have observed, simple communication tends to vary
between communication that is incomplete and often misunderstood and no communication at
all. For example, we have talked about the lack of communication from the Board about the
mission of the CSB - it does not even appear on the bard website. It is difficult to expect
stakeholders to support the mission when they do not even know what it says. We have made
countless references in this report to emails and telephone calls not being returned - when the
schools or centres call the Board, no one is home.
Sometimes communication is provided in writing that the audience does not understand. We
have given several examples of this throughout this report, including attendance reports and
handbooks for parents. Verbal communication often suffers from the same disability, for
example, presentations in workshops about concepts to which participants cannot relate. In
many cases, ‘telling’ people something is considered as having had communication with that
persons. Even worse, merely telling someone something is considered to be an action taken to
solve a problem. Done, end of story.
For example, the Board issues a directive to schools about vandalism, communication and
action are considered to be complete. Subsequently, when it is discovered that vandalism has
not abated, schools are blamed. Regardless of what the original communication to schools
stated, the message received was: we do not know what to do, we are not able or willing to help
you. It’s up to you.
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The absence of communication is closely associated with the lack of follow-up and the
unavailability of managers because of meetings and travel. Stakeholders take part in a group
discussion. Several issues are brought up that require action. Participants believe - hope - that
something will happen, and then .... No communication, no follow-up and, of course, no action.
I think there’s a lack of informing parents of what’s going on in the school - a lack of
reaching out to the community. Sure, they announce on the radio, but not everyone
listens to the radio. There’s got to be other ways of reaching out to the people.
Sometimes we’re just not informed (School Committee Member).
When we have our meetings, half the time the commissioners are not there, they don’t
report back to the committee. That’s why I say there’s a lack of accountability as far as
the school board is to each community and to the whole Cree nation itself. Yes, the
Chairman of the school board sits on the Grand Council, but what kind of reports does
he make to Chiefs. Nobody knows (Band Council representative).
Problems associated with communication, meetings and travel could be at least partially
alleviated by the greater use of technology, notably video-conferencing. These facilities are
woefully underused. Together with other technological resources, they offer a cost-effective
alternative to endless days spent on travel and meetings.
Anticipating this type of problem is why we insisted on developing communication linkages with
stakeholders during the course of this Review. We have expended considerable time and
energy to keep everyone informed about what was happening and open various means for
stakeholders to communicate with us, including email and the dedicated website. We provided
schools and centres with detailed information about our visits and provided questions to
interviewees ahead of time. Given the time frame in which we were operating and the nature of
the data collection process, we had to rely on the school/centre administration and others to
pass on information to others. Sometimes this worked; other times it did not. The lessons we
learned from this experience will be dealt with in Part 5, From Findings to Action.
Even if the CSB managed to correct these basic communication difficulties, it would not have
broached the core of the communication issue: creating an ongoing dialogue among
stakeholders that makes them feel a part of the CSB community, working together for a
common purpose, student success. This level of communication is an essential component of a
learning community. People cannot work and learn together unless they can truly communicate
with each other.
The development of a collaborative team is supported by a particular kind of communication that
blends ... advocacy (the advancement of one’s opinion or belief and inquiry (the exploration of a
colleague’s opinion or belief).... [A] pattern of communication [develops] that is characterized by
questions as often as by statements. It is a pattern that allows individuals to contribute freely
without fear or recrimination or reprisal and that opens spaces for consideration of sensitive
issues, problems of purpose, and unarticulated dreams or dreads. This kind of communication
allows individuals to engage in collective inquiry and to develop shared understandings about
purposes, values, and commitments.201

That level of communication is all but non-existent in the CSB but this is what is needed to find
‘the road ahead,’ a theme to which we will return in Part 5. Open non-threatening
communication will be required to deal with the important and sensitive, issues referred to in the
above quotation. There is no more obvious example of this than one issue discussed in section
4.3.3 in Part 2: language of instruction.
As mentioned previously, CLIP is a lightening rod for emotive opinions. Constructive dialogue is
not possible when opinions are totally polarized and arguments are framed in an adversarial
manner: If you’re against CLIP, you’re opposed to Cree language and culture. or If you’re for
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CLIP, you do not care about the education children are receiving. We have seen many
examples of such polarizing opinions expressed. For example, one stakeholder stated that
parents who wanted English or French taught in kindergarten had ‘sold out’ to the dominant
white culture of the south.
It is no accident that the title of this report begins with communication as a key issue to be
addressed. Communication alone will not enable the Board to move forward but without it, no
movement will take place. That communication must begin with the tabling of this report.
During the collection of data, many stakeholders asked us if we were coming back to present
our report. We told them that we planned to have a report ready for the end of March (our
original target date) and expected to be involved in the communication of our findings to
communities. The extension of data collection into the new year and the amount of data
collected delayed our projected report date until June. The last two weeks of June is not a time
that schools and centres are in a position to receive visitors, let alone host a major delegation
and organize community meetings with stakeholders. The task of communicating the results of
this Review must therefore take place initially via the Internet, with the publication of the report
on the Board website. Subsequent communication strategies will become part of the Board’s
action plan, to be discussed in Part 5, From Findings to Action.

12.2 Strategic Direction
As noted in Part 1 of this report, successful organizations have a clear idea of the direction in
which they are headed. Accordingly, this Review was concerned with the Board’s performance
and capacity in this regard. The strategic direction of an organization can be considered in
relation to three aspects: leadership; planning; and monitoring and evaluation.

12.2.1 Leadership
Leadership at the board level shares many of the characteristics and raises similar issues to
leadership at the school/centre level which we discussed in Parts 2 and 3. One of the prime
characteristics we mentioned was ‘shared leadership,’ the recognition that there is not one
single point of leadership at any given level.a Although the persons who occupy the most senior
leadership positions in the Board, notably the Chairperson of the Council of Commissioners and
the Director General, are absolutely crucial in providing the leadership the Board requires,
neither lone, nor even both together, can ‘go it alone.’
In 2001, Thomas Sergiovanni, a distinguished professor of educational leadership, when asked
what kind of leadership do we need in education today, replied: “Whatever the answer, it will not
be the superhero leadership of the past.” He went on to say:
The new century will not be kind to leaders who seek to change things by the sheer force of their
personality. Nor will it be kind to leaders who seek to change things by the sheer force of their
bureaucratic authority. Instead, we will need leadership for schools themed to learning, to the
development of civic virtue, and to the cultivation of self-management.202

Sergiovanni talks about the ‘hand,’ the ‘head’ and the ‘heart’ of successful leadership. The
‘hand’ refers to the decisions, actions and behaviour of the leader - what he or she does. The
‘head’ refers to the leader’s mindscape of how the world works - what he or she thinks. The
‘heart’ refers to what the leader’s beliefs, dreams and commitments - what he or she values.
Although leadership is most often associated with change, Sergiovanni points out the
sometimes leadership needs to stand up to changes that will be harmful: “Leadership forces are
a

See section 6.2 (p. 118).
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the means available not only to bring about changes to improve schools, but to protect and
preserve things that are valued.”203
In our view this is the type of leadership required in the CSB to protect and preserve Cree
values, language and culture, while making the changes that are required to ensure that schools
and centres provide students with the opportunities that education is meant to provide. We
would only add that the leaders of the CSB must have wisdom to understand which elements
should be preserved and which ones should be changed.
As a general rule, leadership in the CSB does not receive very high marks from stakeholders.
Leadership is weak and brings little support to schools because they are left to
themselves (Coordinator).
I think that the leadership has not found much time to really come and talk to us or
support us (CEA).
I can honestly say we need more support. I don’t even get a phone call once a month
from my immediate supervisor (Stakeholder).
The senior leadership might be tackling too many things at the same time which is often
something that happens at the School Board. We want to change things, we’ll change all
around instead of concentrating on one thing and saying, …we’re going to go from here
to there and then taking it one step at a time. To the schools, I think it’s confusing
because there are just too many things happening at the same time (Director).
The direction of the Board goes here and there, here and there. It is not really focussed,
We also need a leader who can think ‘outside the box.’ (Stakeholder).
One director explained that leadership was lacking, in part, because:
There are too many meetings with travel all over the place - everywhere but to the
communities. Is that good leadership? I’m not sure. We have to show our faces more in
the schools. Let’s go to the schools. Let’s have our meetings in a school. Maybe we can
go and visit the school. Good leadership goes where the action is.
One member of the Management Group provided a vision CSB leadership, while a staff
member summed up the expectations of many regarding leadership for change:
We need people who can lead and gain a following based on their vision for the future
and a strong sense of mission and purpose. But moving in this direction requires guiding
principles based on strong values. Furthermore we need leaders who are well trained
and have a comprehensive view.... Leadership will also require courage and strong
motivation and energy from within to do what is right and purposeful.
I do not expect dramatic changes but as an employee and a parent; my wish is to see
improvements within our schools. My belief is we have resources enough to start but the
changes have to come from the top; meaning management level. If management DO
NOT work as a team then how do we expect the pieces to fit properly & securely?
A number of these comments serve to point out the relationship between leadership and other
important issues such as communication, planning and follow-up.
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12.2.2 Planning
Traditional management theory has always regarded planning as one of the essential defining
elements of management. Several
years ago, planning many people lost
MELS’ Strategic Goals
faith n strategic planning. They
argued that the idea that an
¾ Providing relevant programs;
organization could de guided by a
¾ Improving achievement;
multi-year plan in ever changing
times was unrealistic. The pendulum
¾ Providing qualifications;
has swung back again and planning
¾ Improving effectiveness & efficiency.
has
returned
‘full
force.’
Governments manage in accordance
with strategic plans and business plans and Québec is no exception. Every government
department (such as the MELS) must adopt a multi-year strategic plan stating its mission,
strategic directions, target results that flow from these directions and the performance indicators
to be used in measuring these results. Likewise, public school boards must now adopt a multiyear strategic plan and school success plans are supposed to fit under this strategic umbrella.
Strategic planning tends to be medium to long term (three to five years and longer). It looks at
the ‘big picture’ with its eyes on longer term results (often called outcomes and impact). In the
short term, planning becomes more operational and fine-grained, without, however, becoming
mired in detail. The operational dimension of planning is more concerned with ways and means
to accomplish short term results (often called outputs). Planning is not a static exercise but a
balancing act of stability and movement. “Organizations that have attained noticeable success
are characterized by active strategic plans that drive their activities. Once in place, the plan is
adhered to, and re-evaluation and adjustments are made on a regular basis.”204
As mentioned in Part 1, Overview, Context & Mission, the CSB has engaged in a number of
planning initiatives over the years. The Mianscum report gave rise to a flurry of activity and the
creation of several committees, whose collective purpose was supposedly to steer the Board in
a new direction. We have seen an undated document entitled Cree School Board Reform that
contains a string of action plans. For all the plans, there has been little real planning, nothing
that provides a clear vision of where the Board wants to go and how it will get there. The
Three-Year Plan is a case-in-point.

The Three-Year Plan
The CSB Three-Year Plan was adopted in October, 2004. It takes account of the new funding
arrangements in June 2004 and provides for the reallocation of certain funds for implementing
the Plan during the first three years. It comprises four so-called strategies:
•
•
•
•

recruit and develop competent teachers;
strengthen CLIP, Cree language and Cree culture;
foster the success of all students by ensuring that all student needs are met in the
educational programs offered in the schools;
community responsive schools.

The rest of the Plan, which completely ignores adult education, consists of a series of ad hoc
projects. In each case, the description of the project includes the following rubrics:
•
•
•
•

pedagogical issue;
justifications;
goal;
details; and
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•

budget.

We do not have a preconceived idea of the precise format that a strategic plan must take but we
have no hesitation in saying that this document does not constitute a strategic plan. In contrast
to the Regional Educational Project, it does not provide any strategic direction to the Board. As
alluded to above, it really consists of a loosely connected series of projects grouped under four
so-called strategies.
We say ‘so-called’ because they are not really strategies. They would be better described as
vaguely formulated goals with no overarching framework to situate them. A strategic plan begins
with statement of values, purpose and vision, which should be grounded in the mission
statement of the organization. The values and purpose ground the plan in what matters to the
organization while the vision creates an image of where it wants to go. This statement is then
used to develop various intended results to be accomplished in the short, medium and long
term. ‘Strategies’ describe major types of actions to be taken to achieve these results.
Strategies are then typically followed by the actions to be taken to achieve them. However,
these actions are not just a ‘mish-mash’ of disconnected actions but an integrated set of
activities, each one aimed to produce small results that collectively will contribute to the larger
results being sought.
We did not receive any input from stakeholders on the Three-Year Plan but several commented
on other current initiatives. In addition to the Educational Review, these included the Strategic
Planning Exercise, conducted by Jo Nelson of ICA Associates in the spring of 2007, with followup in January 2008; and the ongoing Organizational Review, led by Ian Smith of the Oliver
Wyman Group. Some people saw these three initiatives (Strategic Planning, Organizational
Review and Educational Review) as an example of leadership. However, some stakeholders
were puzzled by the sequence of these initiatives and their relation to each other. More
specifically, they asked:
•

Why are we looking at options for organizational restructuring before the Educational
Review has completed its evaluation of service delivery? and

•

Why was the Strategic Planning Exercise conducted first? Would it not have been more
appropriate for this to come as part of the action planning process, as a follow-up to the
two reviews?

Given our revised mandate, we will not comment on these questions, let alone provide any
answers to them. We leave them for the Board to consider as it sees fit.

12.2.3 Monitoring & Evaluation
Evaluation constitutes the ‘other half’ of the planning process. Thus, as noted in the previous
sub-section, the strategic plans of government departments must contain the ways and means
that will be used to evaluate results. The same is true for the strategic plans of public school
boards. Monitoring occurs in between planning and evaluation. It can defined as “an ongoing
process to ensure that planned activities or processes (including resources) are ‘on track’ and
that progress is being made toward intended results.”205
Organizations may engage in many forms of evaluation. They may evaluate policies, programs,
services and so forth. For purposes of this discussion we are only concerned with
self-evaluation of organizational performance. This is the board-level equivalent of the school
self-evaluation we presented briefly in chapter 6 in Part 2.a

a

See section 6.4 (p. 136).
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A board-level evaluation is more complex than a school-level one. Like this Review, it
encompasses much of what one would expect in a school evaluation except it involves all
schools, as well as adult education centres. In addition, it includes central office organizational
units and has a much broader context to consider.
An organizational evaluation may be conceptualized and conducted in different ways and while
this Review offers one such approach, it is not the only one the Board should consider if it
implements a self-evaluation framework, as we hope it will. However, all organizational
evaluations share common elements:
•
•
•
•
•

determine the aspects of organization performance you wish to evaluate (objects of the
evaluation);
determine the means that will be used to gather evidence about these objects and
analyze the data so collected (methodology);
develop a process to conduct, including the creation of an evaluation team (work plan);
conduct the evaluation, that is: collect the data, analyze the data and write the report;
and, most importantly of all
prepare and implement an action plan to make use of the results of the evaluation.

