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Abstract
[n 1993, the Ontario Ministry ot Education and Training (MET) created a dratt document
on the topic of antiracism and ethnocultural equity in school boards. This document
contained guidelines for anti-oppression policy and practice within schools. Many
stakeholders within the education system and society debate whether or not an education
tor equity is being provided in schools. | chose to respond to this debate by listening to
the voices of an unheard stakeholder group: students. Two methods of data collection,
questionnaires and focus groups. were utilized in my studvy  Seventv-one students
participated in the questionnaire section. and six students further participated in a focus
group. | assessed the depth and breadth of students” definitions of equity. racism. and
sexism. [ also asked students to evaluate the quality of their entire education based on the
visionary anti-oppression guidelines collaboratively created by the MET. Results from
the questionnaire indicated that most students were unaware of the social justice aspect of
equity: and still many more were unable to provide a definition of equitv. Student
definitions of racism and sexism did not include any recognition of systemic oppression.
and only two students acknowledged the Western historical patterns of these social
problems. Only three of the ten equity guidelines had more than 50% of students
agreeing that they occurred more often than “sometimes.” Students gave the schools a C-
(61%) grade for overall anti-racist/anti-sexist education and the focus groups
corroborated these results. Overall. the student participants stated that: 1) they and their
student peers did not consider themselves as active participants in the curriculum: 2)
community members were rarely participants in the classroom curriculum: 3) women and

multi-ethnocultural role models were rarelv seen in their studies; and, 4) accurate



information on the diversity of ethnocultural values and traditions within Canada was not
presented in schools. Altogether these findings reveal a need for critical pedagogy in
schools and an increase in the amount of equity content within the curriculum. An
education for equity report card for the MET and recommendations for action are
included within. The statistical analysis of my use of the MET equity guidelines
indicated good reliability and validity. thus providing evidence to support the utility of
introducing this questionnaire into schools to annually evaluate the quality of students’

education for equity.
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Notes on Writing Stvle and Format

The style of writing and presentation throughout my thesis has some features that
may be both familiar and new to readers. | have added this section at the beginning of
my thesis to either provide the source of my style choice or explain my rationale where |
have developed a style of my own. [ have provided brief notes regarding my referencing
of authors and their work within the text ot my thesis; overall format. aesthetics. and
organizational sequence: presentation of quotations: and a unique. but familiar,
information-presentation device | have used in my discussion section.

To begin. throughout my writing [ have chosen to provide the full name of each
referenced author. and not just their patronymic  The faculty of the Community
Psychology program at Wilfrid Laurier University (WLU) offer this method of
referencing as an option because they consider that it honours women's contribution to
scientific research. Since readers commonly assume that an author is male when only
their surname is provided. tull name references can assist (and ottentimes challenge) the
reader in correctly identitving the gender of each author and thereby avoid a sexist
method of literature referencing for a large number of cases. However. this method of
referencing does require the reader to recognize the given name in question, which may
not be the case if it is from a culture unfamiliar to the reader. Moreover. this method also
requires the given name to be solely male or female (whereas names such as Pat and
Darcy are not). This is obviously not a perfect method. but [ believe it is an improvement
for another reason beyond that of seeking to avoid the re-production of sexism within
scientific writing. My other reason is rooted in my belief that the provision of an author’s

full name humanizes that person by putting them on a first name basis with the reader.



This is different than the traditional means of producing authority and domination given
to professionals in academia and society: that is. the conventional use of professional
appellations or titles. In my own experience [ have found this method of referencing
valuable (e.g.. the question has been raised for me and now [ otten make a guess before |
discover the author’s gender) and so I want to provide this educational opportunity tor
my readers.

For similar reasons | have chosen to identitv characteristics of cited authors. such
as nationality. ethnicity. and academic specialty if these factors are known to me. Again,
[ believe that this extra information can help to humanize the author. while honouring the
contribution of various ethnocultural groups (and avoid the common racist stereotype that
all academics are white Western males). | have observed this style of referencing being
used by many writers of critical education texts and [ believe that it is useful because it
gives the reader a general (but not specitic everyone is an individual) ethnocultural and
academic location for the cited author [ recognize that the utility of this manner of
referencing is limited bv my knowledge of the authors in question. vet [ believe that even
these scant pieces of extra demographic intormation can be valuable.

As the above discussion illustrates. there is a need for critical awareness among
authors who seek ways to avoid falling into common pitfalls that re-produce oppression
and exclusion within academic writing. My own level of consciousness in these matters
has become more finely honed throughout the process of writing this thesis. but it is by
no means complete because there are. as vet. no perfect solutions to many of the moral
dilemmas involved in writing accurately and fairly regarding other people. their lived

experience. and my social interrelationship with them. My endnotes often illustrate the
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present-day conclusion of a process of awareness-raising that [ have experienced.
aithough these selt-reflexive moments are also frequently noted directly within the text of
my thesis. [ have provided these notes to retlect my growing awareness ot complicated.
and in many cases, unresolved issues regarding the use and misuse of terminology and
representations of groups of people that are oppressive (e.g.. sexist. racist. classist) by
intent or by incognizance.

Throughout this work [ have sought to draw readers’ attention to this
terminological dilemma by underlining words that are relevant to the topic of anti-racism
and anti-sexism that have also been critiqued because of problematic aspects of their

social construction (e.g.. white. black. Indian. First Nations. African, European. race, and

gender to name but a few). The problem is that. while these labels can be used for benefit
in human communication and identity formation. they are fully laden with muitiple socio-
cultural interpretations and inferences that can also be misused and cause harm (i.e..
conscious or unconscious racism and sexism). Undoubtedly. we live in a world where
socio-cultural group identifiers are prolitic and often under processes of negotiation and
appropriation in society. These discussions and debates. often referred to as “identity
politics.” will continue until such time as human beings are able to create group identity
labels that are entirely satisfactory to everyone (or abolished altogether). Until that time
we will continue to use these labels: and thus I have endeavored to. 1) provide a summary
of the general issues and debate surrounding the labels in question, either in the text of
my thesis or in an endnote: and. 2) cue the reader visually so that we are both aware (i.e..

conscious) that [ have used a common. vet imperfect. gender or racial/ethnocultural social

construction. That being said. [ do not expect that the concerns and critiques that
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convinced me to underline a word are universally shared. Readers may think that I have
highlighted a word unnecessarily or they may note that I have missed a word that they
find problematic. This is, of course. my main reason for underlining words in the first
place: it creates discussion; an important part of critical pedagogy

In regards to overall stvle. format. and organization requirements. | have followed
the WLU Master of Arts thesis tormat standards.  Further to this. I have utilized the
American Psychological Association (APA) stvle guidelines as set out in that
organization's Publication Manual (4" Edition). In particular | have utilized the general
APA style common to psychology papers (i.e. introduction. methodology, results.
conclusion). but [ have also adapted the style to suit my writing of this particular work.
Specifically. [ have utilized the APA recommendations regarding the level and format of
headings. but [ have also used chapters to guide the reader through my thesis.
Furthermore. | have chosen to italicize. rather than underline. all headings. [ have also
used italics when writing the names ot published works within the text of my thesis. The
use of italics in these circumstances is simply an aesthetic preference of mine that mirrors
the presentation style of journal articles trom the tield of psychology. Similar to APA
style. | have blocked and indented all quotations longer than 40 words. [ have chosen to
single-space rather than double space these block quotations throughout my work
because I believe it is easier to read. However. I have chosen to do something unique in
my Research Results and Discussion chapters. | wanted to emphasize the words of the
student participants in my research. and thus their quotations appear in bold throughout
these two sections. The quotations of academics. institutions (e.g.. school boards). and

all other sources follow the traditional style of quotation (i.e.. they appear in plain font).
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Finally, [ have utilized some creative license and written much of my discussion
in the form of a school report card. [ thought it titting given the topic of my study

education for equity within the school system.
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Pretace

[ have included a preface in my thesis in order to provide two benefits to readers.
One benefit was to give readers a glimpse into the organizational structure ot my thesis.
However, the principal reason for this preface was to situate myself. as writer-researcher.
within the subject of my inquiry [ have done so by providing a brief personal historv. as
well as two personal statements. one explicating the values that inform my study. and

another explicating the motivations that drove it forward

On a Personal Note

[ believe that it is important to place the researcher within the context of his or her
own research. Researchers and writers are responsible for virtually every aspect of their
work. trom the philosophical choices they have made in regards to their research design
(e.g.. their personal ontology and epistemology inform their research relationship and
method of inquiry) to the choice of knowledge and criticism they do or do not cite. It is
insightful and valuable to the critical reader to understand the naturally biased. or
subjective. human being who made the decisions throughout the research and writing
process. The readers of this studv would benefit by understanding me as soon as
possible. and that is my rationale for writing a brief personal note at the beginning of my
thesis. rather than placing it somewhere in the middle (perhaps in the Research Process
section as it has been argued that. just as the questionnaire or experimental apparatus are
instruments of scientific study. so too the researcher is an instrument in her or his

research), or as most scientific writers do: not bother to write one at all. Whenever [ am a



reader | prefer to understand a little bit about the writer [ am reading before [ am
bombarded with or immersed in that person’s perspectives. attitudes, emotions. opinions,
beliets. biases. arguments, and observations. [n other words. as a reader [ appreciate the
courtesy of a greeting before walking through the door into the writer's world.

So here is my greeting to vou.

Who is the Researcher?

My name is Kevin Black. Currently. [ am a 27 year-old Community Psychology
student who also works in the Waterloo Region public school system as an educational
assistant (EA). | was an undergraduate student in 1994 when [ first began working in
local schools. At that time [ was serving in two different roles at two different schools:
volunteer English as a Second Language (ESL) tutor in a elementarv school and
mentor/"big brother™ to a senior public school student who wanted an older triend. In the
Spring of 1999 I began work as an EA. and | have continued this job through the 1999-
2000 school year. This job has provided me with opportunities to work in small groups
and one-to-one with students of various ages. abilities. ethnicities. socioeconomic classes.
and (not surprisingly) personal histories. [ began this job working in secondary schools.
but [ am currently placed in an elementary school. although I have done a short stint at an
alternative school for “at-risk™"/~at-hope™ students.

As far as my formal education goes. | went to three public schools — Grenoble
P.S.. Greenbriar S.P.S.. and Chinguacousy S.S. — each located within the same
lower/middle-class suburb of Brampton. Ontario where [ was raised. Upon graduating

high school in 1992. I moved to Waterloo to enter my first year of the Honours Bachelor
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of Business Administration (HBBA) program here at Wilfrid Laurier University (WLU).
After two years, I decided it was time to change to a program that [ could enjoy. and thus
[ switched from Business to Psychology and completed my Honours BA in 1996. Two
vears later [ was somewhat startled to tind myselt back on the WLU campus (and in the
Science Building of all places'). this time studying Community Psychology. Evidently [
must have completed my MA and graduated if vou are now reading my thesis. My career
ambition is to be working within the tield of education. but where. with whom. and in
what capacity [ cannot say with certainty And [ like it that way

Now. assuming that vou are tamiliar with European given names (and one of
Celtic origins in my case). vou will recognize that | am a man. What my surname may
obscure is my racial/ethnocultural heritage. This is actuallv a common issue with

. S . ~ . . .. . .
surnames in the West' for a variety of reasons such as mixed marriages. Anglicization ot

a family name upon immigration to North America. or receiving the ‘master’s’ Anglo-
Saxon patronvmic if vou were an enslaved African in the Americas Given the racist
culture of North America and the subject of my studv. the matter of my ethnocultural
heritage is more than an ordinary piece of demographic information. Because my gender,
race. and class are seen by most Canadians as important features of who [ am. they are
also crucial elements for contextualizing me within my research and the greater body of
inquiry and social theory to which I am contributing some small part. Thus. [ inform you
that [ am Canadian with an ethnic background that is European, specifically a diverse
blend of Anglo-Saxon cultures. Further to this. my ancestors are not particularly recent
immigrants to this country since both my mother and father’s families have been Ontario

citizens for many generations.