We have taken considerable effort to document the planning and conduct of this Review. First,
this served to make it transparent, in accordance with the Ethical Guidelines which were
established at the outset. Second, it provides a basis for the Board to develop its own selfevaluation framework for the future. The Board has invested considerable financial resources in
the conduct of this Review and the Organizational Review. We hope that the material we have
provided will increase the value of that investment, giving the Board more than just a report, but
a foundation that will save it time and money for future self-evaluation work.
Like its schools and centres, the CSB does not engage organizational self-evaluation on an
ongoing basis. However, it has commissioned evaluative endeavours, notably the Review
conducted in 1999 by Henry Mianscum and the present Educational and Organizational
Reviews. Moreover, it collects data that are relevant to organizational evaluation and it is to that
data management system that we now turn.
The world of contemporary public administration runs on data. Generally speaking, this is due to
the emphasis on performance evaluation which, like this Review, requires evidence which
comes from data. As stated by the Commission on the Future of Health Care in Canada:
[T]he 21st century is the age of information and evidence — a time when the keys to progress
and success lie in our ability to innovate, to tap into new information and evidence and transform
ideas into exciting new developments, new services, and new solutions.206

Québec has taken a leadership role in developing education data management systems in
Canada. The Ministry has a long history of data-based decision making and school boards that
do not pay attention to data do so at their own peril. No where has the Ministry paid more
attention to data than in the funding of education. However, it has also spent considerable
efforts on data about student results - the data management issue that concerns us here.
Our analysis of the current system to manage these data was quite critical.a If the Board is going
to implement any kind of self-evaluation framework, then it must completely revamp its data
management system. This system must provide for the collection of all data relevant to
organizational performance and capacity. It therefore becomes part of an larger system to
monitor and evaluate the performance of the Board, its schools, continuing education centres
and other organizational units.
a

See analysis of Educational Services, in section 10.2.4 (p. 240).
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During the course of this Review there were many questions we could not answer simply
because we had no data. Moreover, we answered some questions, subject to major reserves
regarding the reliability of the data we were using. However, it is important to underline the
enormity of this task, one that will take several years to put in place. It needs to be planned
carefully and incrementally, beginning with the data that the most crucial and the easiest to
collect. This task will require considerable capacity building, not only at the board level, but at
the school/centre level as well. In keeping with our earlier discussion of communication, merely
telling schools they must do this does not even begin such a process; in fact, it would kill it. If
the Board is serious about being able to evaluate its performance then it must make an equally
serious investment in time and resources to make it happen.

12.3 Community Relations & External Linkages
Years ago, organizations were thought of as ‘stand-alone’ bodies, defined by boundaries from
other organizations. In more recent years, we have come to see that these boundaries are more
porous than permeable and that organizations must now be understood in relation to various
outside bodies.
Many organizations find that they are unable to move toward their mission without the help and
support of like-minded organizations. Many are forming new types of relationships (either formal
or informal) with other organizations to support their desire to be more successful.207

Being connected has become a key strategy for improving the capacity and performance by
extending the ‘social capital’ of the organization.a Nowhere has this been more true than in
education. Talk of ‘networks,’ ‘joint ventures’ and ‘partnerships is now common in educational
circles in Québec and elsewhere. This connectivity begins with the communities that the CSB is
meant to serve, notably with the students and their parents.
Being ‘well connected’ is a phrase that usually suggests knowing important people - the better
connected you are, the more important the people you know. For a school board the phrase
ought to mean that it as strong links to its stakeholders and communities. Such connectivity
requires visibility and communication - two attributes that appear to be lacking in the CSB.
We did not receive much input on this theme. In terms of community relations, numerous
stakeholders did state that the Board needed to be more visible in the community, a topic we
have talked about under Leadership. The Board needs to reach out to the communities to dispel
the image that the local school is not their school, it belongs to the CSB, which has nothing to
do with us. We even heard from more than one source how the community’s attempt in
Mistissini to get more involved with the school was met, not by a open door at the Board office
but by a lawyer’s letter saying: the school is our business, not yours. Until that attitude changes,
better community relations are a long way off. not One external stakeholder summed up the
issue saying: The board is off track.

The board is off track
If you’re trying to fix a community problem, why are you
trying to fix it in the Boardroom. Go and see what the
problem is. Understand what the problem is. The School Board has not sent in anyone
into the schools to fix the problems. Everybody is down in Montreal or Quebec or Ottawa
or Val d’Or talking about the problem. But nobody really knows what the problem is.

a

‘Social capital’ can be defined as networks of social relations that provide assets or access to assets, including
human, financial or other resources; it differs from ‘human capital,’ which refers to the competencies, capacities
and other attributes possessed by individuals.
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There are linkages between the Board and external agencies such as the CRA. We were told,
for example, about the Leadership Summit
‘Togetherness’ - working
involving leaders of the CRA, the CSB, the
Cree Health Board and other major Cree
together to make education
entities. As discussed in chapter 7 of Part 2,
work - doesn’t exist and
this Summit was used to address the
everything operates separately
concerns raised by principals about the social
problems in their communities.
(Band Council representative).
We had some input about a new framework for collaboration between the CRA Youth
Department, the CSB, and others.
To be honest, we didn’t have a direct working relationship with them until about a year
and a half ago. It’s the same with other organizations. They, more or less, do their own
thing and they don’t have a working relationship with other organizations. Through my
discussions with the people in the Health Board and the School Board, we found that we
had something in common. That’s when we discussed and agreed that we should pool
our resources together and work for the common good of the Cree Nation that will
benefit the school population. So that’s what we’re doing. We’re still in the planning
stages of developing the framework for governance for the partnership.
However, we could not obtain any documentation and it is unclear to us what this collaboration
will look like or what results it is trying achieve.
Thirty years ago the JBNQA set in motion the creation of the CRA, the CSB and a range of
other entities whose collective mandate was the social and economic development of the Cree
nation. Recent agreements with Ottawa and Québec have further contributed to this
development potential. Education is one of the most important policy levers in such endeavours.
In development work around the world, education is universally recognized as an essential
building block. More than one external stakeholder spoke to us about the need for skilled human
resources at every level - administrative, professional, trades, etc. Providing those resources is
the business of the CSB and there is every reason for it to seek out collaborative relationships
with the entities that need these resources to see how they can work together for a common
cause.
Relations with the Ministry are an important aspect of the Board’s external linkages. From the
data we collected, we understand that such linkages operate at intermediate staff levels. For
example, we know that the Coordinator of Instructional Services follows developments within
the Ministry closely but we do not know the extent to which this involves contact with Ministry
officials on an ongoing basis. We know that other coordinators, such as Material Services, are in
frequent contact with Ministry officials because of the nature of their work. However, regular
contacts at higher levels do not appear to in place.
Establishing regular contacts between senior CSB officials and their counterparts in the Ministry
and other school boards would be extremely beneficial. We know that the Director General has
met with the Assistant Deputy Ministry for the Anglophone Community and we understand that
an invitation was extended for him to participate in the regular meetings of the directors general
of Anglophone school boards. We hope that this invitation was accepted and acted upon.
Although many of the challenges facing the CSB are unique, many have been faced by school
boards elsewhere. They have developed ways and means to address issues that could be
helpful to the CSB, even if many of them need to be adapted because of local contexts. These
boards have also developed valuable contacts with outside resources and many of them have
been very enterprising in cultivating various networks with policy makers, practitioners and
researchers in Canada and elsewhere.
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Developing such contacts and networks takes time and effort and, above all, personal
involvement. These networks operate on the basis of personal relationships that take years to
cultivate. People help other people but they do so not because of any bureaucratic obligation
but because they want to. Most administrators to whom we spoke complained of a lack of time
to do their job, and therefore, finding the time to invest in the development of these contacts and
networks may seem unrealistic. However, if the Board were to drastically reduce the amount of
time spent in meetings and travel to and from meetings, especially those held outside the Board
territory, then there would be plenty of time available.

12.4 Organizational Culture
In this section we move from the concrete to the abstract. We define organizational culture as
the shared assumptions, values and beliefs of members
of the organization. The literature on managing change
“The failure rate of most planned
places considerable emphasis at making changes in
organizational change initiatives is
the culture of the organization - the way organizational
dramatic. What is most interesting
members see the world. It “runs like an invisible thread
about these failures, however, is
throughout the entire subject of capacity building”208
the reported reasons for their lack
(see text box).209
of success [notably] a neglect of
the organization’s culture.”
As alluded to above, organizational culture is intangible
and often elusive. It is not surprising, therefore, that when we asked stakeholders about the
culture of the CSB, some were not sure how to respond. However, we did gain some interesting
insights from input received, as well as our own observations of the CSB ‘at work.’ The following
provides the range of comments we received from members of the Management Group on the
organizational culture of the Board:
Q: When you talk about some organizations - you know, that people are hard working,
the culture of the organization is ‘get things done’ and other organizations are more
laissez-faire. Some are warm, some are cold, some are driven - can you make any
comments about the organization or the culture in that sense?
A: Laissez-faire.
Q: In the culture of this school board, what really matters?
A: What is important in our school board is Finance and Administration. Educational
services have always been a sort of a side thing. It’s administration driving pedagogy
and telling the pedagogical personnel of the board what to do.
Q: Does the organization culture of the CSB support the achievement of high levels of
performance
A: No. There’s very little assessment and evaluation of management and schools’
performance. People need to be accountable. That’s the bottom line. I mean
throughout the organization from a teacher to principal, from a janitor all the way to
the DG.
A: My answer bluntly, to the question, is no! Obviously. The major roadblock is related
to unproductive staff who are not monitored or disciplined by their boss. Another
major problem is that some managers are too comfortable in their position and enjoy
their paycheque more than their job. As long as there is no change in the tolerance
of unproductive Cree managers, it is a waste of effort to believe that the structure,
even renewed, will fix anything. It’s completely unrealistic.
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Q: Do you think the culture of the School Board reflects its purpose and mission?
A: No. I think there’s a lot of planning and a lack of action. There are committees and
meetings right, left and centre. I can’t say that we’re not being productive, but we’re
not being as productive as we could be if there were not that many meetings and that
much money spent on them.
A: No. People’s behaviours sometimes reflect ‘its not my problem’ attitude. All in all we
need to go back to focusing on our purpose and mission and that is to ensure the
success of students.
It is a very negative image of CSB culture that emerges from these comments. What is even
more striking, however, is that while some members of the Management Group had nothing to
say about organizational culture, not one had a positive word to say about it.
Although school stakeholders did not seem to relate to the notion of organizational culture,
possibly because we did not explain it very well, they did have a clear sense of what matters in
the CSB. It was obvious from what people said that they do not believe the Board truly believes
in the slogan, ‘Students First.’ To schools, the real slogan should be ‘Finance first.’ As one of
the Board administrators cited above said, they perceive the culture of the CSB as one where
administration drives pedagogy, whereas it should be the other way around.
Organizations talk a good deal about change - ‘talk’ being the operative word. ‘Walking the talk’
is another story. One reason that making real change happen is so difficult is that organizations
become preoccupied with the ‘outside’ - its structural shell - while ignoring the ‘inside’ - its
culture. Michael Fullan, one of Canada’s leading authorities on educational change puts it this
way:
Structure does make a difference, but it is not the main point in achieving success. Transforming
the culture - changing the way we do things around here - is the main point. I call this reculturing.
... Furthermore, it is a particular kind of reculturing for which we strive: one that activates and
deepens moral purpose through collaborative work cultures that respect differences and
constantly build and test knowledge against measurable results....210

When Fullan talks about moral purpose, he reminds us that education is about making a
difference in the lives of students. The more disadvantaged the students, the more that
difference can mean. The CSB was created to make that difference happen. Thirty years ago
when the JBNQA was negotiated, the leaders of the Cree nation said: Our children deserve the
same educational opportunities that other children receive. It is their birthright and we want a
school system that will provide those opportunities to them.
The dismal student results presented in chapter 3 of part 2 are proof positive that the promise
that the creation of the CSB signalled has not been honoured. From what stakeholders have
told us and what we ourselves have observed, the current organizational culture of the Board is
one of the main stumbling blocks, if not the stumbling block, to honouring that promise. As we
see it, the following summarizes the key points about the Board’s current organizational culture
that are impeding positive change:
•

The CSB has a weak sense of moral purpose; it has become disconnected from its core
values; it needs to realign its moral compass.

•

In the CSB, administration is more highly valued than pedagogy and employment for
adults more highly valued than education for students, who come last, not first.
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•

There is almost no accountability for organizational performance or results, from the top
to the bottom of the organization and, what is worse, no consequences for poor
performance.

•

Too much time and resources are wasted in meetings and travel, especially outside the
territory of the Board, resulting in much talk, little action.

•

There is virtually no follow-up, no attempt to ensure that what has been begun will be
completed; plans are made and started but then ....

The organizational culture of the CSB is a long way
Changing the culture of the
from the culture of a collaborative learning
community. Reculturing the CSB, to use Fullan’s
CSB will represent the
expression, will represent the greatest challenge to
greatest challenge to the
the Board leadership in finding the road ahead.
Board leadership in finding
Those with the responsibility for leading the change
process will meet resistance from those who have a
the road ahead.
vested interest in preserving the status quo. Many
stakeholders are sceptical that this will happen, that
the hard decisions will not be made, that leaders will not truly challenge people to change. They
told us they won’t do it; its not the Cree way. We beg to differ. Neglecting or refusing to take
positive steps to change may have been the CSB way but it is not the Cree way. One wise
stakeholder with whom we spoke talked about how the Board had lost its way, its Cree way, a
way where people were close to Cree values and could rely on each other when times were
hard. That is the Cree way and that is the culture that will enable the Board to move forward and
make ‘Students first’ a reality, not a slogan.
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12.5 Key Findings, Conclusions & Recommendations
Returning to the performance standard stated at the beginning of this section, we must now ask
to what extent the data that we have collected and analyzed permit us to determine whether
school board support for learning meets the stated standards:
¾ school board provides strategic direction to its schools, centres and post-secondary
education offices, through leadership and an integrated management framework for the
planning, monitoring and evaluation of the performance of the Board and its schools;
¾ the School Board actively pursues and maintains appropriate linkages with external
service agencies and other bodies to support its schools, centres and communities; and
¾ the organization culture of the school board reflects the values and purpose of its
mission and supports the achievement of high levels of performance.
We provided a brief overview of the structures for the governance and management of the CSB
but, in keeping with our revised mandate, did not attempt to provide any analysis of these
structures. However, from the feedback of stakeholders that we did report, it is obvious that
many of them are very critical of these structures. The find that the Board is top-heavy and
unresponsive to school and community needs. Rather than seeing itself as the base of a
pyramid supporting schools, as we have suggested it should be, the Board seems to see itself
at the apex of the pyramid, with schools at the bottom.
We have not explored Board systems for decision-making. another important issue left to the
Organizational Review. However, we did talk about communication, a core system in any
organization. In the CSB, even basic communication is lacking. Schools lack the capacity to
deal with the enormous challenges they face. School principals do what any sensible
administrator would do - call the Board for help. Unfortunately, when they do, all they get is a
recording: No one can take your call, please leave a message. They do but no one calls back.
We have noted that these and other basic communication issues be addressed, notably through
the expanded use of technology, including video-conferencing to drastically cut down on the
horrific amount of resources that are wasted on meetings and travel. The Board must also
invest time and energy in developing a collaborative dialogue among all members of the CSB
community. Such a dialogue is an essential component in building a learning community, which
we have argued is the direction that the Board needs to take.
The leadership of the CSB is invisible in the communities. Many stakeholders hope that the
Organizational and Education reviews signal a change in the attitude of the Board leadership
but they are now in a ‘wait-and-see’ mode. As will be presented in Part 5, From Findings to
Action, the first test of the Board leadership in this regard will be the presentation of this report
to the communities. They will be waiting to see who comes and what they are actually going to
do to follow up on the two Reviews.
Leadership, we have argued, is not confined to a single person at the top of an organization.
Leadership needs to come from a variety of interconnected sources working together toward a
common goal. Furthermore, these leaders must come from all levels of the organization, not just
the top. There are leaders in the communities, in the ranks of teachers, and the student body.
What better opportunity to develop the leaders of tomorrow than the participation of students as
leaders in the change process. After all, it is their future, the Board is trying to ensure.
Although the Board has had many plans over the years, it was a poor track record in planning. It
needs to develop the capacity to set long, medium and short term results that are linked to each
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other in a coherent fashion. Then it needs the capacity to develop strategic and operational
plans to achieve these results. These plans must dovetail with planning at the school level or
else the disconnectedness that we have observed between the Board and its schools will simply
continue.
Monitoring and evaluation are essential components of the overall framework for managing an
organization. A high-performing organization not only needs to know where it is going and how it
intends to get there, it needs to know how it is progressing and whether or not its journey has
been successful. Monitoring and evaluating performance require data, and that requires an
efficient data management system, something the Board does not have at the present time.
We have discussed the importance of community relations and external linkages to the Board.
In general, community relations are weak, a sign of the poor communication and leadership
discussed above. We have seen some examples of collaboration with external agencies in the
region but we were not able to determine the extent of these linkages. This is an area that
needs to be further explored. We also mentioned the importance of connections to the wider
educational system, connections that appear to be underdeveloped at the present time. We
urge the Board to take measure to remedy this situation. Just as schools lack capacity and must
look to the Board for support, the Board lacks capacity and must look outside for support.
In the final section of our analysis of school board support we attempted to deal with the elusive
notion of organizational culture. We found that it was not a culture that was connected to the
Board’s mission, nor was it conducive to high levels of performance. As a result this culture
does not support student success. We found that the present culture of the board is
characterized by a weak sense of moral purpose, an inverted sense of values, where students
come last, an utter lack of any accountability, time and resources spent in meetings and travel
rather than productive work, and a virtual absence of any follow-up.
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Based on this analysis, we offer the following recommendations:
R106 THAT, based on the findings of this Review but more particularly, the
Organizational Review, the Board take immediate steps to streamline its top-heavy
administration in ways that will make it more responsive to the needs of schools
and communities.
R107 THAT the Board immediately take steps to move toward the integrated
management of board-level support for educational service delivery to youth and
adults in schools, centres and PSSS offices.
R108 THAT the Board begin a long-term process to improve communication, beginning
with the most basic forms, including an expanded use of technology such as videoconferencing, and extend to the creation of a collaborative dialogue among all
members of the CSB community.
R109 THAT the Board begin a long-term process to develop appropriate forms of shared
leadership with both the capacity to guide change and the wisdom to understand
which elements should be changed and which ones should be preserved.
R110 THAT the Board begin a long-term process to develop appropriate forms of
strategic and operational planning to chart its course, ensuring the coherence
between board-level and school-level planning processes.
R111 THAT the Board begin a long-term process to develop a framework for the
monitoring and self-evaluation of its organizational performance and capacity,
ensuring the coherence between board-level and school-level monitoring and
evaluation processes.
R112 THAT the Board, in collaboration with schools and community leaders, begin to
rebuild positive relations with its communities, with a view to strengthening the ties
between school and community and between them and the Board.
R113 THAT the Board, in collaboration with various external agencies in the region and
beyond, develop a long-term strategy to build effective partnerships, networks and
other linkages to develop the Board’s capacity to provide high quality services to its
students and contribute to the development of the regional as a whole.
R114 THAT the Board undertake to deal with the negative, even destructive, elements of
its present organizational culture, namely its weak sense of moral purpose, an
inverted sense of values, where students come last, an utter lack of any
accountability, time and resources spent in meetings and travel rather than
productive work, and a virtual absence of any follow-up.
R115 THAT the Board begin a long-term process to develop a positive organizational
culture that is reflective of and supportive of its mission and purpose, accountable
for its performance and provides the basis for the development of a collaborative
learning community.
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PART 5: FROM FINDINGS TO ACTION

Part 5 is intended to draw the various strands of the report together.a It contains three chapters:
•

Chapter 13 provides a consolidated list of recommendations from Parts 1, 2, 3 and 4.

•

Chapter 14 contains reflections and lessons learned from the Review from three
perspectives:
•
•
•

a

the evaluation team;
the insiders on the evaluation team; and
all stakeholders of the CSB.

•

The presentation of the perspectives of stakeholders fulfills a promise made at the outset
of the Review to ensure that their voices would be heard in our final report

•

The final chapter looks forward to the ‘road ahead,’ outlining the first steps toward
realizing the intended outcome of this Review - improved service delivery for students of
the CSB - and its ultimate impact - greater student success.

All parts of the CAFSI report can be found on the CSB Educational Review website in English and French:
http://www.cscree.qc.ca/Edreview/ed_review.htm,
http://www.cscree.qc.ca/Edreview/Fr/Etude_Ed.htm.
These parts are not written as ‘stand-alone’ texts. They are published separately because the report is too large
to be downloaded as a single text. Thus, for example, the Reference List for all works cited in this Part can be
found at the end of Part 5.
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CONSOLIDATED LIST OF RECOMMENDATIONS

This chapter provides a consolidated list of the 115 recommendations we have made for all
performance themes covered by the Review:
•
•
•
•

6 recommendations on context and mission (R1 to R6);
57 recommendations on youth education (R7 to R63);
17 recommendations on adult education (R64 to R80); and
35 recommendations on Board support for learning (R81 to R115).

However, anyone who truly wishes to understand how we arrived at these recommendations,
must look at the analysis provided in the first three parts of our report. Various sections and
chapters in Parts 1, 2, 3 and 4 contained our analysis of a particular performance theme. At the
end of each section, we presented a summary of key findings and conclusions, followed by the
recommendations for that theme. In addition, the Highlights document provides readers with a
summary of these findings, conclusions and recommendations. As stated in Part 1, the data
collected during the Review provided the best ‘evidence’ we were able to uncover, given the
constraints and limitations of this Review, which are also described in Appendix B. As previously
noted, an evaluation rarely produces absolute proof of its assertions but the evidence must be
credible and sufficient if the results of the evaluation are to be deemed trustworthy.
One way that an evaluation
demonstrates its trustworthiness
Data Î Findings Î Conclusions Î Recommendations
is to be clear and transparent in
the presentation of the ‘chain of
evidence’ that links the data to the findings, conclusions and recommendations contained in the
report. We have tried to do this in the detailed presentation of our analysis in Parts 1, 2, 3 and 4,
and the provision of supplementary material in various appendices.

13.1 Context & Mission
R1

THAT, pending the adoption of a new Cree Education Act (recommendation 2),
the Board decide on the extent to which current public education legislation
should apply to the CSB and request the government of Québec to enact this
decision.

R2

THAT the Board take appropriate measures to follow through on its earlier
resolutions with a view to drafting a new Cree Education Act and regulations.

R3

THAT the Board reaffirm its commitment to provide its students with a quality
education grounded in Cree values, language and culture that will prepare them
for further study or employment in both the Cree nation and the wider society.

R4

THAT the Board determine an appropriate process to engage stakeholders in a
review and revitalization of its mission, explicitly including adult and postsecondary, as well as youth education.

R5

THAT this process be closely linked to other improvement planning so that
stakeholders can see how these other initiatives regarding service delivery will
support the mission.

R6

THAT the revised mission include a statement of values, guiding principles and
purpose, as well as the intended results for each major sector of activities.

Context

Mission
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13.2 Educating Youth in the CSB
Student Results

Student
Engagement

R7

THAT the Board use available data from other schools in Québec to identify
suitable benchmarks for student attendance, perseverance in school and
engagement in learning.

R8

THAT the Board set appropriate standards for student attendance,
perseverance in school and engagement in learning, applicable to all schools in
the CSB.

R9

THAT each school, in collaboration of the Board, set appropriate targets for
student attendance, perseverance in school and engagement in learning.

R10 THAT the capacity to achieve the standards and targets set for student
attendance, perseverance in school and engagement in learning
(recommendations 8 & 9) be developed in accordance with other
recommendations of this report.
R11 THAT, following consultation of stakeholders in each community, standards be
set for the mastery of speaking, reading and writing Cree, as well as for learning
Cree culture, at every grade level of instruction, applicable to all schools in the
CSB, while providing for progressive learning outcomes at each of these grade
levels.
Curricular
Learning

R12 THAT the standards for student learning in all other subjects be based on the
QEP, including any locally modified programs that meet Ministry standards.
R13 THAT recommendations 11 and 12 be pursued in accordance with
recommendation 33 (progressive implementation of new curricular model).
R14 THAT the means required to effect recommendations 11 to 13, including
enhanced performance and capacity of schools and the Board offices, be
developed in accordance with other recommendations of this report.

Social &
Personal
Learning

R15 THAT, following consultation of stakeholders in each community, standards be
set for the social and personal learning of students at every grade and level of
instruction, as part of the cross-curricular competencies envisaged by the QEP.
R16 THAT the means required to effect recommendation 15, including enhanced
performance and capacity of schools and the Board offices, be developed in
accordance with other recommendations of this report.
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Classroom Instruction
R17 THAT the Board undertake a more thorough and fine-grained analysis of
classroom teaching by regular and substitute teachers in all classes of each of
the nine schools, including observation in classes, feedback from students,
parents, teachers and other staff, and the examination of relevant documents
and records.

Teaching

R18 THAT a report of the findings be communicated to stakeholders and used to
draft a proposed set of standards for teaching in the CSB, including guidelines
for implementation and application, that will then be used to consult
stakeholders.
R19 THAT, taking into account the feedback from this consultation, the Board adopt a
set of standards for teaching in the CSB, including those applicable to substitute
teachers, that shall be communicated to teachers and other stakeholders.
R20 THAT the application of the teaching standards adopted by virtue of
recommendation 19 be effected in conjunction with other recommendations of
this report related to the hiring, support and supervision of teachers.
R21 THAT the Board undertake to review the legal and other qualifications of all
teachers, including substitutes, and take appropriate action to ensure that
instruction is being provided by appropriately qualified teachers, in accordance
with recommendation 19 regarding the standards of teaching.

Instructional
Resources

R22 THAT the Board, in collaboration with school administrators, teachers and
others, undertake a thorough needs assessment of classrooms and other
instructional facilities, notably libraries and media resource centres, laboratories
and workshops for science and technology, and computer laboratories, with a
view to developing a comprehensive improvement plan.
R23 THAT the Board, in collaboration with school administrators, teachers and
others, complete a needs assessment of the instructional resources required to
meet the needs of students in different programs at each level and language of
instruction.
R24 THAT the means required to effect recommendations 21 to 23, including
enhanced performance and capacity of schools and the Board offices, be
developed in accordance with other recommendations of this report.
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Classroom Instruction
R25 THAT the Board adopt the guiding principles outlined in recommendations 26 to
32 for the purpose of consulting stakeholders on the adoption of new curricular
model for elementary and secondary education to be applied in all schools of
the CSB.
R26 THAT, following consultation (recommendation 25), the Board draft a framework
for the design and implementation of this new curricular model, including a
realistic timeline and predetermined indicators of success, and communicate it
to stakeholders, including the Ministry.
R27 THAT, in keeping with recommendation 11, the new curricular model provide for
the teaching of Cree from kindergarten to secondary V, including the
development of a comprehensive curriculum that provides for progressive
learning outcomes at each grade, the summation of which meet the
expectations of stakeholders for the mastery of speaking, reading and writing
Cree.
R28 THAT, in keeping with recommendation 11 and taking into account extracurricular means to promote Cree culture, the new curricular model provide for
the teaching of Cree culture from kindergarten to secondary V, by an
appropriate combination of specific courses and cross-curricular learning
embedded in other course subjects.
Curriculum

R29 THAT, in keeping with recommendation 12, the new curricular model provide for
the teaching of all compulsory and elective subjects at the elementary and
secondary levels based on the Basic School Regulation, the QEP and the
certification requirements of the Ministry.
R30 THAT, where appropriate, the curricular offerings envisaged by recommendation
29 include local programs of study, provided they meet ministry standards.
R31 THAT the new curricular model provide for diversified paths to learning at the
secondary level, including vocational education, to be developed with the
collaboration of the youth and adult education sectors of the Board.
R32 THAT, except for the teaching of Cree and Cree culture as a separate subject,
the new curricular model provide for English or French as the language of
instruction at a given level of instruction, in accordance with the wishes of each
community as expressed by a resolution of the general assembly of parents, it
being understood that a school may only offer instruction in both languages if
numbers so warrant.
R33 THAT the new curricular model provide for progressive implementation
beginning at kindergarten and moving forward one year at a time and a
transitional regime for students currently enrolled in schools of the Board.
R34 THAT the means required to effect recommendations 25 to 33, including
enhanced performance and capacity of schools and the Board offices, be
developed in accordance with other recommendations of this report.
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Complementary Services

Services for All
Students

R35 THAT the Board, in collaboration with school administrators, teachers and
others, undertake a thorough assessment of the needs of students for
complementary services, determine what must be done beyond the current
level of service delivery to meet these needs and implement an action plan to
do so.
R36 THAT the Board, in collaboration with school administrators, teachers and
others, undertake a thorough assessment of the present offering of extracurricular offerings in schools with a view to enhancing this important support
for student engagement.