)



Knowing these two pieces of intormation, a question that could easily form in

anyone’s thoughts would be: “So why does a white man choose to study anti-racist/anti-

sexist education?’” The obvious implication of that question would be that racism and
sexism have nothing to do with me as a white man. other than making me the beneficiary
of a genetic lottery whereby | have the accumulated historical advantage derived from
being a privileged citizen within a covertly racist and sexist society.

I could write a whole paper in response to that question. Instead of doing so. [

hope that the tollowing two statements will sutfice.

Statement of My Underlyving Values

The values | espouse and practice are the same as those contained in the vision
statement of WLU’'s Community Psvchology program: empowerment. equality,
education. community. social justice. and the celebration of diversity These are the
values which drew me to the program and thus it is not surprising that these values are at
the foundational level of my thesis As you read on. [ think that it will become clear
where these values inform the motivation. rationale. objectives. process. and social

criticism that have been utilized in this research.

Statement of My Underlying Motivation

[ had several important experiences early in my life which have fed my
motivation for this research project. One was growing up in a single-parent family raised
by my mother alongside my (somewhat) younger sister. Throughout my childhood years

my mother made it an important piece of my early learning to show and tell me that there



was nothing a man could do that a woman could not, whether it be home renovation or
working in the corporate world. | would say that my sister has taken her lead and also
tollows this path. 1 know some of the sexism that both have faced in their lives. and [
recognize that their experiences are common to women.

[ count myself fortunate to have gone to a verv multicultural school where most of
my best triends growing up had skin colours difterent than my own. Of course [ know,
and have heard. racial slurs against the ethnocultural groups to which they claim
membership. [ have since learned of the systemic racism that can work against people
who look like my friends

When [ think back to my own public school experiences. | can remember
witnessing several gross examples of racist behaviour Often. the targets were Indian
(i.e.. voung children trom India. not the Aboriginal peoples of Canada®). although I can
recall events where Jewish and black people also taced discrimination. No school-wide
intervention was made during that time: perhaps someone trom within the svstem may
have intervened on an individual level with the students concerned. but that remains
unknown to myself. Moreover. when [ search my memories of general life experiences. |
do not have to look very tar to find examples of racist and sexist behaviour. The results
of these experiences were that. from a fairlv voung age. [ recognized that discrimination
existed and that it simply felt unjust.

[ think that institutions are a facet of Canadian society that play a large part in
perpetuating inequity. and that they could play a vital role in working towards ending
oppression in society. Furthermore. [ consider the most important institution in this

endeavour is the one charged with educating the young people of the future; I am. of



course, speaking of the school system. Whenever [ think of my education and how little |
learned about sexism and racism in school, how little I learned about cultural diversity.
how many human stories (i.e.. history) were lett untaught. and how few women and
multicultural role models [ was exposed to. | feel cheated. Thankfully I did not need to
rely on the school because the lessons [ learned outside of school from my friends.
mother. sister. and other role-models have stuck. If anyone were to say there was a
justification for sexism or racism. | know differently. But there is more than what people
know. there is what people do. In short. to know that we live and participate in a world
that both consciously and unconsciously accepts and supports inequity based on race and
gender can make me sad. but more usetully it can also make me angrv. | choose to direct
that motivation towards actions | hope will begin to make a change in this world. such as
anti-oppression education

When [ began this research project in February 1999. it was a social intervention
aimed directly at providing an anti-sexist/anti-racist educational experience within
schools and an evaluation of the same. One vear later. and after five months of working
on the research process within a local secondary school. this possibility was inalterably
halted for the 1999/2000 school vear Undaunted. [ changed the topic of my research to
one I could accomplish at a university setting. but that would still add valuable
information to the body of knowledge on critical pedagogy within the public school
system. Thus I conducted the research contained within this document and wrote
Understanding Equiny and Oppression from a Different Perspective: Students Evaluate

Their Education.



One of the prime motivations tor this thesis was to provide a well-written and
thoroughly documented piece of research that gave a critical response a point of view I
heard expressed within the school system: namely. that students are unable to evaluate
the school curriculum and make recommendations tor change. [ knew this to be untrue.
Students are daily immersed within the curriculum because they are its primary
consumers. Therefore | designed a research process that gave students an opportunity to
use the equity guidelines created by the Ontario Ministry of Education and Training
(MET) to evaluate their own education for equity Thus, this thesis is a rebuttal to
anyone who states that school boards have done all they can to ensure equity within the
curriculum. as well as those that believe students cannot evaluate their own education. |
hope this research provides more evidence exposing those point of views as mistaken and
unjust because | want to see a true education for equity within Canadian schools during

my litetime.

Thesis Orgunization
[ have organized my thesis into eight chapters. Each of the chapters that follow
have been further sub-divided into sections based on information that would be useful to
the reader. Each of these chapters are listed below. along with the questions I addressed
therein in anticipation of readers’ needs:
o Chapter One: Introduction — What is the topic and purpose of this study? What are
the social problems with which my study is concerned? What is the interrelationship

between education. democracy. and equity? What is critical pedagogy and anti-



oppression education? What are the aims of this form of pedagogy. and is it being
practiced in schools?

Chapter Two: Discrimination in Society and the School System - How do racism and
sexism reveal themselves in the curriculum?

Chapter Three: FEducation for FEquine - What is anti-racist and multicultural
education? What is anti-sexist. or teminist. education”

Chapter Four: Educarion for Equity in Oniario - What s the history (policv and
practice) of anti-oppression education in Ontario and what education for equity
initiatives are students likely to have been exposed to prior to arriving at university?
Chapter Five: Outline of Evaluation - What research problems were addressed by my
studv? What were the objectives and rationale of my study? What is its significance
compared to other research in the same field”

Chapter Six: Research Process — What was the research paradigm? What methods
and analyses were used? Who were the participants and how were they selected?
Was this research conducted in a credible and trustworthy manner? What were the
ethical considerations of this research process?

Chapter Seven: Research Findings — How did students define sexism. racism. and
equity? What was their quantitative and qualitative evaluation of their education for
equity? I[s the questionnaire a reliable and valid test instrument?

Chapter Eight: Discussion — What are my recommendations for action? What were

the limitations of this studv and directions for future research?



Chapter One: Education and Equity

In this chapter [ will present a brief outline of my study. including its purpose and
methodology. as well as surveying the problem of social inequity and its interrelation
with democracy and education. | will conclude with a discussion of exclusionary history.
because it is a specific instance of inequity in education and therefore a primary threat to

democracy

Introduction

Are Ontario students receiving an education for equity in school” This has been
the central question of my research for the past vear Bv “education for equity” | mean an
education that provides students with a critical language to identitv. understand. and
challenge acts of oppression. such as racism an sexism. in society

In 1993, a policy document entitled. Antiracism and ethnocultural equity in
school boards: Cruidelines for policy development and implementation. was created
through a partnership between the Ontario Ministry of Education and Training (MET)
and the Government of Ontario. This policy document was based on a report made in
1987 by the Provincial Advisory Committee on Race Relations that pertained to the
development of race and ethnocultural equity policy within school boards’. The 1993
document contained eight g¢uidelines for the creation of equitv policy and practice
{specificallv anti-racist) within school curricula. such as “the causes and patterns of
racism in Canada and the world are explored and challenged™ and “all students see

themselves as active participants in the curriculum™ (MET. p. 23). Dave Cooke. the New



Democratic Party government’'s Minister of Education and Training. stated in the preface
ot the 1993 policy document that its purpose was to “assist schools and school boards in
ensuring that the principles of antiracism and ethnocultural equity [were] observed
everywhere in Ontario’s school system™ (p. 2). Furthermore. he stated that “these
principles must apply to and have the full support of students. teachers. support staff,
school board trustees. administrators. and the community” (p. 2). However. many
stakeholders within the education svstem - teachers. administrators. and government
officials alike — would currently sav that the status quo is sufficient and that equity is
indeed being taught in the schools. nonetheless. there are still others (namely teachers and
academics who have an interest and knowledge regarding anti-oppression education) who
would say that much more remains to be done. Who is correct” [ believe that a fair and
valid reply to this debate requires listening to the voices ot an unheard stakeholder group:
students.

Thus [ sought to listen in two ways To begin. I wanted to know how students
understood inequity. therefore [ asked for their definitions of two forms of oppression —
sexism and racism - in addition to requesting their notions of equity [ assessed the depth
and breadth of these definitions to observe what students included and excluded trom
their definitions: in other words. to explore the boundaries of their thinking regarding
oppression. Secondly. [ asked students to evaluate the quality of their entire education
based on the visionary anti-oppression guidelines created. yet never enacted. by the MET.
The overarching question here was ‘How would students rate their own education in
terms of promoting and achieving the study of oppression and the experience of equity in

the classroom?”
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Problem Analysis

My research began with a concern that students graduate from secondary school
unprepared to address inequity in our societv (e g.. the home. workplace. community, or
social institutions, such as colleges and universities). [ suspected that many students
were uncertain of even how to define the problem; that they were untamiliar with terms
such as oppression. exploitation. status quo. and structural discrimination; that they were
theretore unable to recognize and label an oppressive action as such; and thus they would
be hindered in their ability to participate in the transtormation of the status quo from
injustice to equity.

Accepting the fact that svstemic sexism and racism are two oppressive forces that
exist in Canada both openly and covertly. then it logically follows that social institutions.
the schools being but one. are involved in the production and re-production of these
forms of oppression. My concerns with the Canadian education system are situated
within a much larger. global problem of inequity and oppression. which [ describe at

length below.

Education and Democracy
I agree with John Ralston Saul. a Euro-Canadian historian and philosopher, that
public education is “the single most important element in the maintenance of a
democratic system™ (1995, p. 115). Saul and many others have demonstrated that. as
democracy has been systematicallv weakened in Canada and other Western nations over
the past 20 years by the neo-colonial forces of transnational corporate capitalism. so too

the education system has been concomitantly and globally undermined (Saul. 1996;
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Heather-Jane Robertson. 1998. Noam Chomsky. 1997. Donaldo Macedo. 1994; Maude
Barlow & Robertson, 1994).

Popular participation in the creation of social policy is a threat to the position of
the élite according to the social critique of Noam Chomsky (1987). therefore making the
manufacture of consent. or hegemony. a necessary process for those persons in the

dominant socio-cultural classes (usually upper-middle ¢lass men of European heritage

within the West) to intluence and control the rest of society. The manufacture of consent
occurs through the repetitive presentation of a dominant ideology to the populace via
mainstream media sources (television. film. books. and newspapers) coupled with the
routine omission or derision of voices critical of said ideology. The result is that we have
widespread public ignorance of anything but the dominant ideology. thus assuring a
“private democracy” (David Sehr. 1997). or oligarchy. for those standing in dominant
positions within society  Sehr’s epithet is an ironic indictment of our society since a
private democracy is. by definition. no democracy at all. the distinct feature of this form
of governance is that it is "government by the people™ (Frederick C. Mish et al.. 1990, p.
338) - ull people - and not just those who hold ¢lite positions of influence. A democracy
becomes government by the people when all citizens have equal access and a strong
ability to participate in the decision-making that effects them on a dailv basis.

A democracy must necessarily be built upon the principle of equity: that is to say:
social justice. Equity is operationalized in society through the universal provision of high
quality social services (e.g. health care). respect and social status. as well as the fair
distribution of valued resources. such as employment income. housing, and access to

public discourse (i.e.. the media) and decision-making (i.e.. the government). These last



abilities, to participate in public discourse and decision-making, are enabled through
every citizen's receipt of a quality education wherein we are taught to understand.
critique, and evaluate our social world. The inability or ignorance of the majority to do
so is the natural outcome of mass media involvement in the manufacture of consent.
combined with school systems that promote the status quo rather than providing the tools
tor critical analysis and engagement with the reality of our surroundings (i.e.. the
violence ot colonialism and capitalism. whether it be racism. sexism. classism. or
corporate globalization). The fact is that as long as social ineouity endures and it is
supported by the dominant structures and systems within a nation (i.e.. school curricula.

mainstream media sources. and government policv). democracy does not exist.

Critical Pedugogy and Democracy

Public education is fundamental to a thriving and healthy democracy According
to critical pedagogues. such as Donaldo Macedo. a democratic education is one where
there is a recognition and integration of students’ socio-cultural experience within the
curriculum (1994). This allows for the creation of a meaningful learning experience for
both student and teacher. Macedo. an American critical educator. refers to this ability as
“reading the word to read the world.™ In Literacies of Power (1994). he envisioned a
democratic education system that served to strengthen national democracy. Namely. he
stated that there are two mutually occurring and mutuallv supportive places for
democracy: the school and the nation. Democratic education is taught through a process

of critical pedagogy. the kind of which was sparked around the English-speaking world



with the 1973 translation of Brazilian educator Paulo Freire’s classic text. Pedagogy of
the Oppressed.

Critical pedagogy is a dialogue between teachers and students where several
important abilities are strengthened. Students are taught to recognize, critique, and
challenge ideology. hegemony. and asvmmetric relationships (i.e.. relationships of overt
or covert domination). Moreover. this process must occur in a context where the diverse
voices of students from oppressed social groups are heard and appreciated. Explained in
vet another way. critical pedagogy is the recognition that the personal is political and the
political is personal: it is the identification and examination of the socio-cultural
dynamics that exist in society and work to oppress or promote certain groups based on
arbitrary distinctions created between people (e.g. skin colour. religion, gender,
sexuality. class). it is an answer to the problem ot an education svstem that is protoundlv

undemocratic

Challenges to Democracy
An overview of the issues of prime concern to critical pedagogues was listed most
succinctly by Euro-Canadian critical education theorist. Peter McLaren:

In general. [they] maintain that the cultural politics of the schools historically and
currently inculcate a meritocratic. professional ideology. rationalizing the knowledge
industry into class-divided tiers: reproduce inequality. racism. and sexism; and
fragment democratic social relations through an emphasis on competitiveness.
androcentrism. logocentrism. and cultural ethnocentrism (1995, p. 30).

In other words. all dominant and dominating assumptions operating within society (i.e.,

ideology) are fodder for critical pedagogues.



Exclusionary History

Critical pedagogues are especially concerned that the rewards ot education go to
those who renounce critical thinking. Macedo has argued that the winner in the present
education system is the person who uncritically accepts all information and misintormation
ted to her or him (1994). He further observed that misinformation is not always necessary
within the system as the so-called minority voice is rarely heard. This is because our
education system is based on a colonial model of education that ignores the ‘other’ and
tacitly supports oppression. A result of colonial education is the omission ot various cultural
facts. historical information, and post-colonial critical interpretation (George Sefa Dei. 1998;
Nancy Hoo Kong. 1996; James A Banks. 1991, Eric Wolf, 1982). The result can be
reterred to as exclusionary historv  Here. Hoo Kong provided her lived experience of
receiving a colonial education:

[ left grade three feeling as if | were living in a society which rendered me, a

Black person. as a non-contributing intruder. To make matters worse. [ was not

even aware that the experiences ot African Canadians in Upper Canada [ie..

Ontario] were being excluded... Without knowledge of [this] history or critical.

analytical skills. I was unable to challenge the messages | received.. by asking

questions, such as: Whose knowledge is being taught? Whose knowledge or
voices are being silenced? What issues are not being addressed? (1996, p. 60-61).

As Hoo Kong's personal story has shown. our colonial model of education results in the
inability to question and assess the history. and therefore the present. of the West. When
students are not systematically taught methods of critically investigating and evaluating the
everyday political events that occur in North America. then society incurs a growing number
of citizens who will suffer from “historical amnesia™ (Peter McLaren, p. 29). Most critical

education theorists say that this is already happening.

15



The fragmentation of history. Both the school system and the mass media are potent
sources of cultural hegemony that facilitate the “tragmentation of history” (Macedo, 1994).
both as history is presently occurring around the globe and as it is re-presented in schools.
The tragmentation ot history refers to a phenomenon whereby the popular media and other
dominant social institutions interpret and re-present current events through an exclusionary
context such that they appear as tragmentarv moments without any connection to history.

The experience that Hoo Kong related is an example of the fragmentation of history.

Namely, she was taught that. as an African Canadian. she belonged to a group ot people
who had made no contribution to Canadian society. Until the time when she recognized the

talsity of that teaching. the part of her identitv that she identitied as African Canadian was

without a history other than the present moment. thus. her ethnocultural history had been
detached. or fragmented. from its roots.

This mis-education manifests itselt’ within Canada in manv ways. most notably that
Canadian citizens are largely ignorant of the history ot domination and exploitation (e.g..
forced migration and immigration. slaverv or indentured servitude. cultural assimilation)
waged by European colonists against Aboriginal people and all other groups of non-
European immigrants to this country. So too. many Canadians are ignorant of a concurrent
historv of domination and exploitation waged against specific groups of European

immigrants (e.g.. Insh Catholics: people of Slavic and Mediterranean heritages) by other

groups of European immigrants (i.e.. British Protestants). Thus. it is not surprising that

many citizens are convinced. with the manipulative persuasion of the dominant mass media
sources. that anyone concerned with social justice. such as Aboriginal land claims or

Employment Equity. is a member of a ‘special interest” group and a justifiable target for



marginalization through the use of the disdaintul epithet. “politically correct.” It commonly
goes unexamined by the majority of mass media sources that neo-colonial transnational

corporations are the most dominant and politically influential special interest group in

=

existence at this time.

[n summary of this chapter. I presented the social justice arguments for linking
education. and specifically critical pedagogy. with the future achievement of democracy
Namely. if the school curriculum is not designed to enable students to be critical
consumers of information. government policy. and global events. then students are not
guaranteed the receipt of an education that enables them to be active participants in their
own democratic governance. In the subsequent chapter | discuss two specific issues of

inequity within Canada. that is sexism and racism. and situate them both within the

problems ot society and the school svstem.
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Chapter Two: Discrimination in Society and the School System

The forms of discrimination that exist within the walls of Canadian schools are as
varied as those that exist outside those same walls Indeed. officials within the Ontario
MET partially recognized this fact when they formally acknowledged the presence of
racism within the educational system (1993). However. no form of discrimination acts in
isolation; in reality they are complexly intertwined with each other. For example.
Roxana Ng has shown that both racism and sexism intersect with discrimination based on
social class. or classism (1989)*  So too. homophobia. ageism. and ableism are common
forms of discrimination that occur within human relationships. social structures and
systems. lnarguably. each of the forms of oppression mentioned above are important and
require proper rectification. but I wish it understood that [ did not rank racism and sexism
as ‘most important” when [ limited the scope of my thesis to those two social problems.
Moreover. I did not want to rank sexism or racism against each other. and thus | have
regularly switched the order that these two terms are presented throughout my thesis. My
concern was that maintaining a strict order throughout my writing (i.e.. racism and then
sexism. or sexism and then racism) would present a bias and possibly create an
impression in the reader’s mind of a preference or actual ordering in the social world that,
in my mind. does not exist. [ intend that my presentation and organization of those
critical terms reflects their intersection within human relationships. structures, and

svstems.
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With this understanding in mind, [ will proceed to examine both these forms of

oppression — together - as they occur within educational institutions.

Racism and Sexism in Sociery and the School System

Oppressive beliefs and practices, such as sexism and racism, remain important
problems in our country. As | noted earlier. the structural racism and sexism within our
schools simply mirrors the systemic inequities and injustices that exist in the wider
Canadian society This allegation was corroborated through my classroom experience
and conversations with teachers during my work as an educational assistant at three
schools within the Waterloo Region board of education. Further confirmation also exists
from research that has shown that the school curricula in North America is both
Eurocentric (George Seta Dei. 1998 Althea Prince. 1996 Nancy Hoo Kong. 1996: James
A. Banks. 1991) and patriarchal (Gaby Wetner. 1994 Jane Roland Martin. 1995; Jane
Gaskell et al.. 1989) where the consequence is historical bias and exclusion, factual
inaccuracy. and systemic oppression. This situation is worsened when the curricula is
then combined within the structurally discriminatory context of an education system that
denies social construction and insists that the curriculum is value-tfree and completely
objective (Peter McLaren. 1995). Just as the lack of critical pedagogy within schools
maintains the status quo and benefits the élite. so too does the lack of an anti-sexist/anti-
racist education.

The concept of race has been influenced by culture. religion. politics. economics.
science. and social factors over time (Paul Gordon Lauren. 1996). and consequently

racism has similarly been effected by these same social forces. Furthermore, the concept
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of gender with its attendant expression of oppression, sexism, could not escape these
shaping influences existent in society. In the section below | will briefly discuss the

implication of the assertion that race and gender are social constructions. What this

means is that, while they are both trequently used terms to which a common
understanding is shared between many people within all areas ot Western society and its

institutions. they do not exist outside of human relations. In other words. race and gender

only exist in language. and subsequently they have their own human history. [ will

discuss race and racism first, and then gender and sexism.

Uneritically Defining Racism and Sexism

Although there is disagreement. the history of race likelv dates to the 16" century.
although its present connotation was not created until the latter part of the 18" century
(Paul Gordon Lauren. 1996. Patrick Brantlinger. 1986. Ashley Montagu. 1965) Briefly.
race is the notion that physical traits (skin colour being the most obvious of these)
determine behavioural traits. While discrimination between social groups has existed for
most. if not all of recorded history. the justifications for prejudicial behaviour were based
in cultural arguments. rather than a beliet in biological differences: that is. until the latter
part of the 18" century when a pseudoscientific doctrine of race was put torward to
justify the slavery of African peoples in the Americas. That does not mean that the
human history of discrimination has not clearly shown that lighter-skinned people have
consistently been privileged over darker-skinned people across the globe: they have
(Lauren. 1996) It simply means that the discrimination and oppression that have existed

for thousands of vears was only in the past 200 vears cloaked in the scientist’s lab-coat of



“objectivity.” Today, the result is that many people believe race is a biological, rather
than a social. construct. Despite the divergent perceptions of the status quo and those that
challenge it, race is still a social force to be reckoned with. as is racism.

The word ‘racism’ was first used in 1936, Webster's Dictionary provides the
tollowing contemporary definition: racism is ~a belief that race is the primary
determinant of human traits and capacities and that racial differences produce an inherent
superiority of a particular race” (Frederick C Mish et al.. 1990, p. 969). In addition. this

example of defining racism also included a reference to racial prejudice and

discrimination. Dictionary detinitions such as this perpetuate the ideology of race by
neither verbally indicating nor visually emphasizing its social construction (e.g.. with
quotation marks) In fact. [ think that the dictionary has traditionally served the status
quo because it reproduces stale historical definitions of many critical terms (in particular.
sexism and racism) in a presentation that serves to disempower them. The traditional
dictionary certainly does not provide critical definitions that challenge the status quo
(John Ralston Saul. 1995). which can be seen by even a cursory comparison with
definitions provided tor the same words by critical theorists.