Services for
Students with
Special Needs

R37 THAT the Board, in collaboration with school administrators, special education
staff, teachers and others, draw up an accurate portrait of students with special
needs enrolled in its schools and any school-age children or youth with special
needs in its communities who are not currently in school.
R38 THAT the Board, in collaboration with school administrators, special education
staff, teachers and others, undertake a thorough assessment of the needs of
these students and other children and youth referred to in recommendation 35,
determine what must be done beyond the current level of service delivery to
meet these needs and implement an action plan to do so.
School Support for Learning

School Culture
& Organization

R39 THAT school administrators receive appropriate support to enhance their
capacity to improve the culture of their school and enhance the breadth and
depth of opportunities to learn through innovative models of school
organization, within the framework of school organization approved by the
Board in accordance with recommendation 2.
R40 THAT the ambiguity regarding the leadership and administration of the school be
resolved by making the principal the single point of accountability for the school,
in accordance with recommendations 41, 42 and 43.
R41 THAT the position of CEA, as presently provided for, be eliminated and a new
position created or these functions redistributed in accordance with
recommendation 42.

School
Leadership &
Planning

R42 THAT, taking into account the analysis provided by the Organizational Review,
as well as recommendation 40 of this report, the Board develop a proposal for
restructuring the administration of schools for implementation for 2009-10.
R43 THAT the implementation of recommendation 42 be subject to the development
of the capacity of principals, vice-principals and other members of the school
administration to assume the roles assigned to them.
R44 THAT the Board halt the LEPs currently being implemented for 2008-09 and
beyond and replaced them with a short-term plan for the school’s involvement
in the implementation of the recommendations of this Review and subsequently
by a new local planning process, to be developed in accordance with
recommendation 108 (strategic planning) of this report
R45 THAT the implementation of recommendation 44 be supported by appropriate
forms of capacity development in accordance with other recommendations of
this report.
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School Support for Learning
R46 THAT, subject to available resources, the school budget be based on the
organization of instruction in the school and the school’s operational and
strategic plan.
R47 THAT, subject to recommendations 40-42 (restructuring of school
administration) and Board guidelines on financial management, appropriate
roles be assigned to various members of the school administration for the
effective and efficient management of the school’s financial resources.
R48 THAT, subject to recommendation 100 (Board guidelines re hiring) and following
consultation of parents, streamlined procedures for the hiring of teachers and
other school staff be developed and implemented.
R49 THAT the supervision of teaching be treated as a priority responsibility of school
administrators, to be exercised in accordance with Board guidelines on teacher
supervision.
Allocation &
Management of
Resources

R50 THAT, in accordance with Board guidelines on personnel management, school
administrators be provided with appropriate direction and support to lead and
manage all school staff in accordance with applicable collective agreements
and regulations.
R51 THAT, in accordance with Board guidelines on professional improvement, the
school administration, in collaboration with school staff, develop and implement
a comprehensive professional improvement plan for all school staff in
accordance with applicable collective agreements and regulations.
R52 THAT, in accordance with recommendation 104 (Board guidelines on
purchasing), streamlined procedures for the purchasing of materials and
equipment, that recognize the appropriate roles for teachers and the school
administration in this regard, be developed and implemented.
R53 THAT, subject to available resources and Board guidelines on maintenance and
material resources, the necessary steps be taken to maintain, repair, renovate
and improve school facilities and equipment, as well as the residences of
school staff.

Monitoring &
Evaluation

R54 THAT, in keeping with recommendation 111 (Board-wide evaluation), all
schools, with appropriate support from the Board, fully participate in a process
to develop and implement a framework for self-evaluation of school
performance.
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Home & Community Support for Learning
R55 THAT the Board, subject to recommendation 61 (building community links) and
in collaboration with the principal and chairperson of each school committee,
develop framework for the consultation of stakeholders in each community on
parental participation in student learning and school life.
R56 THAT the principal and chairperson of each school committee, in collaboration
with school staff and the School Committee, adapt the framework referred to in
recommendation 55 and implement a process to consult stakeholders on
parental participation in student learning and school life.
R57 THAT, subject to recommendation 61 (building community links), the results of
this consultation (recommendation 56) be used to formulate and implement a
community action plan in support of enhanced parental participation.
Parental &
Community
Involvement

R58 THAT the Board, review the criteria for membership in the School Committee
with a view to including grandparents and others with custodial responsibility for
students enrolled in CSB schools and, following consultation of stakeholders,
amend its General By-Law accordingly.
R59 THAT the Board, in collaboration with the principal and chairperson of each
school committee, review the duties and responsibilities of the School
Committee with a view to eliminating the mandate to study individual complaints
(Art. 8.21(f)) and sharpening the focus of the Committee purpose and role to
support the school and its community and, following consultation of
stakeholders, amend its General By-Law accordingly.
R60 THAT the Board, in collaboration with the principal and chairperson of each
school committee, develop a framework for building the capacity of School
Committees to improve their performance, including enhanced communication
and collaboration among the nine Committees and the Board.
R61 THAT the Board, in collaboration with the principal and chairperson of each
school committee, as well as appropriate regional entities, develop a framework
for the building of linkages between school and community for their mutual
benefit.

School
Linkages to
Outside Bodies

R62 THAT the principal and chairperson of each school committee, in collaboration
with school staff and the School Committee, adapt the framework referred to in
recommendation 61 and implement a process to consult stakeholders on
school-community collaboration.
R63 THAT the results of this consultation (recommendation 62) be used to formulate
and implement a community action plan in support of enhanced schoolcommunity collaboration.
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13.3 Educating Adults in the CSB
Continuing Education
R64 THAT the Board undertake a thorough analysis of adult student results in
relation to student engagement; curricular learning; and employment.
Student Results

R65 THAT the findings of the study referred to in recommendation 64, as well as the
input arising from other recommendations of this report, be used to develop and
implement an action plan to build the capacity and performance of adult
education centres to achieve high levels of student results.
R66 THAT the Board thoroughly review current teaching practice in every one of its
centres with a view to determining whether students are receiving the level of
instructional services they need.
R67 THAT the Board investigate the use of distance education as an alternative
means for delivering some continuing education courses.

Training &
Other Services

R68 THAT the Board, in collaboration with centre consultants, teachers and others,
undertake a thorough needs assessment of both instructional and residential
facilities for continuing education, with a view to developing a comprehensive
improvement plan.
R69 THAT the Board, in collaboration with centre consultants, teachers and others,
complete a needs assessment of the instructional resources required to meet
the needs of students in different upgrading and vocational programs.
R70 THAT the Board, in collaboration with centre consultants, teachers and others,
undertake a thorough needs assessment of student services, determine what
must be done beyond the current level of service delivery to meet these needs
and implement an action plan to do so.
R71 THAT the Board develop and implement an action plan to build the capacity and
performance of adult education centres to deliver quality services to their
students.
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Continuing Education
R72 THAT the Board clarify the status of the nine continuing education centres and,
subject to any analysis provided by the Organizational Review, recognize the
role played by consultants by reclassifying them as centre directors.
R73 THAT, in accordance with recommendations 90 and 91 (Continuing Education)
and any analysis provided by the Organizational Review, the Board undertake a
detailed review of the operation of continuing education centres, with a view to
developing and implementing an appropriate plan of action for the planning,
management and evaluation of services in these centres.
R74 THAT the Board review the composition and mandate off the LCEA and, in
collaboration with centre and community leaders, help support the development
of centre-community collaboration that the LCEA was meant to foster.
Centre Support
for Learning

R75 THAT, subject to any analysis provided by the Organizational Review, the Board
recognize the role played by the consultant of the SRVTC by reclassifying this
position as a centre deputy director.
R76 THAT, in accordance with recommendation 90 and 91 (Continuing Education)
and any analysis provided by the Organizational Review, the Board undertake a
detailed review of the operation of the SRVTC, with a view to developing and
implementing an appropriate plan of action for the planning, management and
evaluation of services in this centre.
R77 THAT the SRVTC assume a leadership role for the promotion of vocational
education in the CSB.
R78 THAT the Board develop and implement an action plan to build the capacity and
performance of adult education centres to plan, manage and evaluate the
services they provide.
Post-Secondary Educational Services

Student Results

R79 THAT the Board undertake a thorough analysis of post-secondary student
results in relation to access to and success from post-secondary education,
including extensive feedback from current and former students.

Student
Services

R80 THAT the Board undertake a thorough analysis of post-secondary student
services in relation to financial support, counselling and other services,
including extensive feedback from current and former students.
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13.4 Board Support for Learning
Educational Service Delivery for Youth & Adults
R81 THAT, subject to the analysis provided by the Organizational Review, serious
consideration be given to making the Office of the Supervisor of Schools the
sole point of accountability for the supervision and support of schools.
Office of the
Supervisor of
Schools

R82 THAT any restructuring of the Office of the Supervisor of Schools be subject to
consultation of schools with respect to needed support.
R83 THAT the mandate of the Office of the Supervisor of Schools be clarified in
accordance with the any restructuring carried out and appropriate resources
allocated to allow this mandate to be fulfilled.
R84 THAT in accordance with other recommendations of this report, a
comprehensive plan be developed and implemented to build the capacity of the
Office of the Supervisor of Schools to exercise its mandate.
R85 THAT, as soon as feasible, a thorough performance audit of this Department
be undertaken with respect to both its operation as a whole and of individual
units, especially Instructional Services, Cree Programs and Professional
Development.
R86 THAT, subject to the analysis provided by the Organizational Review and
consultation of schools with respect to needed support, serious consideration
be given to eliminating this Department and restructuring its functions as units
of the Office of the Supervisor of Schools.

Educational
Services

R87 THAT the Teacher Training Program, as currently operated and as proposed for
the future, be thoroughly studied with a view to developing a program that
meets the needs of schools for properly qualified teachers at all levels of
instruction.
R88 THAT, regardless of any restructuring, schools be provided with the support they
require to provide enhanced teaching and learning for students.
R89 THAT in accordance with other recommendations of this report, a
comprehensive plan be developed and implemented to build the capacity of
whatever units are assigned the responsibility for providing this support.
R90 THAT the Board undertake a thorough performance audit of this Department in
relation to the planning, service delivery and monitoring and evaluation of
continuing education in the Board.
R91 THAT the Board conduct a thorough review of the policies and practices in place
to determine the need for and approval of adult courses and programs.

Continuing
Education

R92 THAT the Board take immediate steps to establish appropriate linkages with
outside regional bodies to ensure that Continuing Education plays the role it
should in the economic and social development of the Cree nation.
R93 THAT the Board ensure that all continuing education centres and the SRVTC
receive the direction and support they require to do their job in providing adults
with the educational services which they are entitled to expect.
R94 THAT, on the basis recommendations 90 to 93, the Board develop and
implement an action plan to build the capacity of Continuing Education to fulfill
its mandate.
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Educational Service Delivery for Youth & Adults

Post-Secondary
Education
Office

R95 THAT the Board undertake a thorough analysis of the PSSS Office in relation to
the four themes that this Review has explored with other units of the Board:
accountability, leadership and planning; service delivery; and monitoring and
evaluation.
R96 THAT the Board use the results of this analysis, together with the results of the
studies of post-secondary student results and services foreseen in
recommendations 79 and 80, to develop and implement a comprehensive plan
to build the capacity of the PSSS office (including its field offices) to fulfil its
mandate.
Administrative Services
R97 THAT the Board re-examine its policy and practice on affirmative action hiring
and promotion and, following consultation of all major stakeholders, adopt and
implement a revised policy that ensures the potential competence for the
position of the person chosen, the time and support required to develop this
competence, the implementation of a plan to provide this support and the
commitment of the individual to this plan.
R98 THAT, in preparing for upcoming negotiations with the Ministry over funding, the
Board deepen its understanding of how the Budgetary Rules are constructed
and develop data-based arguments reflecting school needs for funding.
R99 THAT, in preparation for the next round of collective bargaining with its teachers
and other personnel, the Board, in consultation with schools, develop viable
bargaining positions based on the needs of its schools.
R100 THAT the Board, subject to the analysis provided by the Organizational Review,
conduct an in-depth probe of its human resources policies and procedures for
recruitment and hiring, the management of the collective agreements and other
employment regimes, and the support of schools in regard thereto.
R101 THAT, depending on other the actions taken regarding restructuring on the basis
of other recommendations of this report or those provided by the Organizational
Review, that due consideration be given to the role the Human Resources
Department should play in terms of the professional development of school
staff.
R102 THAT, in keeping with recommendation 100 and 101, the Board take immediate
measures to develop the capacity and performance of the Human Resources
Department, including the placement of the Department under internal
trusteeship, so that this Department may meet the expectations which have
been or will be assigned to it.
R103 THAT the Board, following consultation of all major stakeholders, adopt a
framework for the allocation of resources to schools that includes a clear public
statement of the guiding principles and criteria used and provides for a
transparent process for ensuring an equitable distribution of available resources
based on school needs.
R104 THAT the Board cause an independent audit to be conducted into the policies
and procedures for the purchase of materials and supplies for schools with a
view to facilitating this process while maintaining proper controls on the
expenditure of Board funds.
R105 THAT, in keeping with recommendation 108 (expanded use of IT connectivity in
the Board), the Board develop a long-term plan for the investment in information
technology in support of learning.
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Governance & General Administration
R106 THAT, based on the findings of this Review but more particularly, the
Organizational Review, the Board take immediate steps to streamline its topheavy administration in ways that will make it more responsive to the needs of
schools and communities.
R107 THAT the Board immediately take steps to move toward the integrated
management of board-level support for educational service delivery to youth
and adults in schools, centres and PSSS offices.
R108 THAT the Board begin a long-term process to improve communication,
beginning with the most basic forms, including an expanded use of technology
such as video-conferencing, and extend to the creation of a collaborative
dialogue among all members of the CSB community.
R109 THAT the Board begin a long-term process to develop appropriate forms of
shared leadership with both the capacity to guide change and the wisdom to
understand which elements should be changed and which ones should be
preserved.
R110 THAT the Board begin a long-term process to develop appropriate forms of
strategic and operational planning to chart its course, ensuring the coherence
between board-level and school-level planning processes.
R111 THAT the Board begin a long-term process to develop a framework for the
monitoring and self-evaluation of its organizational performance and capacity,
ensuring the coherence between board-level and school-level monitoring and
evaluation processes.
R112 THAT the Board, in collaboration with schools and community leaders, begin to
rebuild positive relations with its communities, with a view to strengthening the
ties between school and community and between them and the Board.
R113 THAT the Board, in collaboration with various external agencies in the region
and beyond, develop a long-term strategy to build effective partnerships,
networks and other linkages to develop the Board’s capacity to provide high
quality services to its students and contribute to the development of the regional
as a whole.
R114 THAT the Board undertake to deal with the negative, even destructive, elements
of its present organizational culture, namely its weak sense of moral purpose,
an inverted sense of values, where students come last, an utter lack of any
accountability, time and resources spent in meetings and travel rather than
productive work, and a virtual absence of any follow-up.
R115 THAT the Board begin a long-term process to develop a positive organizational
culture that is reflective of and supportive of its mission and purpose,
accountable for its performance and provides the basis for the development of a
collaborative learning community.
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REFLECTIONS & LESSONS LEARNED

This chapter takes the discussion to the next level by considering three broad issues covered by
this Review:
•
•
•

the values, vision and purpose of the CSB;
the achievement of intended results for youth and adults; and
the operational performance and capacity of the Board.