Before moving onward to that debate. [ first need to provide a discussion of the
word “sexism.” Sexism was first used in 1970. almost 33 vears after the first recorded use
of racism. Sexism was defined in Webster's Dictionary as “prejudice or discrimination
based on sex. especially discrimination against women™ (Mish et al.. 1990, p. 1079).
This definition of sexism further included “behaviour conditions or attitudes that foster

stereotypes of social roles based on sex™ (p. 1079).



It is worth noting that the dictionary definition of sexism specifically mentioned
tts history (i.e.. discrimination directed mainlv against women). whereas the detinition for
racism did not include any history As I stated earlier. the common dictionary is not a
radical document. and thus in terms of anti-oppression pedagogy it is an instrument of the
status quo. For example. while dictionary writers and editors are active participants in
social construction. their definitions do not mention the intricate interrelationship of
sexism and racism with culture. religion, politics. economics. science. and other social
tactors over time. That is the ditference between dictionary definitions of critical terms

and the definitions provided by critical theorists for the same words.

Criacally Defimng Sexism and Racism
Critical theorists are cognizant that the social construction of oppressive terms.
such as sexism and racism. can be used to “define. structure. and organize relations
between dominant and subordinate groups™ (Jean Leonard Elliott & Augie Fleras, 1992,
p. 334). and thus they seek to create terms that do not replicate oppression. but challenge
it instead. Consider two detinitions written by social critics. one for sexism and the other
for racism:

[Sexism] is a belief system based on the assumption that the physical differences
between males and females are so significant that they should determine virtually
all social and economic roles of men and women... Sexism is manifest in all
forms of behaviour from subtle gestures and language to exploitation and
oppression. and in all human institutions from the family to the multinational
corporation (Betty A. Reardon. as cited in Paula S Rothenberg. 1988).

[Racism is] a relatively complex and organized set of beliefs (ideology) that
asserts the natural superiority of one racial group over another both at institutional
and individual levels. As well as having an ideological component, racism
involves discriminatory practices that protect. sustain. or promote the power and
domination of the superordinate group (Elliott & Fleras. 1992, p. 335).



There are noteworthy similarities between these definitions. particularly in terms of their
authors’ recognition of the pervasiveness of these forms of oppression. in addition to the
listing of the overt and covert means of producing and reproducing social inequity. They
both specifically note the power of belief systems, or ideology. in human relations and its
ability to influence discriminatory practices that result in the oppression and exploitation
ot those groups deemed as inferior (e ¢.. women in the case of sexism).

The second definition is worthy of turther attention in that its authors” use of the
word “natural” when describing the essence of oppressive beliet svstems is reminiscent
of Roxana Ng's use of the term “commonsense sexism and racism™ (1995). Ng used this
term to describe “those unintentional and unconscious acts that result in the silencing.
exclusion. subordination. and exploitation of minority group members™ (p. 133). She is,
of course, referring to sexist and racist attitudes that are so pervasive within ourselves and
our culture that they appear to us as "normal ways of seeing. thinking. and acting™ (p.
133). Her observations of commonsense sexism and racism have led her to believe that
these forms of oppression are more than just structural. but systemic in nature. Given
that understanding, the argument can be made that important social institutions. and the
school system in particular. can play a large part in maintaining an oppressive status quo
or they can be a site of social transformation through the systematic provision of an anti-

oppression education.

Exclusionary History in the School System
One of the means of maintaining the oppressive forces that exist within the status

quo is through the exclusion of women and people from non-European cultures



throughout the dominant presentation and social construction of history. Exclusionary
history has been defined by Nancv Hoo Kong as:
the conscious and/or unconscious omission of historical perspectives that contflict
with Anglo-Canadian males’ interpretation and representation of past events and

people. as well as the omission of ethnic and racial groups trom history
textbooks (1996. p. 59).

As evidence. consider my personal examination ot the ‘critical” content of 22
contemporary grade 10 Canadian history textbooks™ The texts I investigated were those
included in Circular 14. the source of all learning materials (except English literature)
that have been approved by the Ontario MET for use by primary and secondary school
students. Circular 14 policy states that
the learning materials must be tree from racial. ethno-cultural, religious. regional,
gender-related, or aged-related bias. or bias based on disability, sexual

ortentation. socio-economic background. occupation. political atfiliation. or
membership in a specific group. or bias by omission (MET. 1999a)

Despite this statement of intention. critical education for equity is not served by these
texts. Specifically. I discovered through the course of my literature search that there was
no mention of racism or sexism as such in Canadian history. Events such as mandatory

residential schools for Aboriginal children. Japanese-Canadian internment during World

War Two. and the denial of personhood to all but white men until the 20" century were
each mentioned; however. in every case their presentation was without a critical
education interpretation. For instance. the term ‘racism’ never appeared in the various
historical descriptions of the Indian Act in Canada. nor was a discussion of racism
included in any text: so too. the word ‘sexism’ never appeared in the discussion of the
Suffragette movement’s struggle against 19%-20" century patriarchal domination.
Furthermore, neither of those terms were included in either the glossaries or indices of 22

of the latest Canadian History textbooks.



That being said. it is necessary to note that history is taught in more ways than in
a formal history class. Considering that so much ot our lives and learning are grounded
in our interpretation of past events, historv is actually being taught throughout every
academic discipline. Therefore. I insist that the exclusion of the terms ‘racism’ and
"sexism’ from the formal curricula impedes students and teachers trom engaging in an
anti-racist or anti-sexist education. Students are thus unable to critically retlect on actual
history through the class material they read. Specifically. while voung people may be
able to recognize an unjust situation when they read it or see it. the curricula does not
support the students” development of an ability to label it as "racist’ or “sexist.” This
latter skill is important in strengthening the ability to read the world. which is the main
purpose of a democratic education. Namely. reading the word (e g.. critical terms and
theory) can give every one of us a language to describe and define the problems of the
world. which is an important step towards transtorming it (Macedo. 1994).

A lengthy analysis of the commonsense racism and sexism within the policy and
practices of both the MET and Ontario schools will be presented in chapter five. In
concluding this chapter. [ reiterate that critical pedagogy is subverted when children and
vouth are denied the opportunity for authentic exposure to their history. culture. and lived
experience —~ as well as the history. culture, and the narrated experience of all other
peoples across the globe - throughout their education. Furthermore, [ assert that any
omission of cultural history is an instance of social injustice. Sexism and racism are but
two legacies of colonialism still alive throughout Canadian society and our education

system.



[n synopsis, the four sections of this chapter presented a discussion of sexism and
racism within society and the school system: a comparison of critical and uncritical
definitions of the terms, racism and sexism: and an explanation of exclusionary history
within the school system. In the following chapter | discuss three specific types of
educational initiatives designed to challenge sexist and racist oppression in society:

multicultural. anti-racist, and feminist educations.



Chapter Three: Education for Equity

Critical pedagogy is more than just a process of developing critical consciousness
(or conscientiza¢do as Paulo Freire put it). it requires the provision of critical content.
The critical content will depend on the interests of the educator in question. and may
tocus on gender. ethnicity. class. sexual orientation. or any other pattern of oppression
existent in society: it may also focus on the intersection of some or all of these oppressive
torms. In practice it has been most common to focus on one particular area of critical
content. which has lead to the creation of specific tvpes of critical education
interventions. [ will discuss the ditferent labels used to describe critical pedagogy. before

providing a description of the actual critical education initiatives themselves.

Labeling Crincal Education [nitiatives

Two specific types of educational interventions exist that are intended to
challenge racist discrimination’ multicultural education and anti-racist education. Anti-
sexist education is a word that is exceedingly rare in the critical pedagogy literature”, but
[ have chosen to use it throughout my writing because it creates a useful visual symmetry
with "anti-racist education’ that mirrors my belief in their mutual importance within
schools and society. References in critical pedagogy texts specifically regarding the
theory and action directed against sexism often use the terms “feminist education’ and
“feminist pedagogy.” so perhaps this term is preferred amongst educators in that
particular field. Of the three educational initiatives mentioned above. only anti-racist

education and anti-sexist education are forms of critical pedagogy: multicultural



education is not because it does not critically challenge oppression and exploitation
throughout society.

Anti-sexist education would theoretically be the same idea as anti-racist
education. but with an obvious focus on sexism instead of racism. That being said, the
proper teaching of one should result in the teaching ot'the other Namely. they both focus
on the prevention of discrimination through conscientization. or political education: they
view ideology and hegemony as targets for deconstruction; they practice inclusivity and
respect for student thought and life experience: and thev empower students by teaching
them how to recognize. critique. and challenge the various relationships of oppression
that exist throughout society. A thorough anti-racist pedagogy should give students the
critical tools to contest all other forms of discrimination including. but not limited to.
sexism. classism, and heterosexism. However. it’s practice in Canada has been critiqued
tor not providing any more than what its name promises (Goli Rezai-Rashti. 1995a); that
is. anti-racism focuses solely on racism. and intersections with other forms of oppression
are ignored.

Recognizing this limitation. some educators (and even the MET) have chosen to
use the umbrella term "anti-discrimination” because its inclusiveness does not focus on
one specific type of discrimination. | have chosen the label “anti-oppression education’
because I think it is a stronger articulation of exactly what social force is being
challenged by these educational initiatives. However. each has its own purpose in
distinct situations. and anti-racism would be an appropriate term to use when challenging

racism. just as anti-sexism befits an educational initiative that directly challenges sexism.



In addition to anti-oppression education [ have provided the inclusive label
"education for equity” to describe these types of critical pedagogical initiatives’. [ prefer
this term because it centres on the ideal and the motivation (i.e.. equity for all) rather than
focusing solely on the problem; and like "anti-oppression’ it also encompasses all types
of discrimination and not just one torm. [ interchange these terms throughout because it
ts important to know and remain mindful of the problem (i e.. oppression such as sexism

and racism) as well as the goal (i.e . equity).

Defining Equity

At this point in my literature review, it is worth briefly describing equity.
especially since [ will be providing student detinitions of this construct shortly Equity is
a word derived from the Latin, uequus. meaning “equal™ or “fair.” whose use dates back
to the [4" century (Frederick C Mish et al . 1990, p 421). One current definition is
“Justice according to natural law or right, specifically freedom from bias or favouritism™
(p. 421). It can also refer to a system of law that originated in England. or to the
ownership of property. In 1993, the Ontario Ministry ot Education and Training detined
equity as “equality of access and outcome™ (p. 43). which led to the creation of equity
programs that were “intended both to remedyv the effects of past discrimination and to
prevent inequities” (p. 43). Similarly. I equate equity with social justice, and thus its use
is entirely appropriate in the context of challenging oppression through anti-racist/anti-

sexist education.



Multicultural Education and Anti-racist Education
These two torms are often seen as two ditferent constructs within the tield of
education. The MET has detined multicultural education as:
An approach to education, including administrative policies and procedures.
curriculum, and learning activities. that recognizes the experiences and
contributions of diverse cultural groups. One of the aims of multicultural

education is to promote understanding of and respect for cultural and racial
diversity (1993, p. 43).

The Ministry then described anti-racist education as
An approach to education that integrates the perspectives of Aboriginal and racial
minority groups into an educational system and its practices. The aim of anti-
racist education is the elimination of racism in all its forms. Anti-racist education
seeks to identity and change educational practices. policies, and procedures that

toster racism. as well as racist attitudes and behaviour that underlie and reinforce
such policies and practices (1993, p 42).