The title of this chapter speaks of ‘reflections’ rather than ‘conclusions’ to emphasize that this
discussion is more about what comes next than what has come before. Thus, the ‘lessons
learned’ are meant to be a springboard for the leadership of the CSB to engage in a
constructive dialogue about what this Review has taught us about the Board.
An evaluation should help the Board
Ways &
Î
Î
Purpose
Results
Means
to practise organizational learning:
the process by which organizations
improve their performance through
informed reflection and dialogue.
When an organization only questions how it is doing, it is engaged in ‘single-loop’ learning but
when it asks why, it is engaged in ‘double-loop’ learning. Thus, as illustrated above, the first
loop provides feedback on the ways and means used to achieve a desire result, while the
second loop provides feedback on the purpose or rationale of the intended results.
This chapter attempts to support the second approach, double-loop learning, in the belief that if
one neglects to keep asking why, one may expend considerable resources and time becoming
effective and efficient in doing the wrong thing. (Hence the old adage that management is about
doing a thing right while leadership is about doing the right thing.)
Organizational learning is an essential characteristic of a learning community:
The metaphor of the learning community assumes, first, that schools are expected to facilitate the
learning of all individuals, and, second, that educators are ideally positioned to address
fundamental issues and concerns in relation to learning.211

Organizational learning does not happen spontaneously or easily; “like self-evaluation, it needs
to be built in, not bolted on.”212 This explains in part why some past efforts to introduce this
notion to the CSB were less successful than some people expected. Engaging in double-loop
learning represents a change in organizational culture. ‘First-order’ changes, such as revised
structures, affect the outside of an organization and are relatively easy to make. ‘Second-order’
changes, such as adopting organizational learning as a way of doing business, affect the inside
and are the most difficult to make.
The following offers a beginning to making such second-order changes, a chance to think about
and talk about what the leadership of the CSB has learned from this Review and how this
learning will help define its future direction.
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14.1 A Team Perspective
Values, Vision & Purpose
After exploring the main features of the Board’s contextual landscape, Part 1 of this report
focused on the Board’s mission.

A CSB mission based on

The values of any organization should provide
Cree values and the ‘best
guidance when considering various options. In an
organization like the CSB, Cree values provide these
interests’ of its students
guiding beacons. As stated several years ago by then
Grand Chief Ted Moses: “If I had to put a name to those principles and those values which
define the Cree character and which are at the core of our worldview I would say they are as
follows: 1) the importance of truthfulness, 2) respect, 3) caring and 4) sharing....”
Dr, Moses went on to say: “The worth of Cree values and principles is not limited only to the
pursuit of a traditional way of life. Being a genuine Cree is not just being a hunter and trapper.
You can be a proud and genuine Cree and also be a teacher, a doctor or a judge.”213
These two short passages capture several notions that we have tried to develop in this report.
•

The importance of values and purpose: Cree values should be ‘front and centre’ in any
discussion about options for renewal. When someone suggests taking a particular path,
the first question that should spring to mind is: How does this fit with our Cree values?

•

Values underscore vision and purpose: where we want to go and why: Vision and
purpose are about ends - the destination, not to be confused with means - the journey.

•

Leaders are expected to be able to tell the difference between means and ends and help
others understand such differences, especially when some stakeholders may be trying
to associate an end that everyone supports with a particular means that they prefer.

The most obvious example where such leadership will be required in charting a new course for
the Board is in regard to the language of instruction. As we discussed in section 4.3.3 in Part 2,
some stakeholders believe that if the Board only got rid of CLIP, all would be well; others view
CLIP and the preservation of the Cree language as one and the same. In our view, both are
wrong. Although we have recommended that English or French become the language of
instruction from kindergarten to secondary V, we have emphasized that unless many other
changes occur, students will continue to fail. We have also stressed that regardless of means,
the preservation and promotion of the Cree language remains an essential end.
The end, according to the Board’s mission, is two-fold: to preserve and promote Cree values,
language and culture, while offering students a quality education that will provide them with a
range of opportunities in post-secondary education, employment and their future lives, both
inside and beyond the territory of the Cree nation.
This Review has concluded that the current level of educational services offered by the Board
does not serve either aspect of this dual mission. Like the majority of stakeholders, we believe
that the problem resides not in the mission itself but in the delivery of services. However, some
stakeholders believe the Board’s statement of dual-purpose is ‘Mission Impossible.’
The first task for the Board, therefore, is to engage stakeholders in a meaningful dialogue about
its current and future mission, asking everyone to consider the values, vision and purpose that

Part 5: From Findings to Action

307

the Board should pursue. Once these are firmly fixed, then, and only then, can the discussion
turn to the most appropriate means to accomplish this mission.

Achievement of Results
Individual schools and centres and the school board as a whole contribute to their communities
in many ways but they have only one overriding purpose: to help students receive and benefit
from the education to which they are entitled. This Review set out to determine what results
were being achieved in relation to three types of student learning: student engagement;
curricular learning; and social and personal learning.
In any context, student engagement can be thought of as both a result of and a condition for
curricular learning. In order to learn, students must attend school, persevere through elementary
and secondary school studies and be actively engaged in their personal learning, ideally
becoming a life-long learner. Curricular learning, as the expression implies, is focused on the
successful completion of whatever compulsory and elective courses and programs are offered.
Social and personal learning, while often taken for granted, covers a range of knowledge, skills
and behaviours that prepare students for life. In the CSB context, student learning is grounded
in the values, vision and purpose discussed in the
Staying focused on student
previous section.

results means judging all

As the summary of our findings revealed (see
actions taken or proposed
Highlights document), for the most part, the results
for all three types of learning in the CSB are dismal.
by how they affect or are
Student
engagement
is
very
problematic.
likely to affect these results.
Manifested in low rates of attendance and
perseverance, this problem begins at home, where,
for many students, there is little support for education. In terms of curricular learning, no amount
of ‘spin’ can change the fact that only a very small percentage of students succeed in obtaining
a secondary diploma and most of these students are unable, without make-up courses and
other assistance, to successfully undertake and complete post-secondary studies. The small
amount of data we did manage to collect on social and personal learning suggests that this third
main result is lacking as well.
The CSB has a slogan on some of its posters - Students first - but many people have told us
that the Board seems more interested in employment for Cree adults than learning for Cree
children. Students in the CSB will never achieve success until they truly come first in the actions
taken by all members of the CSB school community, beginning in early childhood.
We have stated in this report that a secondary diploma may be an immediate result from the
successful completion of secondary V, but it is in fact a cumulative result of thirteen years of
schooling, beginning in four-year old kindergarten. Decades of educational research have
shown the importance of prevention and early intervention with young children. That is why
experienced educational administrators know that the best teachers should be assigned to the
early grades. In the CSB, the basic qualification for teachers in these grades is fluency in Cree.
Whatever the theory behind CLIP might be, the reality is that student results are not a primary
concern. Year after year, students exit CLIP without the knowledge and skills that would enable
them to succeed in school, in either Cree or a second language. In the remaining elementary
grades students fall farther and farther behind. Ensuring that students achieve the results
foreseen by the Québec Education Program [QEP] does not seem to be a priority. Many people
in the system have low expectations for students and, as research has shown, students will ‘live
down’ to low levels of achievement when they see that is what is expected of them.
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Students will never succeed based on wishful thinking or by allowing them to write watereddown exams. They will succeed when everyone truly believes in them and takes the steps to
make that belief a reality.

Operational Performance
In this Review, we defined organizational performance, first in terms of results – what the Board
succeeds in accomplishing, and second, in terms of operations – what the Board does in order
to promote success. This definition is grounded, therefore, in the focus of the previous section student learning which, as already stated, is in turn grounded in the values, vision and purpose
of the mission of the CSB. However, the definition of performance does not end with results. It
includes operational performance - how well the Board delivers the services that are meant to
lead to desired results.
Understanding its results-based performance informs the CSB and its stakeholders about the
extent to which it is achieving intended results. Understanding operational performance tells
them why. The first fulfills the accountability purpose of the Review but the second is essential
for its improvement purpose. Unless the CSB understands why it is achieving some results but
not others, it will never know what it has to do to improve results.
In Part 1, we introduced the notion of the ‘performance pyramid.’ In this design, performance
begins with student results. Every other layer of
the pyramid focuses on operational performance successive levels of support for learning.
Performance is therefore determined by the
extent to which the ‘unit’ being analyzed – from
the classroom to Board offices – contributes to
student learning. This perspective inverts the
traditional hierarchical ‘control from the top’ image
of a school system. In the revised image,
students are at the top and the school board is at
the bottom, providing the foundation for the support of teaching and learning.
The summary of findings (see Highlights document) reveals that operational performance in
the CSB is generally low at every level of the pyramid, from the classroom to school board
support. One main cause of this situation is the almost total lack of accountability in the CSB.
Creating a high-performance organization begins with everyone being accountable - and being
held accountable - for the contribution they are supposed to be making toward student success.
This notion of accountability is not a bureaucratic one, where managers are accountable for
some formal task. This notion starts with students being accountable for their own learning and
continues with parents, teachers, school/centre/board administrators, professionals and support
staff - everyone - playing his or her part, with consequences for those who do not.
In the CSB, this type and level of accountability for student learning does not happen. In Part 4,
we remarked that the Board was more concerned with organizational structure than
organizational performance, more focused on organizational boxes than how those boxes were
managed. An external study of the CSB conducted several years ago cited the following
comment from stakeholders to explain the lack of accountability, which this study also identified:
It has been remarked by several interviewees that Cree culture was a ‘no blame’ culture and that
it was very rare of members of the community to indulge in ‘finger pointing’. Pushed to its logical
consequence, this is seen by many as the reason why so little formal assessment or evaluation
has been carried out in relation to past initiatives and practices within the ... CSB.214
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Changing organizational culture is difficult enough but if this view is correct, then the required
change is even greater. However, in our view, unless the CSB adopts a culture of
accountability, then performance will never improve.

Organizational Capacity
In any organization, accountability operates through formal and informal systems, but most of all
through people. People cannot be expected to be held accountable unless they have the
capacity for meeting the expectations of their role - be it a student, a parent, a teacher, an
administrator or another staff member. For people, capacity means having the tools to do the
job and the skills to use them. For an organization, such as a school board, capacity includes
structures, policies and systems that help students succeed.
In this Review, we defined capacity in terms of six components:
•

organizational culture: shared assumptions, values and beliefs of members of the
organization;

•

strategic direction: leadership, policies and strategic planning in relation to overall
vision and purpose;

•

structures and systems: structures and systems for governing and managing work,
including problem-solving, decision-making, monitoring, and evaluation;

•

human resources: adequacy of the staff and other human resources, as well as
how the organization engages in planning, hiring, developing and appraising human
resources;

•

financial and other resources: adequacy of financial and other resources, including
facilities, technology and materials, as well as how the organization engages in
financial planning and accountability, and the management of other resources;

•

external linkages: planning, implementing and monitoring networks, partnerships
and other external linkages.

We used these components to frame part of our analysis of service delivery in the Board. The
lack of accountability, for example, stemmed from our analysis of the Board’s organizational
culture. We also found that the present culture of the Board is characterized by a weak sense of
moral purpose and an inverted sense of values, where students come last. We found that time
and resources are spent in meetings and travel rather than productive work, and that there is
almost no follow-up to ensure that any goals that were set are being achieved.
The analysis also identified serious weaknesses in every other type of capacity listed above, as
summarized in the Highlights document. This is why virtually every set of recommendations
included one on building capacity. As
we stated in section 3.1.4 of Part 2,
Capacity Î Performance Î Results
merely stating desired results might
help to sharpen one’s focus and the
commitment of stakeholders, but it will do nothing to achieve results. The path to improvement
first requires a clear understanding of the issues, which begins with the insights provided by this
report and the report of the Organizational Review. Any statement of results without improved
capacity and performance amounts to nothing more than wishful thinking.
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If the Board is serious about improving student results, then it must start to build the capacity of
its schools, centres and other organizational units to deliver the services required to achieve
these results. The formula shown in the text box is simple, making it happen is not.

14.2 An Insider Perspective
The evaluation team was made up of two ‘outsiders’ - external consultants - and two ‘insiders’ persons who work for the CSB. This was done to provide a balanced perspective for completing
the Review. Every aspect of our work and every section of this report has been informed by these
two perspectives. However, in compiling the lessons learned, we felt it was important to have one
reflection from a purely insider perspective.