Anti-racist education is seen by many critical educators as the more vigorous and
ettectual of the two forms of pedagouyv because it centres on the elimination of systemic
racism and the challenging of racist ideology as the means for reaching equity, while
multicultural education believes respect and understanding are achieved through sharing
knowledge and practices from all cultures. Anti-racist pedagogy is designed to help
students and educators identity. analyze. and challenge commonsense racism.
internalized colonial attitudes. and relationships of domination (Roxana Ng, 1995)
Multicultural education has no such intentions. and thus it has also been criticized for this
and other shortcomings. For example. multicultural education has been criticized for not

exploring the ways that racial/ethnocultural difference have been created through

ideology over time. Further to this. it has been critiqued for not addressing the social,
economic. and political effects of these perceived differences (Roxana Ng. Joyce

Scanton, and Pat Staton, 1995). In addition. multicultural education has historically been



marginalized within schools to the sole presentation of a “Multicultural Night' or other
such time-limited event. This serves to exoticize the multicultural “other™ because of the
event's marginal nature and its focus on such “commonsense’ and visible cultural details
as food and dress, as opposed to regular discussions across the school curricula of various
cultures’ values and belief systems. No doubt because of these criticisms. many earnest

practitioners of multicultural education also apply anti-racist education in tandem.

Femnist Education

The issues that concern the teminist educator are as multi-tacetted and diverse as
the various forms of teminism existent in society (e.g.. lesbian. black. eco-. radical.
spiritual, post-modern. humanist teminisms). Yet feminist education (or anti-sexist
education as [ have termed it throughout my work) is centred on three general dimensions
of feminism as expressed by Gaby Weiner: political. critical. and praxis-oriented (1994).
Specitically. feminism is intended to be political in that it creates a movement to improve
the situation and opportunities of females: it is critical in that it maintains a critique of the
dominant and dominating social attitudes. otherwise known as patriarchal ideology and
hegemony: and praxis-oriented in that it is “concerned with the development of more
ethical forms of professional and personal practice” (p. 8).

Similar to anti-racist theorv. feminism is also concerned with the intersection of
all forms of inequity. This was succinctly expressed by Jane Gaskell. Arlene McLaren.
and Myra Novogrodsky in their work. Cluiming an Education: Feminism and Canadian
Schooly:

[Feminism] is linked with redressing other inequalities. as a matter of theory.
because the persistence of one kind of inequality affects all forms of inequality,



and as a matter of practice, because we need a coalition of all those who oppose
that inequality (1989. p. 3).

They continue by stating that the varied manifestations of oppression are all gendered

experiences, and that understanding the intersections of social inequities aids in the

understanding of the issues individually. Namely. “examining the ways that differences
among women are based in systemic inequalities of other kinds helps us understand the

organization of women's experiences” (p 3)

Three contemporary concerns of feminist pedagogues have been described by

Kathleen Weiler (1991 see also Roxana Ng. 1995) They are:

* analyzing and contesting hierarchical refationships in society. and particularly the role
and authority of the teacher (often known as the "hidden curriculum’). specifically
where these relate to misogyny:

* the intellectual challenge ot the epistemology of experience. specifically a
philosophical argument that personal experience and teelings should be included as
valid forms of knowledge and truth (which contradicts patriarchal theories of
knowledge production); and.

* research and discussion into the question of human difference. especially the social

construction of concepts such as teminine. masculine. and sexuality.

Critcal Fducations
[n summary. both anti-sexism (or feminist pedagogy) and anti-racism are
matching forms of anti-oppression education with comparable objectives and rationales.
Their purpose is to challenge asymmetrical relationships of domination — between

individuals and within families. communities. institutions, and nations — through a
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process of critical conscientization. The long-term goal of all forms of anti-oppression
education is to achieve democracy outside the classroom by providing a democratic
education within the classroom that encourages and empowers students to challenge and
change the inequitable social structures and systems within society. As | mentioned
earlier. their ditferences lie in their primary foci - sexism or racism - but both practices
most certainly include a concern for all other forms of oppression beyond their stated
rason détre Lastly. all torms ot critical pedagogy are comparable to teminism in that
they all revolve upon a political. critical. and a praxis-oriented axis. In other words that
paraphrase the three authors of (luiming an Fiucatnon:

[Critical pedagogy] means inserting the concerns of [people] trom all walks of life

into policy and practice. ultimately reshaping the whole so that it better reflects

the experience of both men and women (Gaskell. McLaren & Novogrodsky.
1989, p 3).

[n summary of this chapter. I used three sections to discuss the terminology and
details of three specific types of critical educational initiatives designed to challenge
racist and sexist oppression in society. In the subsequent chapter | describe and critique
the history — both policy and practice — of anti-oppression education in Ontario through a
detailed examination of MET anti-discrimination policy. curricular documents. and a

local history of education for equity.



Chapter Four: Education for Equity in Ontario

Multicultural educational began a gradual process of institutionalization within
Canadian schools atter the creation of a national policy on multiculturalism in 1971°
Cight years later. in 1579, the Toronto Board of Education created its first equity policy
in an area known since that time as "race relations.” During the 1980s. numerous other
Ontario school boards began the development of similar equity policies. By 1993
however. only half of all Ontario school boards had such a policy (Goli Rezai-Rashti.
1995b). despite a 1992 amendment to the Ontario Education Act which stated that all
boards must develop and implement anti-racism and ethnocultural equity policies (MET.

1993). and notwithstanding that progress would supposedly be monitored by the MET to

ensure rapid compliance.

Problems i the Practice of Equity

A proposed criterion of Ontario equity policies was that students should believe
that their identities are properly represented and atfirmed by the school curricula (MET.
1993). While this has been included in some ethnocultural equity policies (but not that of
our local public school board). there have been some shortfalls in its implementation. For
example. although teachers are encouraged to utilize newly developed multicultural
books and educational material. one primarv school teacher learned that the African
Canadian children in his classroom still perceived the picture storybooks as stereotypical.
unrealistic. and ultimately harmful to their self-image (Andrew Allen, 1996). However,

one of the largest problems preventing the achievement of equity in schools today is that,



while a manifold of policies exist across Ontario, there is little in the way of
implementation plans (Rezai-Rashti. 1995b) The 1993 MET policy on ethnocultural
equity included directives and guidelines for the implementation of an anti-racist
education system, but, as | have already mentioned several times. this draft policy was
only envisioned, vet for lack of political will it has never been enacted.

The consequence ot a lack of systemic implementation are many For instance.
most movements toward an equitable curriculum occur as supplementary rather than
obligatory in the contemporary Canadian classroom (Althea Prince, 1996). thus ensuring
that these initiatives are marginalized within the school curriculum. Consider. for
example, Prince’s (1996) notion of “Have-Black-Historv-Month-Kit-will-travel.” as
experienced by her during her regular educational stopovers as she criss-crossed Ontario
during the month of Februarv’ She writes of Black Historyv Month as “The Great
Canadian Multicultural Mvth™ (p 167) which does not adequatelv challenge cultural

hegemony in our country  Enid Lee. an African Canadian critical educator. explains

why this is so:
One can organize a unity and diversity club and deal with cultural holidavs and
host a Multicultural Week and vet not deal with racism. [since the school] may

leave intact the Eurocentric curriculum which students consume daily (Lee. 1994,
p. 24).

[ would also add to Lee’s explanation that the school does not deal with sexism or the
patriarchal values and practices within the curriculum and pedagogy.

A reason for the distinct lack of systemic anti-oppression education practices in
the classroom is that the experience and application of critical pedagogy is not taught to
teachers during their training (Carol Tator and Frances Henrv. 1991). When Canadian

anti-racist or anti-sexist initiatives do occur. they are one-time professional development



seminars that last an average of one to two hours (Rezai-Rashti, 1995b). The
supplementary nature of anti-oppression teacher training supports the notion that it is a
pedagogical “add-on.” and this serves to turther marginalize these practices within the
consciousness of school staft and administrators.

Similarly, the race relations position is almost universally contractual and often
integrated with another position (Rezai-Rashti. 1995b). thus creating a perception of it as
being vet another -politicallv correct” ornament that can be dispensed with once the
political tashion changes. So it should not be surprising to discover that this position is
amony the first to be eliminated when budget cuts occur' Thus. education for equity
interventions will continue to be perceived by school system decision-makers as an
admirable. vet ultimately unnecessary. accessorv to a proper "back-to-basics’ education

tor as long as the commonsense racism that pervades the svstem remains unchallenged.

Problems with Anti-discrimination Policy

Alongside racism. commonsense sexism is another pervasive form of oppression
that is existent within the MET. school boards. and society. The 1993 MET anti-racist
policy briefly mentioned gender (but not sexism) when noting that the impact of racism is
greater when it intersects with other forms of discrimination. However. unlike anti-
racism and ethnocultural equity. Ontario schools are not required to have policies and
practices for gender relations or anti-sexism (Rezai-Rashti. 1995a). It could be argued
that anti-sexist policies have been instituted tangentially. but with a tocus on sex and
sexuality. as conceived in school board policies against sexual harassment and abuse.

Without situating these policies within a wider policy and plan to end systemic sexism in



schools, 1 view these initiatives as sexist in and of themselves because the sole
presentation of women within school board discourse is (implicitly) as sex objects.

To allay potential concerns that readers could develop regarding whether my
criticisms of the Ontario education system were tairly presented and researched. [
resolved to support my arguments by directing my concerns and questions to the Ontario
MET Thus. | wrote a letter to the Ministrv'' inquiring whether thev had a gender equity
policy that matched their 1993 policy on race and ethnocultural equity. in addition to
requesting information on all of their equity initiatives. | have paraphrased and re-printed
excerpts from the letter [ wrote. but not the letter | received: rather [ have provided
excerpts from the MET curricular documents that | was directed by their spokesperson to
read | have ensured anonymity for the MET spokesperson because this person currently
holds a position of authority and responsibility within the Ministry and therefore the
disclosure ot our correspondence within my thesis had the potential to cause harm. My
purpose in mentioning the letter was solely to reveal that the excerpts from the MET
documents that [ discuss below are the ones cited by the Ministry spokesperson in answer
to my query regarding their equity policv and practices. and as such [ have not
manipulated the discussion by targeting weak areas of MET policy. but rather [ have
focused on the entirety of the policies to which [ was directed.

[ began my letter with the following introduction: “I am interested in the policy
and implementation of anti-racism and anti-sexism initiatives within Ontario schools.” [
explained that my letter was a component of the research for my Master's thesis. and that
I wished to accurately represent whatever equity policy and initiatives were occurring in

Ontario schools. [ then asked my question: “I am aware of the 1993 Race Relations and



Ethnocultural Equity policy. Does a similar policy exist with regards to gender equity
and sexism. especially with a focus on the use of the school curriculum to challenge these
social problems?” To summarize. | was requesting information on anti-sexist and gender
equity policies and initiatives. particularly those relating to the school curriculum. The
response [ received answered my question in the affirmative. but was nevertheless quite
inadequate tn my opinion.

The MET letter stated that thev had a gender equity policy and that it was given in
the Ministry document entitled. Ontario Secondary Schools, Crade 9-12: Program and
Diploma Requirements, 1999 (OSS). which was provided with the MET's letter of reply.
The spokesperson cited the following excerpts trom Ministry policy:

The education system must be free trom discrimination and must provide all
students with a safe and secure environment:.

The implementation of anti-discrimination principles in education influences all
aspects of school lite.. it provides a school climate that encourages all students to
work to high standards. affirms the worth of all students. and helps them
strengthen their sense of identity and develop a positive self-image; and

[t requires schools to adopt measures to provide a safe environment for learning.
tree from harassment of all tvpes. violence and expressions of hate.

(MET. 1999b. p. 58)

This all reads like good policy. and while it has some laudatory parts. it also has
signiticant deficiencies. [ will describe each in turn.

Beyond the praiseworthy ideals expressed above, the only other commendable
piece of this policy is an imperative that administrators and teachers ensure school-
community interactions are reflective of “the diversity in the local community and the
wider society” (MET. 1999b. p. 38). This expectation is commendable because the MET
recognized the necessity of community involvement in school education; however, the

use of an unspecified (and therefore ambiguous) “diversity’ is somewhat problematic.
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Although diversity is a catchphrase in anti-discrimination education, | perceive a
problem with the use of an unidentified "diversitv’ in that it leaves the perception of
diversity to the beholder: is diversity referring to gender, ethnocultural heritage. class. or
sexual orientation?; or is it perhaps referring to the diversity of vocations or academic
specialties within a communitv”? Likely it is more of the former than the latter. but its
ambiguity opens a loophale tor teachers and administrators who are unwilling or believe
themselves unable to provide an anti-oppression education in their classroom. Another
loophole was contained in a paragraph directed at explicating the implementation of
antidiscrimination education within the curriculum, wherein it was stated that “teachers
will base their [program planning] decisions on the needs and abilities of students. taking
into consideration their students’ abilities. backgrounds. interests. and learning styles”
(MET. 1999b. p. 58). Yet another vaguely worded expectation. what level of ability.
"background.” interest. or learning style is required by students in a classroom before they
are deemed ready to participate in an education for equity”?

Before further highlighting specific problems [ have found with this policy. [ need
to clear up a misconception that was made by the spokesperson in the letter Namely, it
was stated that the MET had an official gender equity policy, but the OSS document
contained only a policy entitled. Amticdiscrimination Education. and thus no formal policy
exists at this time that is specifically directed at the social problem of sexism and gender
equity (nor is there a specific policy directed at anti-racism or any other form of
oppression). nor. | must add. does the aforementioned policy mention or imply the
existence of any social problems or even include the words sexism. racism, classism. or

heterosexism. The result is that the reader is left feeling confident that the MET is



working “to ensure that all students have an equal opportunity to achieve their full
potential” (MET. 1999b. p. 58)'*. vet there is ample reason to believe that this is not
occurring in practice.

As [ noted above, this section of the OSS document does not mention nor describe
any of the forms in which oppression is expressed within society (e.g.. sexism or racism).
Furthermore. it only lists the Ministry’s zero-tolerance policy for overt forms of
discrimination (i.e.. “violence and expressions of hate”. MET. 1999b, p. 38). thereby
neglecting to inform the reader about any prevalent torms of covert and subtle
discrimination. such as exclusionary history. The MET does declare that “the
implementation of antidiscrimination principles in education intluences all aspects of
school life” (emphasis added: p. 58). but what exactly these principles may be is yet
another omission  Furthermore. the practices. principles. and promises in this section are
more reminiscent of multicultural education than anti-racist education. as the following
excerpt attests:

schools should work to create an inclusive learning environment in which the

school’s physical appearance and the schedule of activities of the school

acknowledges and reflect the diversity within the school system and the wider

society...for example. through pictures. posters. and decorations for cultural
events (p. 58).

This is a case of multicultural education posing as anti-racist education (I should actually
say. "antidiscrimination education’: the word racism never appears in this section: one
might think from reading this document that racism does not exist. at least not in our
province). It is also impossible to see what these passages. especially the one cited

above. have to do with gender equity since gender-related words (e.g.. girl, boy. male

female, women, and men) never actually appear. Neither do ‘sexism.” ‘feminism.’

‘patriarchy.’ “oppression’ or even “equity.” and that is the crux of my primary criticism:
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the MET has not acknowledged the presence of the social problems that create a need for
antidiscrimination education. Canada’s history of oppression is erased as Ministry
officials paint with words a portrait of equal opportunity. fairness, atfirmation. and
“positive self-image” (p.58). Thus. the OSS document is problematic because it provides
the school system with a flawless image by excluding trom discussion such problems as
sexism and racism. The exorcism of the above issues from national and local discourse
inhibits individuals and the nation from owning the negative  history - and present-day
reality ~ of colonial oppression. assimilation. and exploitation upon which much of
Canada was built and continues to function. [ believe that we will consequently continue
to be haunted by our past because ot our refusal to come to (critical) terms with it

The consequence of the accumulated omissions and misinformation contained
within both the MET letter and the Antidiscrimination Education policy is mis-education
and misdirection for lay reader and educator alike. [n conclusion. | state that there is no
unequivocal evidence to suggest that anti-sexist and anti-racist education is a priority for
the MET. not only because critical education initiatives were not named or included in
any way within the OSS document. but more tellingly because the placement of
Antidiscrimination Education reveals its overall lack of importance within the Ministry:
page 58. section 7.13: the [3™ section out of 16 in the second last section of this 63-page

document. placed between Special Education and Technology in Education.

A Crincal Curriculum?
Having thus described and critiqued the latest MET anti-discrimination policy that

was included with the Ministry letter replying to my equity policy and practice queries. [
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will move on to discuss and critique the MET's stated anti-discrimination expectations
expressed within the most recent (i.e.. 1999) curriculum documents. The MET has stated
that anti-discrimination learning expectations were included in the curriculum documents
"where most appropriate.” Judging trom the examples cited in the letter, the only
appropriate places for critical pedagogy within the school curriculum are located in the
tenth grade. [ say this because the three courses listed in the letter (i.e.. Canadian
History. Civics. and Media Arts; each mandatory for graduation except for the last) were
within two academic areas of study within this grade: Canadian and World Studies and
the Arts. The MET does not mention any anti-discrimination educational expectations in
subjects such as math or science preciselv because at present there are none.

Due to the elimination of the tifth vear of secondarv school in Ontario after the
2002-03 schoot year. new grade 9 and 10 curricula have been created. The new curricula
tor all grade 10 courses. including the three cited in the MET letter. will be introduced
into the classroom by September 2000 Thus. having never been taught in their new
torm. there is nothing to evaluate these courses by other than the discourse contained in
the Omtario Curriculum: Grades 9 and 10 documents (MET. 1999b. 1999¢. 1999d.
1999¢. 19991). Moreover. at the time of my writing this document. the new curricula for
grades 11 and 12 were not published. and therefore [ could not evaluate them. Until
2001-02. the old curricula (Ministry of Education'* (MOE). 1987. 1986) are in effect for
the two senior grades.

The MET provided two instances of anti-discrimination education included in
grade 10 Canadian History. The excerpts provided in the letter — and which I have cited

below — were taken verbatim from the Academic® stream of the Canadian and world



studies document (MET., 1999c). Thev were “an evaluation of the contributions to
Canadian societv by its regional. linguistic. ethnocultural, and religious communities
(e.g.. Aboriginal nations, Franco-Ontarians. Métis. Doukhobors. Black Canadians)” (p.
28) and an expectation to “assess the contributions of the women’s movement (e g..
suffrage. access to emplovment, equal pay for work of equal value) ...to Canadian
history™ (p. 32). The only dittference between the Academic and Applied streams for this
course would be that students in the Applied course “describe™ (p. 38) rather than
evaluate in the former example. and “summarize™ (p. 42) rather than assess in the latter.
Whereas the previous curriculum was lengthier and included more detail regarding each
historv topic. time allotment per topic. sample teaching strategies and formative
evaluations (MOE. 1987, 1986). the new curriculum omitted these Consequently. |
cannot ascertain with greater specificity what the actual ditferences between the
Academic and Applied streams may prove to be bevond the variance in educational
expectations noted above.

The second subject where anti-discrimination education is expected to occur is in
the grade 10 Media Arts course. Specifically. the MET spokesperson directed me to note
that. during a curriculum strand entitled Function of Media Art, “students are expected to
identify and explain.._how media artworks affect perceptions of identity (e.g.. ethnic
group. regional/provincial/national identity. religious atfiliation. philosophical identity)”
(MET. 1999f. p. 35). A related topic. media studies. may offer some insight into the
curriculum as well. Media studies is one of four strands within the English curriculum,
and the only strand to explicitly state the importance of students developing critical

thinking skills to assist them in understanding and interpreting the “pervasive influence”



of the media (MET. 1999d. p. 7). Nevertheless, the paragraph describing media studies
ends with the declaration that “students should be encouraged to appreciate the media as
sources of personal information and pleasure”™ (p. 7). and this is somewhat contradictory
to the previous promise to assist in the development of critical thinking abilities.

The final example of anti-discrimination education within the curriculum is the
Civics course. which has never been taught betore in Ontario prior to September 2000
Again. | was directed to the text of the new Canadian and World Studies curriculum.
wherein it is stated that. during a unit on active citizenship. students will be expected to
“research and describe how family. gender. ethnicity. class. nationality. and/or
institutional attiliation may atfect one’s abilitv to participate [in our society]” (MET,
1999¢. p 52) The MET spokesperson then told me that students in this mandatory
course will also be expected to “identitV similarities and differences in the ways power is
distributed in groups. societies, and cultures to meet human needs and resolve conflicts™
(p. 48), although the letter neglected to inform me that the examples cited in the
curriculum include only family. classrooms. and municipalities. without mentioning the
way ‘power is shared at the provincial. national. or global level Moreover. this
curriculum expectation neglected to mention the ways power distribution can cause
conflict and fail to meet human need. This is a case of presenting only a positive spin on
the study of ‘power’ distribution throughout society: and this is a universal criticism that I
have with the Ontario curriculum.

Having said that. there are indeed many positive features of the new curriculum.
particularly in Canadian and World Studies, that were not noted by the MET in the letter.

[ will present several excerpts from the Ontario Curriculum: Grades 9 and 10: Canadian
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and World Studies (MET, 1999c¢) to give a context for the discussion to follow. | begin
with an excerpt trom the introduction to this document. which the MET used to locate
this subject within the entire curriculum; I then provide excerpts related to educational
outcomes and teaching approaches. and finally conclude with two quotations regarding
specific strands of the Canadian History course The excerpts are as follows:

An important goal of the Canadian and world studies program is to help students
develop the knowledge. skills. and values they need to become responsible
citizens and informed participants in the twenty-first century (p. 2).

The study of economics. geography. history. law. and politics is not a matter of
memorizing a series of facts. Rather it teaches students to assess how events.
ideas. and values affect society (p. 3).

Students learn best when they are engaged in a variety of ways of learning.
Geography and history lend themselves to a wide range of approaches in that they
encourage students to research. think critically. work cooperatively. discuss
relevant issues. and make decisions about significant human concerns (p. 4);

History consists of stories. Through the narrative of historv we hear and see the
people. events, emotions. struggles. and challenges that produced the present and
that will shape the future Such knowledge teaches us that our particular
accomplishments are not unique — an important lesson in a world in which the
forces of globalization are drawing people of ditferent cultures closer together (p.

25). and.
The study of.. social structures considers the relationships among ordinary people
in society. gender roles. torms of work. leisure activities. and the interaction

between majorities and minorities... .the study of political structures looks at the
distribution of power [and] political participation (p. 26).

Viewing these MET statements in a holistic manner as [ have placed them, it seems that.
more than ever before. the curriculum is open to critical pedagogy. and specifically anti-
racist/anti-sexist education. The MET has briefly described a relationship between
education and such critical concepts and skills as values. democracy. and the abilitv to
think critically and work cooperativelv. The MET has also acknowledged. albeit
implicitly. the nature of social construction in history via narrative story-making.