There is a lack of 'Creeness' in schools, units, and offices. For an entity as prominent as ours
throughout the Cree nation, we should be promoting Cree through visible means such as
artifacts, artwork, and pictures of our people throughout history, the communities, and
surrounding areas. Written Cree should be on posters and bulletins, even if it is a simple
message or word and Cree should be spoken and heard where possible, especially when
addressing students in announcements or
meetings.
In classrooms, there is even a lack of Cree values,
traditions, customs, and history present in lessons
or in the learning environment. We need to model
more of what it is to be Cree for our students and
share what we can so they can maintain what they
learn, develop a pride in being Cree that they can
pass on to future generations.

We need to model more of
what it is to be Cree for our
students so they can
develop a pride in being
Cree that they can pass on
to future generations.

Staff engagement in general does not seem to be
high in the CSB. Individuals, committees, departments, units, and our board tends to work in
isolation for the most part when we could share more with one another and ‘help each other
learn,’ as the theme of our 2007 Education Symposium proposed. It seems people are less
engaged, invested, or interested in what they are doing than one would expect.
Perhaps this happens simply because that is the way people work or because people are so
involved on so many different committees. We did not address the engagement of staff in this
Review as we did in for students, leaving us to wonder what the results would show had we
done so. We should all be driven to put students first and to act more than talk, always asking
ourselves: What is the purpose of what we are doing?
Many people have the best intentions but how these intentions translate into action is another
story, as we spend our time in meetings, away from
the communities, schools, and our offices. All of this
Many people have the best
distracts people from their work and a high level of
intentions but how these
productivity.

intentions translate into
action is another story.

Professionalism needs to improve overall. Through
our experience with this Review and our own work,
we have seen lines of authority ignored, managers
of units not always given the chance to do their work as people contact those in higher positions
to obtain the decision they want. We need policies and communication procedures that are not
just clearly outlined but respected by everyone at all levels so we can become a more
professional school board where everyone knows what to expect.
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As internal members of the team, we saw other instances of the lack of professionalism when
we did not get responses to many requests for information or action. We took the time to
communicate to people through email, in person, and over the phone, often several times
asking for the same thing, but not getting the delivery of what we needed in the end. Much of
our time was spent trying to collect material, data, and essentially doing our best to follow up
and fill in gaps to have a comprehensive report to share. This was frustrating for both of us,
taking away from time we could have spent more productively. It is something we know people
experience in their own positions within the Board.
Objectivity is more necessary on all levels. At times, we struggled to decide whether the findings
bothered us because we did not agree with them or
We all have to accept the
because we pictured the well-intentioned people
that worked in these areas and who would affected
findings of the Review and
by what we would be saying. We found the latter to
move on from there to all do
be true and that we all have to accept the findings
of the Review and move on from there to all do
what is best for students
what is best for students and future generations.
and future generations.
This is how findings, other data, and issues need to
be addressed in our offices, schools, and
communities, from an objective point of view rather than a subjective one where feelings are
considered rather than actions that will better the education we deliver to our students.
Appropriate timelines need to be set. For future reviews and action plans to be more effective,
time needs to be more appropriately planned so we can take the time to do real effective
planning, consulting, preparation, communication, so that the actual exercises that need to take
place will happen. We found our time quite intense and that we did not get to spend the time we
wanted and needed with each of the stakeholders. The pacing was not appropriate when you
consider the nature of Cree people who are typically patient and do not talk or share within such
strict time constraints. We think we could have gotten more of a response from people if we had
had more time.
We both struggled with balancing our jobs with our involvement in the Review process. It was
not clear how much time we were expected to be released from our respective jobs and we
found ourselves torn at times as to what we should be spending our time on. In the end, it came
to the Review for us and prioritizing it as it was something we truly believed in and felt time was
better spent on. In the future and for other commitments the board expects of its employees,
guidelines should be written about how much time people are released from their positions so
that their involvement and engagement in a project, committee, task force, or evaluation will be
higher and the result more effective for all.

This Review has given us
even more inspiration and
guidance in our work as Cree
people who only want to offer
the best to Cree children.

In conclusion, we would also like to share that
we have thoroughly appreciated this Review
process and the wealth of information we have
gained from it. We were met with much
hospitality in communities and have that to take
with us as well. This Review has given us even
more inspiration and guidance in our work as
Cree people who only want to offer the best to Cree children. We hope that it has the same
effect on all who are touched by it.
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14.3 A Stakeholder Perspective
At the end of focus groups and interviews, as well as various questionnaires, we asked
stakeholders the following question:
This Educational Review is meant to lead to action
to improve the quality of service delivery to
students. What evidence would satisfy you that
action is being taken to effect this improvement?
This chapter
responses.

presents

a

summary

of

their

Q: How will you know when
change is really happening?
A: When magical thinking has
been eliminated (Teacher).

Student Results
Not surprisingly, stakeholders want to see improved student results, as reflected in comments
when we were told that I will know that action has been taken when I see:

When my child finishes grade 11 in
the Cree S.B., I’d like to see her go
to college and succeed. When my
child comes out of college with a
diploma or certificate on a nonnative basis, that’s success (Band
Council Representative).
•

•

attendance improving and students
are motivated - success for all
(Teacher);

•

better graduation rates and higher
graduation rates and not artificial
ones (Board Administrator);

•

decreased drop-out rates and
increased graduation rates
(Teacher);

improvement in academic success (Teacher).

Although virtually all stakeholders want to see improved student results they did not focus their
expression of desired change on these results. Rather they concentrated on the conditions for
learning that they believed would bring about these results, as presented below.

Schools, Centres & Community
As we have emphasized in this report, classrooms, not board offices, are ‘where it’s at.’
Stakeholders are well aware of this and realize that real change must happen in the classroom,
where teaching and learning occur - or do not occur. As two
Board administrators said:
I’d like to see students in the classrooms doing work.
I’d like to hear students say ‘I am learning.’
Creating more effective classes begins with having qualified
and motivated teachers, something several stakeholders
mentioned:

Instead of hearing
students’ saying,
‘School is boring,’ I
want to hear them say:
‘Hey, school is fun!’

It’s the teacher who makes the difference (Board Administrator).
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We need to hire qualified teachers from pre-K to Sec. 5 and make sure that all teachers
have proper training (Teacher).

Real change? When
students begin to feel that
this school is their school,
that they belong, they’re
engaged (Teacher).

I want to see an end to teacher bullying.
When I was in pre-K, I remember my
teacher yelling at me for colouring a flower
black. Yelling at me saying, when did you
ever see a black flower and I remember
feeling so worthless or small. From pre-K to
when I was in high school, I experienced
teacher bullying through all those years (School Committee Member).
I want to see happy students and happy teachers, of course. Because, if they are happy,
it means that something’s working in that school (Board Administrator).
We need more qualified substitute teachers (School Staff Member).
Inside classrooms, students need more and better individual support, especially now (and for
the foreseeable future) when students are not operating at
their grade level:
Stop pushing students on to next grade / level when they
do not have the background (Teacher).
More people working with students individually / flash
cards, reading, comprehension (Teacher).

We need to consider
where students are
really at and stop
pretending that they
are at level (Teacher).

We need trained shadows working with difficult or
students with special needs (Teacher).
Things will be better when students receive all needed support, whether special
education, social services or others (Teacher).
What children will learn depends, in part, on the curriculum being taught, including the language
of instruction, a topic that elicited many different views:
Reading programs in both French and English should be offered (School Staff Member).

A solid
reading
program for
all students.

English or French should be offered starting at Pre-K including
Cree language as their second language (School Staff
Member).
Bring in more culture in the school (bring back traditional
activities i.e. drumming) (Teacher).

We need more variety in subjects, especially at the secondary level, if we expect
students to finish school. When we offered the music class, we had so many students
there taking music because they like music. There are a lot of students who like to play
with the snowmobiles; they like mechanics (School Committee Member).
We follow the same academic programs in our schools and it’s not working for our
students. Maybe that’s why they’re dropping out. we should look into a more ‘ hands-on’
vocational program for them (CEA).
Stakeholders were very aware that conditions in the school must support teaching and learning.

314

The CAFSI Report

A safer environment for students (Board Administrator).
Zero-tolerance for violence (Teacher).
Evaluation of teaching strategies & methods (Teacher).
Incompetent people are fired and competent people are hired. The school no longer
acting as a drop-in center (Teacher).
Better communication between teachers and the
school administration (Teacher).
And of course, they realize that the school needs
support from parents and community:

When you can go to the
school any time and see
parents coming and going,
supporting the school. The
minute I see something
like that, then I’ll say, hey,
something’s happening
(Board Administrator).

I would also like to see the involvement of all the
stakeholders. Mostly, I would like to see parents
being more involved in the education of their
children, to help show us how we can help their
children. We need to find ways so that they’re not
too shy to come to us and tell us that this is what I’d
like to see for my child. We have to work hard on fostering positive relationships with our
communities because schools, way back, did not represent that to many of our parents
(Board Administrator).

Smiling interested
students, parents,
teachers and staff
invading the school
from 8:00 am to 10:00
pm (School Staff
Member).

When you get to know the students they are very
nice, they’re very nice children, but something is
going on in the community that is making them break
stuff in school and we want help from the community.
We want the community to work together as a
community (Principal).
Create an active community team in each school
(Teacher).

Students and parents would be actively involved in
education beginning at birth. Perhaps we need an
advertising program to teach parents to guide and teach their children – good behaviour,
good health, good attitudes (Teacher).

Although stakeholders realize that student success is dependent on improved conditions for
teaching and learning in the classroom, in the school and in the community, they also know they
cannot go it alone. They are looking to the Board for support.

School Board Support for Learning
For every comment we received about expected change at the student/school level, we
received two comments about the changes stakeholders expect to see at the Board level and
beyond, beginning with the Grand Council of the Crees.
Some stakeholders see the need for a broad-based approach to achieve significant educational
improvement. The following input from a Band Council representative provides an eloquent
statement of what needs to happen:
Leadership has to come from the Grand Chief and the Grand Council of the Crees,
accepting the report and deciding how they’re going to institute some of the steps
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necessary to deal with the situation. This is the body with the authority of all the Cree
Nations – the nine chiefs within their own community who sit on the board decide what
action or what things are going to be done. If the report doesn’t go to this level then I
think that it will go nowhere; it will buried right at the Cree School Board level. On the
other end, each of the communities must take up its responsibility. Everybody has a
responsibility; parents are responsible for getting their children to school, teaching them,
the importance of education, and the community needs to assist the parents. Maybe the
Cree School Board is really concerned about education – I don’t know. But, without
those factors in place, nothing is going to change.
There is an underlying negative attitude
toward the Board in this statement reflecting a
The Cree School Board should
perception that the Board is more concerned
think about their mission: Is it
with finance than pedagogy, that it is
disconnected
from
its
schools
and
‘Students first’ or ‘money first’?
communities. However, this stakeholder
(School Staff Member)
leaves the door open, inviting the Board to
prove that this view is incorrect. On balance, this statement offers a very positive and
constructive view - the need for collaboration at all levels of the system and the need for
leadership to make this happen.
Picking up on the theme of Board mission and priorities, several stakeholders stated that they
wanted to see a focus on education, namely a standardized curriculum that applies to all
schools in the Board, not just in theory, but in practice. This should not come as a surprise as
evidenced by the following comments by members of the Board’s own Council of
Commissioners:
We need people to see that the board establishes its mission and objectives. The first 20
years of our existence was spent on providing
buildings, etc. We now need to focus on the curriculum.
We now need to
There have been a lot of changes in the last nine years.
focus on the
If we come up with a good plan the people will believe
curriculum
we are going to make changes. Our success rate is
very low because we have not been teaching the
(Commissioner).
curriculum. Teachers choose what they want to teach.
We need to have a standardized curriculum throughout the board (Commissioner).
We need to set up a standardized curriculum that would be consistent throughout the
Board from school to school, because we have kids that are moving within our territory
from community to community and when they move from one community, they’ll be
strangers to the curriculum that is being used at a different school. (Commissioner).
This input makes it perfectly obvious that educational leadership is desperately needed. As one
external stakeholder said:
For me, it’s very clear: we need leadership from the top; it must be consistent and it must
be focused. At the present time we do not have such leadership.
Well, for me this review will go where the leadership takes it. And if the top leadership of
the board takes this on and says, We are going with this, then it’ll go (Board
Administrator).
As we have argued elsewhere in this report, leadership must be thought of as a ‘network of
leaders’ who are accountable to stakeholders for pursuing the mission of the Board. Two board
administrators summed up the need for this approach in this way:
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Well first of all, after the report is given, I hope all of us are involved in it and all of us are
involved in the action plan that’s created and to
see things implemented. If you’ve asked for a
This is a team effort;
Review, that means that you’re willing to take the
this is how we’re going
good with bad. We all have to accept the fact that,
to help the students
if we’ve asked you to do this, then we have to
accept the fact that we’re going to have some dirty
(Board Administrator).
laundry aired and there must be an action plan put
into place and a time line of when things are going
to be done without falling into blaming everyone else for the problem. There has to be
accountability (Board Administrator).
You know, I think that, since this is a team effort, I want the report to say, this is how
we’re going to help the students. This section, you’re responsible for it. This section
you’re responsible for, etc. etc. and have somebody that’s going to hold us to it (Board
Administrator).
Leadership must be backed up by support. Schools feel alone ‘out there’ and are looking for the
Board to help them to do what they need to do, not merely tell them to do it. Continuing
education centres rightly feel that while schools receive very little support, they receive
practically none. These centres have no official recognition and are each administered by a
consultant who is not even recognized as an administrator:

Being officially recognized by
the CSB as an Adult Learning
Centre would go a long way in
showing me that action is
being taken towards the type
of service that we provide the
adult population (Centre
consultant).

Being officially recognized by the CSB
as an Adult Learning Centre would go a
long way in showing me that action is
being taken towards the type of service
that we provide the adult population. We
do the same work as principals and
beyond and being re-classified as
directors would qualify us for the
secretarial/technical support that we
need.

Well, the thing that I would like to see
happening is that somebody up there [Board office] telling us, here, that they’ve finally
sort of woken up a little and they are going to focus more of their attention on the centre
here and adult education.
As we discussed in Part 3, facilities are a major issue in continuing education in every centre
except the SRVTC. With few exceptions, continuing education has no instructional space of its
own; it has inadequate office and storage space and no serious attempt is made to provide
housing for their instructors.
Well, like I keep saying and I will keep saying it until I see it, facilities! And housing
specifically for adult education teachers, both vocational and up-grading.
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Calls for more dynamic and pedagogically oriented leadership and support lead to another
common call from stakeholders regarding human resources generally, not just those in
leadership positions. The message is loud and clear: real changes in student success require
significant changes in personnel, either in terms of improved capacity of existing personnel or by
replacing them:
I’d like to see that the people that don’t belong are asked to step aside. I feel that most of
us need refresher workshops, courses, whatever, to have the knowledge to do our jobs
well. It’s time to have a positive change, Board-wide. It’s almost like a block. We can’t
move forward because of all the things that should have never happened (Board
Administrator).

I’d like to see that the
people that don’t
belong are asked to
step aside (Board
Administrator).

What I’d like to see is that each and every one knows
what his or her role is and what the reason is for us
being there within the board. Because sometimes we
forget. We’re there for the Cree students and for their
continuous progress in school. That’s what I’d like to
see. But each person has to be aware of what his or
her role is and how he or she can contribute to that (Board Administrator).
I think the first significant [thing] would still be fire or pre-retire incompetent and
unproductive Cree or non Cree staff and managers and put in place competent people.
This will create a momentum for the new leader to emerge. This is not to create fear but
to show that we are serious now. If you have motivated, competent people in the
administration as well as in the school administration as well as in the classes, I think it’s
going to create a momentum in favour of the students’ success (Board Administrator).
As one would expect, stakeholders talked about improved communication as a precondition for
change and a sign that the Board was finally listening to others. To stakeholders, more open
communication also means greater visibility of the Board in the community:
Our means to convince stakeholders will require a heavy dosage of communication on
meaningful action. The communities and stakeholders will need to be convinced that the
CSB is serious in delivering education by preaching the importance of it and for parents
and leadership. Cree people need to embrace it as being of high importance and high
value. Constant communication in the airwaves and advertisements is another means.
Selling education to the public will need to take different and unique approaches that will
need to be discovered through the strategic team of CSB (Board Administrator).
I would need to see them going into the schools. I would actually like to see the
leadership go into the schools and see what needs to be changed and go from school to
school, ensuring that teachers are in place, that principals are in place and, most of all,
that kids are in place. Nobody follows the law on school age. Kids are out there running
around and nobody’s doing anything about it. What’s going on? We’re all just too laid
back (Board Administrator).
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A number of stakeholders were already looking at the road ahead when we talked to them,
some very mindful of the road behind:
Many years ago, there were Committees that were set up after the Mianscum Report
and I was on two of those Committees. I
spent a year and a half there putting myself
We’re doing to the same
on the line. We were looking at everything
thing – going round in a
and, of course, what happened was when the
consultant presented the report, the people at
circle, nothing moves.
the top basically said, ‘off with their heads’
What’s the purpose of
said we don’t like this report so it was off with
doing a review if you’re not the consultant’s head and that report
doing anything? (CEA).
disappeared so fast it would … (Teacher).
I just want to talk about the reviews that the
school board has been doing in the past years. When they do these things they go
around in circles. You reach a point in time a circle, you’re going around and you don’t
know where you started. The situation is the same. We’re doing to the same thing –
round in a circle, nothing moves. What’s the purpose of doing a review if you’re not
doing anything? (CEA).
Stakeholders would like to believe that this time the situation is different but they will need to
see concrete signs that the so-called follow-up to the Review is not simply ‘same old, same old.’
There has to be somebody at the senior level who can be the ‘champion’ for the plan
who will make sure that it’s moving and moving in the right direction. That person would
work with each school to make sure that the plan is being implemented and is being
promoted through the whole community (CEA).

This is a start, keep going!

I do want the Board to act on what is going to be the
Work towards your vision
outcome of this evaluation. I want to see
of improving services to
improvements for the benefit of students. For
our students and help to
example, all staff have to be accountable. I find that
there are so many meetings you can’t reach
involve the parents too!
anybody sometimes at the Board level because
(School Staff Member)
they’re in Montreal or elsewhere for meetings. You
have to be accountable for the position that you’re in. Leadership is not just occupying a
position, it’s about acting on it (CEA).
The PSSS Office is not always operating in crisis mode (PSSS staff member).
There is good communication among the PSSS Office, local schools and centres,
Continuing Education and other departments (PSSS staff member).
I want to see an Action Plan and I want to see that it’s being implemented and I want to
see who’s responsible for it and I want to see that it could be followed up on frequently.
Yes. There’s too much that’s just sitting there
(Commissioner).
I want to see a report

every 6 months to
see if we are moving
forward (School Staff
Member).

What I need to see is a monitoring committee in the
future to follow up on the action plan – then I’m sure
these things are happening (Commissioner).
I want to see a report every 6 months to see if we are
moving forward (School Staff Member).
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Perhaps the Board could send to all staff members (including support staff)., a copy of a
summarized report on the different projects that are being implemented! New letters
(monthly or quarterly) (School Staff Member).
Not tons and tons of paper work, but results and what we can do to improve the
situation. Results! Results! (Teacher).
To be sure that action is done, not just talk (Teacher).
Have a concrete action plan adapted and with priorities set for each milieu (Teacher).
For the educational review team to come back to each community and let the
communities know what they found out and
let them know what actions will be taken to
I see no improvement since I
improve services of quality in education
first came here four years ago.
(Teacher).
The input from stakeholders provides the CSB
with the indicators of real change - that will
signal whether action is being taken. In general
we found that stakeholders are sceptical but
hopeful - they want to believe that this Review is
going to lead to change but they will have to see
it to believe it. The comment by the teacher
quoted in the text box is an eloquent statement
of this mixture of hope and despair.

I care very much for the
people, I love the children and
I feel great sorrow when I see
that the children are so poorly
served. Education does not
appear to matter. This study
MIGHT help (Teacher).

The submission of this report, as well as the report of the Organizational Review, marks the end
of this phase of the Board’s commitment to change - reviewing the past and the present - and
the beginning of the next phase - future action for sustainable improvement in the delivery of
educational services. This commitment has been expressed to us as follows:
For a long time now many issues and repeated conversations related to education and
the poor delivery of it have been expressed at many levels and at many different periods
in the course of the CSB’s existence since it took over education. Some will say an
Education Review of this nature is the first of its kind since the CSB existed. Others
would argue that we have had many attempts with similar approaches. When do we
start putting things into action toward improvement of education?
This Review is an attempt to capture a lot of what has been expressed before but with
the help of professionals to put together a comprehensive document. And from this
document we hope it has the credibility and confirmations of past discussions in order for
us to realistically take positive strategies to implement. The idea behind the Education
Review is to know our status as realistically as possible unless we capture that and
confirms all the past talks about our education system then we will be ready to move
forward. We owe to the stakeholders to know the status so that the urgency for change
will be felt and supported.
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15.0

THE ROAD AHEAD

In an initial section entitled The Road Ahead, the report of the Cree Language and Culture
Conference, held in November, 1997, began as follows:
The Conference produced recommendations, which provide guidance to future decision-makers.
These recommendations should not be disregarded, but should be a source for future action. The
words of the elders, educators and other Crees and guests who spoke at the Conference ...
should be distributed to all communities and entities to form the basis for consideration and
decision..... I look to the Council of Commissioners of the Cree School Board for guidance on how
we can proceed from here to bring more of the Cree people, leaders, elders, youth, women, and
Cree entities into the debate on our language and culture....215

In essence, the Conference spokesperson was saying to the Council:
•
•
•

you must communicate your commitment to stakeholders;
you must be accountable to them for this commitment; and
you must follow up on this commitment.

This Review has drawn, as the Conference did, on the input of students, teachers, parents,
commissioners, elders and other community members, as well as administrators and other staff
from schools, centres and Board offices. We do not know what commitment, if any, had been
made before the Conference. In the case of the Educational Review, the commitment was made
at the beginning, as reported in Part 1:
The Council of Commissioners and the Management Group of the CSB shall
ensure that the Educational Review will be followed immediately by a final step ...
to create and implement an action plan for improvement.
A considerable investment has been made in planning and conducting this Review. The most
important investment - more than the resources invested by the Board or the time and energy
invested by the members of the evaluation team - is the faith that stakeholders have invested in
this process. As we have mentioned elsewhere in this report, right from the beginning we were
confronted with a mixture of scepticism and optimism: scepticism based on past experience,
and optimism that this time, maybe this time, things would be different.
Throughout our many contacts with stakeholders during the review process, we repeated two
commitments to stakeholders:
•

our commitment to make their voices heard and provide a basis for change; and

•

the commitment of the Board to make that change happen.

As alluded to above, the road ahead requires communication, accountability and follow-up. It is
beyond the scope of this report to provide detailed guidance about this journey. However, we
would like to offer some initial ‘food for thought’ as the leaders of the Board begin to plan how
they will prove that the faith stakeholders have in them is justified.
It should be noted that the comments offered here are presented in terms of the three
underlying themes of this report, communication, accountability and follow-up, they do not imply
any sequence of action. In fact, sequencing the action steps will be a challenge in itself, as
briefly discussed below in section 15.3, Follow-Up.
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15.1 Communication
As stated in chapter 12 in Part 4 and elsewhere, communication is not a simple matter of
sending a message. Effective communication means message sent, message received and
message understood.
We acknowledged in the overview presented in Part 1 that the CAFSI report is longer than
many stakeholders would like. It was written as is to provide the leadership of the Board with the
most comprehensive picture of Board performance we could, given the constraints and
limitations of this Review.
In order to reach out to a wider audience, we also prepared two other documents, in both
French and English, namely: an Executive Summary and a more detailed Highlights
document.
In the early stages of the Review, we created a dedicated portion of the Board website to
communicate information to stakeholders, including the publication of all reports and other key
documents pertaining to the Review. Any experienced web designer would likely characterize
this site as ‘basic.’ We did not have the time or the resources to fully exploit the potential of this
medium but we hope that the Board will do so as part of its follow-up.
There are countless ways that the Board can use to communicate with stakeholders. Written
communication is often not the best one, especially if used alone, as in the transmission of a
document to people by mail. Oral communication is essential, especially in communities, as
discussed below, and in a variety of public forums.
An effective communication strategy is needed, one that identifies:
•
•
•
•

the range of target audiences the Board wishes to reach;
the purpose and intended results from each communication;
the key issues that need to be communicated; and
other related matters, including format, resources, time line and accountability.

In our view, that communication strategy should begin with the ‘people on the point.’
Se use the expression ‘people on the point’ to refer to the members of the Council of
Commissioners, Board and school administrators, notably the principals. Each of these
individuals is the ‘point person’ that answers for the Board to a particular group of stakeholders.
This Review, together with the Organizational Review, has generated considerable interest
among stakeholders. The people on the point are the ‘first responders’ to calls for information.
Community members will call their commissioner; teachers will ask their principal; board staff
will ask their director, and so forth. They will put in an untenable position if they have not been
adequately informed about this report and what is being done to follow up on it.
Informing them - and keeping them informed - cannot be accomplished by sending everyone a
copy of the report. As suggested above, a communication strategy is required, first to ensure
that everyone on the point truly understands what the report says - and doesn’t say. Rumours
will undoubtedly be flying, unintentionally communicating incorrect information. In some cases,
incorrect information may be deliberately circulated to promote someone’s agenda. The best
antidote to these potential problems is ‘early intervention’ through the timely communication of
accurate accessible information.

Part 5: From Findings to Action

323

One essential form of communication is direct dialogue with each community, as recommended
by the Mianscum report in 1999 (see text
box).216 The original work plan of the
“The Council of Commissioners
evaluation team included a presentation
must determine the next phase of
of the report to each community,
addressing these problems. One
something that many stakeholders
thing I can attest to is that the Cree insisted upon when we visited each
community. When this plan was made,
School Board should look forward
data collection was meant to be
to meeting the Cree schools and
completed by the end of November, and
communities. Your presence in the we thought we would present our report at
the end of March or the beginning of April.
Cree communities and schools
The extension of the data collection
process into February, coupled with the
would be a greatly appreciated by
large increase in the amount of data to be
the people” (Henry Mianscum).
processed and analyzed, delayed the
report date until June. The last two weeks
of June is no time to attempt to visit schools and engage stakeholders in a discussion. The task
of presenting the report to the communities must therefore be left to the Board.
These community presentations will likely constitute the first public demonstration of the Board’s
commitment to follow through on both the Educational and Organizational Reviews. In our view,
these presentations should:
•

occur as early in the new school year as possible;

•

be planned in collaboration with the principal, the school committee chairperson and the
education representative on the Band Council;

•

be delivered by a well-informed team from the Board, including the Chairperson and the
Director General;

•

consider students as one of their primary
audiences (see text box);217

•

provide information, not only about the Review,
but about the process that is planned to follow
up;*

•

include different sessions adapted for the needs
of various stakeholder groups - one presentation
will not ‘fit all;’ and

•

provide appropriate written material to each audience.

“Students, even little ones,
are people too. Unless they
have some meaningful (to
them) role in the enterprise,
most educational change,
indeed most education, will
fail” (Fullan).

* Given that the presentations will take place before much action planning has been
accomplished, it will be important to provide stakeholders with a clear statement of the process
that is envisaged and the timelines that have set, as discussed below in section 15.3.
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15.2 Accountability
We have already spoken about accountability as part of our reflections and ‘lessons learned.’ In
this section we move from talking about accountability to doing something about it. It is not
possible for us to even to begin to outline the design of a system of accountability for the Board.
That will have to come as part of the Board’s planning process. Rather, we simply wish to offer
three specific actions that we believe should be taken immediately:
•

send a clear signal of change;

•

assign responsibility for guiding change; and

•

ensure there is clear accountability for communication and follow-up.

Meaningful change occurs slowly and in small steps, often through small but important gestures
that are not visible to the majority of stakeholders. However, in the same way that justice must
not only be done, it must be seen to be done, it is important for the Board to send a clear signal
of change with respect to accountability.
That clear signal does not have to be a dramatic gesture and it most certainly should not be an
empty gesture, high on symbolism, low on substance. However, it should be visible to all and
convey the message that a new mode of governance and management has been adopted.
Such a signal could include the following:
•

•

a clear statement by the Council of Commissioners, indicating it has received the report
of the Review and while it does not necessarily
agree with every aspect of the analysis
Accountability begins
presented:

with the Board accepting
full responsibility for the
current state of affairs
and being accountable to
its constituents for the
progress of change.