Furthermore. the curriculum specifications for Canadian History provide a multicultural

45



wealth of events, people, and contributions that is reflective of the diverse social groups
in our society. The English curriculum provides the same appreciation of the
multicultural wealth of our nation, but they are given in the form of suggested readings
rather than expectations. This is so because the head of each English department is
responsible for choosing the literature for their school. The MET only provides
guidelines tor decision-making. they do not mandate any particular readings or texts for
any course in any subject area.

Having lauded the MET for their multicultural education expectations and
potential openness to critical pedagogy. [ have some pointed criticisms as well. Although
I was genuinely pleased with the bulk of the curricular material | evaluated. [ must
remark that these praiseful statements were only relevant to two courses of study within

the so-called Humanities: English and Canadian and World Studies. Having reviewed

the grade 9 and 10 curricular materials newly available this vear. [ feel confident that mv
commendations could not be directed anvwhere else within the entire secondarv school
curriculum'®

Once more. there is no mention of any critical terms within any of new
curriculum material: the words racism. sexism. feminism. colonialism. patriarchy. or
oppression never once appear. The previous curricula materials mentioned racism once
and colonialism twice (MOE. 1987). but both these references were for courses other
than Canadian history (MOE. 1986). Specifically. these critical terms were used in the
Twentieth Century World History and American History (which mentioned colonialism,
but not racism). Discrimination only appears once in the new material, and that is in the

form of a definition for “antidiscriminatory language™ (MET. 1999d. p. 50) located
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within the glossary of the English curriculum. The terms racism and colonialism do not

even appear in the curricular material tor the multidisciplinary Native Studies program

(MET. [999e) which, given the destructive assimilationist history of this country, would
seem an obvious place for an anti-racist discussion. It did not make a difterence that in
1993 the MET acknowledged and described the tollowing critical terms for use in the
curricula: Eurocentrism, exclusionarv history. bias. systemic discrimination. and social
justice (1993, p. 42-44); six years later and the MET appears to have sutfered its own
version of historical fragmentation as the new curricular materials are weaker than those
that had come betore (e.g.. compare the glossaries ot MET. 1993 with METa-f. 1999)
The lack of critical terms within the new curricular materials is evidence that the
school system is not stronglv focused on providing an anti-sexist/anti-racist education for
students and society. Although | mentioned earlier that critical thinking was emphasized
by the MET as a purpose of Canadian and world studies. and furthermore that the
description of the curricular materials lends itself to critical pedagogy. I explicitly state:
the new materials are not directed at providing an education that is critical of oppression.
[t is precisely this unwillingness by the MET to provide the critical educational tools for
students and teachers to activelv engage with the inequity and oppression of the Canadian
status quo that is the single greatest tlaw of the new curricular material. While there is
the space for critical pedagogy to occur. there is no expectation that it should. Thus. the
story remains the same: only teachers that are already interested and knowledgeable
about critical pedagogy will shape the curricula to provide opportunities for students to

participate in an education for equity within the classroom: teachers who are uneducated
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about critical pedagogy. unsure or unwilling to teach anti-sexism/anti-racism will not do
SO.

Nothing substantial has changed with the advent of the new curricular
expectations. Anti-oppression education was not systemically provided betore the new
materials were created: it has always been the work of interested and knowledgeable
teachers. The previous curricula had sutticient loopholes (e.g.. teach 3 out of 3 units, see
MOE. 1986, 1987) that teachers who were unsure or unwilling to teach anti-sexist/anti-
racist education, much less multicultural education. did not have to. Whether or not this
is a relevant concern today remains to be seen. Nevertheless. the contemporary
classroom texts do not support an anti-oppression education. and even if texts did exist in
Ontario that were supportive of a critical education. budgetary restrictions are currently
hindering the purchase of any new curricular materials. This is an additional difficulty
tor the teacher intent on providing an education for equity

Given the current lack of structural support combined with systemic incognizance
and mis-education among teachers and administrators (as it is among most Canadians). is
there much reason to believe that the present educational outcomes will improve and that
the Ministry’s most basic "anti-discrimination” (i.e.. multicultural) education expectations

will systematically be achieved?

Education for Equity in Waterloo Region
Below is a description and critique of the actions being taken by the local public
school board to fulfill their promise of equity in education. [ have included this section to

provide the reader with a contextualizing example of the school setting and educational
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environment that students commonly experience. It is important to remember that this is
only one southern Ontario school board. and that others may ditter somewhat across the
province. However. there is a sayving that is appropriate when comparing the history of
school boards with that of the MET: “the fruit doesn't fall very far from the tree.” As I
shall show vou. the criticisms directed at the MET are much the same as those directed at

local schools within this particular board of education.

Policy

Waterloo Region was one of the localities where its school boards followed the
lead of the Toronto Board of Education and began drafting equity policy during the
1980s. The Race Relations Committee of Education for Waterloo Region was formed in
1985 in response to the growing ethnocultural diversity within the Region. As the name
suggests. the purpose of this committee was to develop board-wide policies for race and
ethnocultural relations. This resulted in a policy statement on anti-discrimination and
anti-harassment (Waterloo Region District School Board (WRDSB). 1997. p. 1005) that
was firmly grounded in the legal responsibilities stated within the 1990 Ontario Human
Rights Code This policy statement on anti-discrimination and anti-harassment served as
the toundation for references to racial and sexual harassment or discrimination contained
in three other areas of board policy: “expectations regarding learning and student
behaviour™ (p. 6000). “statement of non-tolerance.” and “student bullying and/or
harassment™ (p. 5035). In essence. the school board’s pledge for anti-discrimination and

anti-harassment within the education system is expressed in the following commitments:
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¢ To provide everyone with a respecttul learning and working environment free from
discrimination and harassment:
e To take actions that will ensure “an educational system free from discrimination and
harassment™ (p. 1005); and.

* A refusal to tolerate discrimination or harassment from anvone.

These commitments are virtually identical to those expressed in MET policy (see the
OSS document. 1999b, p. 58). The preamble to the board policy on student bullying and
harassment recognized that harassment is rarely “easilv observed. recognized and
labeled™ (p. 5035) because it may be covert. subtle. sub-conscious. or appear normal.
However. while the policy illustrated 11 instances of racist behaviour and 13 examples of
sexual discrimination or harassment. each of these cases characterized overt behaviours.
This severely cripples its utility in serving to increase the ease of observing. recognizing,
and labeling subtle forms of discrimination  For instance. Nancy Hoo Kong's detinition
of exclusionary history (1996) conceptually tits within this policv statement in several
places. but recognition of exclusionary historv or hegemony within the curriculum is not
explicitly included in the board’s policy Moreover. a pamphlet entitled Let s understand
racial, religious and ethnocultural harassment stated that the WRDSB would utilize the
curriculum to “promote racial and ethnocultural harmony through a process of review.
development. and implementation™ (Waterloo County Board of Education'’ (WCBE),
1993). but the actual word “curriculum’ is only mentioned once in WRDSB policy. and
its active role in the prevention or acceptance of inequity is neither described nor

contextualized. This solitary reference to the curriculum is merely mentioned within a



list of areas wherein the board expressed its commitment to the principles of anti-
discrimination (p. 5045); thus it has never received the attention it deserves.

Another drawback to board policy related to equity is that sexism is not
recognized to the same degree as racism and ethnocultural discrimination. Furthermore,
the focus is not upon sexism or gender inequity. but rather harassment of a sexual nature
As noted in the previous section. this is an ironic instance of sexism in itself. in that the
policy retlects society’s sexual objectification of women: the emphasis is entirely upon
overt sexual harassment while remaining silent with regards to sexism in all its subtle

forms.

Practice

Although a regional implementation plan was never created to achieve the equity
goals stated in its board policy. each school was given the task of creating a multicultural
or anti-racist education plan. While some local schools have a teacher with a strong
interest in equity who is empowered within the system to lead equity-based projects.
many schools do not The goal of equity within schools was further crippled in 1996
when the school board eliminated the position of Human Resources Officer involved with
race and ethnocultural relations. arguing that the issue of inequity had been effectively
addressed.

Nonetheless. the work does continue. albeit slowly and unsystematically. A
group of local secondary school teachers. each committed to the principles of anti-
oppression education. created a resource document in 1996 entitied Shared Human

Experience (WCBE). This work was designed for English and Drama departments
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wishing to expand their curriculum content in terms of diverse human experience (e.g.,

gender, race, culture, faith, age. ability. and sexual orientation). It served this purpose

through the provision ot sample curriculum units. annotated resource lists of diverse print
and video materials. and anti-oppression teaching strategies. This was supported by a
strong rationale for anti-racist education. in addition to a description of potenual
outcomes and sample performance indicators for this form of critical pedagogy. While
this thoroughly researched and well-written document is a potentially valuable resource
for this community, its power tor inequity prevention was diminished because its
utilization was only ever optional in Waterloo Region (in fact. most copies still reside in a
cardboard box in the English department of a local secondary school).

WRDSB has provided race and ethnocultural training for interested teachers
aimed at promoting awareness of existing bias within the educational system. providing
teaching methods for addressing this bias. and exposing teachers to new muiticultural
educational material.  Although the main vehicle for equitv in schools is through
multicultural education. anti-racism is taught to students (e.¢.. in the form of assemblies
or teaching the school board’s anti-discrimination policy). but this is only a board-wide
response to overt examples of discriminatory behaviour (e.g.. what to do in the event of
name-calling or racially motivated violence). Subtle vet commonly seen examples of this
torm of education within the secondary school environment are posters and stickers with
slogans. such as “Hate Hurts™ and “Say No to Racism.™ [n addition. the catalogue of
books and videos dealing with overt racism is quite lengthy (i.e.. over 100 items) in this
Region. although much is directed at primary school-age children. The same magnitude

of anti-oppression materials within schools does not exist for sexism In fact. the only



initiative directed solely at challenging sexism is PROWIS (Promoting Women in
Science), which is an initiative for select female students that rightly promotes science
and mathematics as viable career opportunities.

Finally, there are three local student-teacher equity initiatives that occur in local
secondary schools: the annual teacher-student seminar on the Holocaust provided by the
Waterloo County Holocaust Education Committee; various {/nity and Diversity groups;
and the Student Race Relations Equiry Leadership Camp  To begin. some secondary
schools have a {/nity and Diversity club (or an Equity Group) which is composed of a
small group of interested students and one or more teachers The actions of groups such
as these are unique to the school where the group is situated. but they may include
leading an annual multicultural show: hosting a race relations conference for vounger
students; drama workshops on topics such as racism. equity. and bullving: in addition to
ad hoc involvement in race relations during the school vear. The Studenr Race
Relutions Equity Leadership Camp is an event that occurs in partnership between the
public and separate school boards. The camp has been a voluntary project occurring
every October for the past ten years with six to eight students per school in attendance for
a total ot 60-80 students overall.

Whenever students participate in an equity initiative within their school, whether
it is a club or a camp. the primary drawback to this method of conscientization is the
small level of enrolment (i.e.. usually less than 12 students) This is because the student
participants are both teacher-selected and self-selected based on their level of
commitment and interest in the issue of equity. Thus. the problem of inequity is never

fully and systematically contested since neither sexism nor racism are systematically



addressed as they occur in the curricula and society at large. Any work that is done in
these areas is entirely based on the etforts of individual teachers and not on a region-

wide. province-wide. or nation-wide initiative.

[n brief. the two main sections of this chapter contained both a description and a
critique of the history (in terms of equitv policy and practice) of anti-oppression
education in Ontario. The next chapter outlines the objectives. rationale, and signiticance

of my study.
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Chapter Five: Outline of Evaluation

In this brief chapter I begin by providing a summary of my perceived limitations
of existing literature on the subject of critical pedagogy This discussion creates a
discursive framework for the remainder of this chapter. wherein [ sketch an outline of my
evaluation by stating the objectives and rationale. as well as describing its relevance to
community psychology and its relation to other research in the field of critical pedagogy.