•

that it accepts full responsibility for the
current state of affairs and for setting the
Board on a new course;

•

that it will be accountable to its constituents
for the progress of this new course;

•

that it has mandated the Director General to
manage the change process and will hold him to account for the realization of this
mandate;

a clear statement by the Director General to the effect:
•

that he is fully committed to carry out this mandate;

•

that all board, school and centre administrators will be held accountable for the tasks
for which they have been given the responsibility to manage; and

•

every staff member of the CSB will in turn be assigned his or her role to play and will
be held accountable by their respective administrators.

In so doing, it is important for everyone to realize that this new mode of accountability is not a
‘witch hunt’ nor an exercise of ‘name and blame.’ While there is still a need to better understand
much of what has happened in the past, seeking to assign blame will not be helpful in moving
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forward. However, the above statement should make it crystal clear that from now on every
administrator and staff member of the CSB, regardless of position or family connections, will be
held accountable for the performance of his or her duties.
However, making the switch from no accountability to full accountability requires transition
planning. The general assumption behind the accountability requirement is that individuals have
the personal knowledge and skills, as well as any other required capacities for meeting the
expectations of their roles. There are many people in the CSB who have been appointed to
positions for which they do not have the requisite capacities. It will be important to conduct a
thorough review of all staff members, beginning with those in senior administrative positions to
determine the extent of this problem.
In other words, like every other aspect of the change process, accountability must be managed,
it will not come about through wishful thinking, as the old administrative mode of the CSB has
amply illustrated. In the new mode, accountability needs to be firm but it needs to be fair and it
needs to be based on realistic time lines and means of
implementation.
Moving from the general to the specific, the first tasks
to be undertaken are those outlined below in section
15.3. Accordingly, the Board should decide at the
outset who, beyond the Director General, is
accountability for leading the change process and for
ensuring communication and follow-up. We do not feel
that it is appropriate for this report to make specific
suggestions in this regard. However, we would offer
the following as further food for thought:

“The Council of
Commissioners should form
a task force to address the
problems and develop a
strategic plan to correct the
deficiencies within its
structure in the short,
medium and long term. This
effort should be in
conjunction with all persons
associated in the delivery of
education services to the
student clientele of the Cree
School Board. Participation
in this undertaking should
include the community and
schools.”

•

A separate ‘task force’ to oversee the change
process (or whatever one would call such a
body) has the advantage of being removed
from the structure of everyday management.
However, that can also be its inherent
weakness if it is going in one direction while
the regular board management structures are
going in another. Although clear lines of
authority would have to be established, on
balance, having a dedicated task force is
probably a good idea, as recommended by the
Mianscum report in 1999 (see text box).218 In
fact, it should probably have been formed three
months ago to be operational when the Review was completed.

•

Whatever structure is adopted, it is essential that it involve stakeholders from different
levels of the system. For example, it could appoint two or three teachers from different
levels and languages of instruction to participate on a full-time basis. A meaningful way
for students to participate needs to be found. Finding an appropriate mix of stakeholders
while not creating an unwieldy structure will not be easy.

•

In addition to seeking broad representation in this process, the essential characteristic of
any member of a task force or other structure is personal competence. Given its history
and current state of performance, the Board cannot afford to appoint persons who are
not capable of providing the needed direction to change.
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•

The Board already has a multitude of committees; this would probably be a good
occasion to wipe the slate clean. Like ‘zero-based’ budgeting, the Board could start from
the premise that all current committees are dissolved and then recreate or reconstitute
those that are deemed essential, with a clear mandate, resources, etc.

•

Guiding the change process may well require the help of ‘critical friends.’ We use this
expression advisedly, as we are aware that the Board has even more consultants than it
has committees. Some of them, it appears, feel they have been appointed for life. A
critical friend, as the expression implies, is a resource person who has expertise in one
or more aspects of the change process and who has established, or is willing to
establish, a relationship with the Board. The roles played by critical friends must
complement – not supplant – the roles played by Board officials and must support – not
undermine – Board ownership of the process.
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15.3 Follow-Up
15.3.1 Actions To Be Taken
If the input provided above in section 15.2 were being acted upon, then follow-up would already
have begun, for example, with the preparation of materials about the report, planning
community presentations and forming a task force or steering committee to oversee the change
process. One of the first tasks to be undertaken beyond these initial ones is the synthesis of the
various planning and evaluative initiatives that the Board has undertaken in the past year:
•
•
•
•

the Strategic Planning Exercise;
the Organizational Review;
the Educational Review; and
the work on governance.

As mentioned in the overview provided in Part 1, originally
this synthesis was to be provided by the Educational
Review, which was expected to ‘roll up’ the data and
analysis of these other initiatives to provide the Board with
a holistic portrait of its performance. Although this mandate
was withdrawn, the need for this synthesis remains.

Action Planning
cannot proceed until
the Board completes a
synthesis of all current
planning and
evaluative initiatives.

We mentioned previously that some stakeholders have questioned why these various initiatives
were undertaken in the sequence reflected by the order of the above bulleted list. They have
also asked what the relationship among these initiatives is and how all the pieces are supposed
to fit together. These are good questions than merit a good answer from the Board.
Although the development of an action plan is front and centre in everyone’s mind, this
synthesis needs to be completed first. The Strategic Planning Exercise, conducted before the
Educational Review had even begun, brought people together and created expectations
regarding the vision of the Board. Many stakeholders told us about their participation in this
process and the creation of what they thought was the beginning of a strategic plan. When the
Board announces a new action plan many of them may well ask:
•
•

Didn’t we do this last year?
Why are we doing it again?

It is therefore important for the Board to situate this exercise in relation to the new action plan
being developed.
Throughout this report we have indicated important performance issues that we did not attempt
to tackle, many of which we assumed were being addressed by the Organizational Review. At
the time of writing this report we have not seen their final report so we do not know if all of these
assumptions were correct. For those that were not, this means that these gaps in analysis need
to be added to those we have identified for further study.
For those assumptions that were correct, the analysis of the Organizational Review must be
considered alongside of that provided by this report to come up with as complete a picture of
Board performance as possible. This consolidation of the two Reviews only provides the first
step toward the construction of a synthesis.
The synthesis will come when the Board has completed the following:
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•

considered what both Reviews have to tell it;

•

decided how it reconciles any contradictory or opposing views;

•

reached its own conclusions about Board performance and capacity;

•

determined which matters require further study;

•

decided which recommendations arising from the two
Reviews it:
•
•
•
•

accepts;
tentatively accepts pending consultation;
tables for further study; or
rejects.

Once this synthesis is complete, the Board can then move forward
to create an action plan. An action plan provides a ‘road map’ to
the organizations embarking on a ‘journey of change’ (see text
box).219 Using this metaphor:
•

The destination is a set of results based on the
organization’s values and beliefs.

•

The journey is a strategically planned alignment of actions
and conditions that empirical research demonstrates are
necessary and sufficient to achieve intended results.

A Road Map for Change:
“Instead of bridges,
avenues and freeways, this
map would illustrate
destinations of progress
and the routes to travel on
the way to achieving
progress. The map would
also provide commentary
about assumptions, such
as the final destination, the
context for the map, the
processes to engage in
during the journey and the
belief system that underlies
the importance of traveling
in a particular way.”

Action plans come in all shapes and sizes. However, they all share certain common
characteristics, such as those listed blow.
•

intended results for improved capacity and performance to deliver education;

•

the means selected to achieve these results;

•

the resources required for this purpose;

•

the planning of improvement efforts, including a timeline for all aspects of the plan; and

•

the means for monitoring and evaluating the results.

The first step, formulating results, is very important, if the Board wishes to avoid Alice’s
predicament in Wonderland - if you don’t know where you’re going, any road will take you there.
We have referred to the notion of a ‘results chain’ throughout this report. Simply put, this refers
to a sequence of change,
whereby activities, supported
Results
Activities
by
various
resources,
Î
(Resources)
produce short term results
Outputs
Impact
Î Outcomes Î
(called outputs) that lead to
other desired results (called
outcomes) that eventually lead to desired long-term results (called impact).
The challenge of results-based planning is determining and demonstrating the rationale that
links resources, activities, outputs, outcomes and impact. In other words:
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What leads you to believe that the results chain you have in mind is valid?

Answering this question is a form of back mapping, as you start at the end of the results chain
and move toward the beginning. Back mapping “requires planners to think in backward steps
from the long-term goal to the intermediate and then early-term changes that would be required
to cause the desired change.”220
Planning requires a time line, establishing ‘points of accountability’ along the route. Deadlines
must be realistic and may have to be adjusted to take into account unforeseen circumstances or
events. Without them, there is no way of determining whether the plan is ‘on track.’
Two of the recommendations of this report deal with the need for self-evaluation by
schools/centres and by the Board as a whole. While it will take time to develop an appropriate
self-evaluation framework, the Board needs to monitor and evaluate its action plan. Determining
the means for monitoring and evaluating the action plan must be done at the outset of the
planning process. Once again, someone must be made accountable for making this happen.
As the Board begins to move forward with the development of its action plan, it should discover
that many of the activities in the plan are for capacity building - if this is not so, then the plan is
in serious trouble.
Finally, there are three issues that need to be considered in every part of the action plan:
•
•
•

sequencing;
priorities; and
overload.

Simply put, sequencing involves deciding the order, or sequence, of various actions to be
taken. Sometimes these decisions will be obvious but not always. Back mapping will help
identify the majority of the steps in the results chain, as one discovers that X leads to Y which
leads to X, and so one. However, the action plan will involve actions at various levels of the
system simultaneously. The Board cannot, for example, afford to do nothing about classroom
teaching until it has completely dealt with teacher supervision.
In some cases, there will be no good solution to such dilemmas, but there will be some that are
better than others. Often, a two-pronged approach will be required, where a small but crucial
change is made in A, so work can begin on B, after which more work is done on A.
in other cases, the sequencing may be decided on the basis of priorities. The Board will not be
able to do everything at one, so it needs to look at all the recommendations and decide on those
which should be accorded the highest priority. In this regard, keeping the most immediate needs
of students in the front of everyone’s minds at all times will be essential. For the evaluation
team, there is one such priority that towers above all others: teach students to read. We will
return to this goal in the final section but nothing else we have recommended will help more to
improve student learning than ensuring that all students learn to read.
The last issue we wish to mention is overload. The Board faces enormous challenges if it
serious intends to address the 115 recommendations made by this report. If it tries to do too
much too fast, its system will short-circuit and explode. While not being satisfied with only doing
a little, the Board needs to temper its desire for change with a healthy dose of realism. In an
organization of limited capacity, for more progress will be made in taking small stapes than
attempting any ‘great leap forward.’ As people gain capacity and develop greater confidence,
the steps can become larger. In other words, don’t stand still, but walk, don’t run.
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15.3.2 A Brighter Future for Students
We began this report in Part 1 with reference to the importance of ‘education for all.’ In several
places within the report we have talked about formal and informal paths to lifelong learning. In
these discussions, we wanted to send two clear messages to stakeholders:
•

First, learning is not something that stops when a person leaves school; and

•

second, even though ‘catching up’ can be extremely difficult, it can be done.

We have recommended a ‘fresh start’ to teaching and learning with a new curricular model. The
keystone of this new model is reading - the
gateway to lifelong learning. For us, the girl in
this picture represents the children of the Cree
nation.221 We imagine her asking:

Who is going to teach me to read?
Giving her a positive response is what this
Review is all about.
We realize that this cannot be accomplished
overnight. That is why we emphasized the
importance of a transitional regime for students
already in schools of the Board. One of the most
important tasks for the Board in the coming
months is to assure these students and their
parents that they are not being abandoned.
Empty promises will not suffice.
The Board needs to have a practical set of
strategies, including remedial reading and
perhaps a formal extension of the time allowed
for completion of secondary schooling.
Continuing Education should play an important
role here, especially to help recoup those students who have already dropped out.
There was a story reported during study conducted in the U.K. The evaluators asked students if
the school was doing a better job. One student replied: “I used to feel that this school cared
about how well I was doing. Now I just think the only thing it cares about is how it’s doing.”222
The message is clear: when focusing on Board policies, administrative procedures and so forth,
none of this matters if it does not help students. They are the only reason for any effort being
made. If we were to come back to visit schools a year from now, we want to hear students say:
It’s better now; you know, after all these years in school, I’m finally learning to read.
The most important task for the leadership of the Board is to re-kindle that spark of hope that:
•

learning is important;

•

it’s not too late; and

•

we will help you to succeed.
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Developing the plan discussed above is both an exercise in capacity building and organizational
learning. If the CSB truly wishes to become a learning community, then organizational learning
should be one of its guiding principles. As educators, we are used to thinking about how
individuals learn but we are not used to thinking about how an organization is able to learn.
Mitchell and Sackney begin a chapter entitled, Learning About Organizational Learning, with the
following statement:
Writing about organizational learning is a bit like heading into the Amazon rainforest. You have
some maps, and maybe a guide or two. You know the trip has the potential for exciting
discoveries - some of which may lead to new and beneficial cures for stubborn ills. But you also
know that the terrain has been seen from many different perspectives and has been described in
many different ways. And you know that the path is fraught with unanticipated circumstances and
unexpected challenges.223

Just as we hope that students will become life-long learners, the Board must do likewise. If it
does, then it will certainly improve both its capacity and performance. If that happens then
student success is bound to improve and that is what this whole Review is all about.
At the conclusion of one focus group, we told everyone that the Board was committed to use the
results of this Review to make a difference in the lives of children and youth. A teacher came up
to us and said:
You know, I almost believe you.
To us, this simple but powerful statement
expressed all the fears and hopes of
stakeholders that we encountered throughout
the Review: fear that, once again, nothing
would happen, but hope that, this time, real
change would take place.
It is now up to Board to prove that the hopes
this teacher expressed, not her fears, are
justified. If it does, then the vision expressed
by Henry Mianscum in 1999 (see text box),224
will finally be realized.

“The most valuable resource that
the Cree nation has is our children.
Schools, teachers, students,
parents and communities will
always require more of the Cree
School Board in regard to our
children’s education and well-being
because in these children lay our
dreams, hopes and aspirations for
the future of the Cree nation”
(Henry Mianscum).
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