Limuations of the Literature

Critical education theorists and practitioners ot critical pedagogy have noted that
there are as vet no universally accepted definitions for critical pedagogy or anti-racist and
teminist educations. neither are there uniform guidelines for the practice of the same
(Roxana Ng. Pat Staton & Jovce Scavne. 1995, Goli Rezai-Rashti. 1995) Five vears
ago. the essential problems of the theory and practice of critical education were clearly.
concisely. and humbly articulated by Yvonna S. Lincoln:

There is still no critical pedagogy in place. and we have only an unclear and

inadequate idea of how to educate democratically... we still do not know how to

educate teachers for resistance and voice.. we have only begun to uncover the

forms and structures of oppression and violence that characterize [North]

American life. especiallv schooling. We have only imagined “communities of

difference™. we don’t vet know how to make them real identities. nor do we have
much practice at living them productively and with grace (1995, p. viii-ix).

Although critical pedagogy is approaching 30 vears of age in the English-speaking
world'®, Lincoln’s honest assessment revealed it as an academic discipline still in its
vouth. In academic-speak. critical pedagogy is without a paradigm: nonetheless. growth
and progress continue all the time. In fact. the greatest amount of sophisticated

theoretical activity regarding critical pedagogy has arguably occurred duning the past
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decade. For instance. it was in 1995 that the first writings were published that examined
the intersections of racism, sexism. and critical pedagogy (compiled and edited by Ng et
al.); certainly. analyses of the intricate interrelationships between multiple forms of
oppression only began during the 1990s. This being the case. there are several limitations
within the field of critical pedagogy that were retlected in myv literature review [ have
noted these below.

My primary concern in regard to my research was that there were no
contemporary critical analyses for the tollowing three areas ot education in Ontario’ the
new “common curriculum’, school board and MET equityv policy: and current textbooks
available on Circular 14. The lone Canadian articles within the latter area were in the
form of textbook critiques. but the few that did exist were long-since outdated (e.g..
James Walker. 1983). The result has been a noticeable lack of Ontario (or Canadian)
svstemic evaluations of the implementation ot anti-oppression (e.g.. anti-racist and
ethnocuitural equity) educational initiatives for me to cite in my literature review. This
revealed a need for documented critical evaluations regarding the implementation of anti-
oppression principles. practices. and content in Ontario textbooks. school board policy.
and curriculum expectations However. | certainly accede that the current wave of
educational reform in Ontario has likelv delaved the feasibilitv of critical evaluations for
several years. Nonetheless, the result was that. without documentation in these three
fundamental areas of education. I needed to provide my own critical analyses on these
topics.

A related concern was that much of the information and interpretation presented

within my thesis as the history and critique of Ontario education for equity was offered as



personal communications (i.e.. letters. e-mail, and conversation) between myself,
teachers, board staff. and administrators - all of whom remained anonymous in my work.
[t is indeed unfortunate for my work that the private conversations held within schools
regarding anti-oppression education cannot be evaluated and compared alongside the
public discourse of school boards and the MET. The reason for anonymity and
contidentiality is that most of these conversations occurred, either explicitly or implicitly,
‘oft the record.” For instance. one individual directly asked to forgo any form of
acknowledgment within my thesis because providing criticism created a personal concern
for potential occupational repercussions. Indeed. anti-racist/anti-sexist practitioner. Goli
Rezai-Rashti. disclosed a similar problem that commonly faces anti-oppression educators
working within the school system:
The overwhelming weight of institutionalized bureaucratic practices restrained
[critical educators. e.g. those who sat on the 1987 Provincial Advisory
Committee on Race Relations'’] from openly criticizing their own organizations
[i.e. the MET and school boards] tor the slow progress attained so far. These
practices also restricted them from pushing for more radical changes of the

current multicultural policies. which they could only afford to criticize in a
lukewarm manner (1995b. p. 9).

Thus. any un-referenced evidence or conclusions (often beginning with my writing the
words. “I believe™) are based on personal conversations. and are consequently without the
weight of a published academic article to support their authenticity. This has left the
reader with the problem of personally assessing the verity of some of my evidence and
conclusions.

However. this is not only a problem faced by myself, but by most educators
searching for ways to enact critical pedagogy within the classroom setting. My
experience with reading various works in the field of critical pedagogy was that they

were more often excessively theoretical and rarely empirical or practical. For example,
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critical theorists, such as Henry Giroux and Peter McLaren. have carved academic niches
for themselves wherein they are positioned as the leaders of the discourse on critical
pedagogy. When acting in the role of cultural critics. thev have created a position where
they are free to write without burden of proof that. “as twentieth centurv capitalism gave
rise to mass advertising and its attendant gospel ot unending consumerism. all spheres of
social existence were now informed. by the newlv charged rationality of advanced
industrial capitalism™ (Giroux. 1988, p. 77). or “there is a vearning for a daily apocalypse
where salvation is unnecessary because chaos is always sublime. morality is frictionless
and heaven can always be had MITV style™ (McLaren, 1995, p. 5). Much of their writing,
while personally engaging and interesting to read. is based on untested philosophical
premises and their own critical standpoints of "what ought to be’ in contemporary North
American culture. it does not meet the needs of their now-enlightened reader-educator
wishing to create a democratic classroom (e g.. Elizabeth Ellsworth. 1992). In the
defence of Giroux. McLaren. and others within their field. thev describe themselves as
critical theorists. as opposed to critical pedagogues. and this is an accurate act of
identification: one should not expect them to be intellectually occupied with illuminating
the intricacies involved in the evervday practice of equitable education. but rather be
content that they are serving a useful purpose by promoting a particular ideal for
transtormative education. Thus. Yvonna Lincoln’s incisive articulation of the paucity of
critical pedagogical research. with which [ began this section. also reflected my
experience with this literature. It is clear that there is an expressed need for continual
critical evaluations of school curricula and pedagogical practices occurring within real

schools.



The next sections explicate the objectives and rationale of my study, several of

which address the limitations of the current research in critical pedagogy

Objectives
I had two groups of objectives. or goals, that [ wanted to achieve with this
research study. The first | have described as the action research objectives of this study:

the second are the evaluation objectives, also known as the research questions.

Action Research Ohbjectives
[ have labeled the following three goals as action research objectives because their
achievement would enable others to take action in society that would support anti-
oppression education. These objectives were.
* To evaluate the extent that an anti-racist/anti-sexist education was received by
students during their school careers.
¢ Toinvolve recent secondary school graduates in curricular evaluation: and.
¢ To test the reliability and validity of the questionnaire as an evaluative instrument
available for use in schools.
The accomplishment of these three objectives would provide evidence that would: 1)
support ongoing arguments for or against the provision of critical pedagogy in schools; 2)
reveal that students are a stakeholder group capable of participating in curricular
evaluation and development processes: and. 3) show that the MET’s anti-racist guidelines
form an effective test instrument for evaluating the quality and extent of anti-oppression

education in schools.



Evaluation Objectives
The action research objectives gave rise to the evaluation objectives, which were
to answer the following research questions:
e How do students understand and give meaning to the concept of inequity. specifically
racism and sexism”; and,
* How would students rate their own education in terms of promoting and achieving the
study of oppression and the experience of equity in the classroom?
My evaluation was divided into two components that separately addressed each of the

objectives stated above My rationale for each component is given below

Rationuale

It vou accept the point of view (currently being purveved bv elites within our
capitalist economy) that education is a commodity. then it follows that students are the
consumers of this product. However. due to the nature of the pedagogical process,
students are not solely consumers. but also participants (to varying extents) in its
production. Furthermore. in addition to being consumers. many adults from oppressed
social groups. such as Metis and Aboriginal people. also perceive themselves as
survivors® of the educational process (Howard Adams. 1995; Patricia Monture-Angus,
[993).

Continuing the market-driven metaphor illustrated above. | began thinking of
terms such as production. consumption. and quality assurance. which in turn led me to

think of customer service | determined that as tax-pavers. students’ parents and society-
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at-large must be the customers for education. while it is children and youth who are the
consumers However. students can be considered both consumers of education in the
present and tuture customers for education. As a previous consumer of public school
education [ was curious: "What is the quality of the end product that students receive, in
terms of inclusivity and equity?” Since students are key stakeholders in education that
are continually ignored during curricular development (Marvann Semons. 1991), | was
most interested in the answers they would provide to that question

Thus. an evaluation seemed in order | have done so using both a definitional
analysis of three key terms. as well as an evaluation of students’ anti-oppressive
educational experiences The rationale for both components of the evaluation is provided

below.

Definutions

[ will present two quotations for your consideration because [ think they aid in the
explication of my rationale for requesting student definitions of sexism. racism. and
equity  The first quotation states that “the notion of giving something a name is the
vastest generative idea that was ever conceived™ (Suzanne K. Langer. as cited by Gloria
Steinem. 1993). Langer’s quote implicitly recognizes the importance of language to
humanity. and specifically highlights the power of labeling. The labels of interest for me
in this study are. of course. sexism. racism. and equity: the first two are words applied to
oppressive beliefs and behaviours. and the last relates to a form of social justice. These
labels. as do all others. generate an understanding of the world. The fairy tale,

Rumplestiltskin. illustrated a peculiar ability of language: naming something grants a
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person the ability to control it. The control | am referring to in the context of my study
does not mean the ability to command. rather control begins when we can recognize
something in the world and name it for what it is. In the case of oppression. using a word
to name it is a critical action because the power of labeling provides us with a place trom
which to describe, analyze. and critique our social world  Finally, naming oppression as
such creates the opportunity to challenge it and transform it as it exists in the world.

My argument regarding the power of naming relates to Donaldo Macedo’s adage.
“vou must read the word to read the world™ (1994). which is at the foundation of my
understanding of critical pedagogy. As [ mentioned earlier. this saving refers to a belief
that we need to recognize oppression hefore we can participate in its transformation. As
evidence for my position. | offer my imagined vision of what society would have been
like prior to the conception of the word sexism  To start with, behaviours and beliets that
today are regarded as sexist would not have been labeled as such: likely thev were
considered normal. or perhaps unfair by some in certain circumstances. but thev would
not have been considered oppressive. The creation of the word sexism must have begun
a widespread transformation in our thinking regarding female-male relations and thus
began to transtorm those actuai relationships as they are lived in the world.

But even with the word in common use, sexism still exists in the world. as do all
other forms of oppression. Thus it would appear that having a word in our collective
English vocabulary is not sufficient to transform the world. What may be missing is a
shared understanding of the word in question. This brings me to my second quotation: It
is the theory which decides what can be observed™ (Albert Einstein. as cited by Gloria

Steinem. 1993). Just as Einstein knew that theories place limits on observation. the



definitions we hold for social interactions, such as oppression, limit what we can see.
Quite literally. to detine means “to limit”™ or set boundaries (Frederick C. Mish et al..
1990, p. 333). These limits can be observed through an analysis of word definitions, such
as sexism and racism. These definitions circumscribe the boundaries for thoughts and
behaviour considered oppressive. what occurs as a discriminatory and oppressive action
to one student may not occur the same way to another Consider the following questions
for instance: is oppression onlv overt actions such as name-calling and physical
aggression. or does it also include subtle and covert discrimination such as exclusionary
history” Is racism a concern for all people. or just minorities™'” Does equity only mean a
state of equality. or does it include social justice and redress for past wrongs”?

People’s use of the terms equity. racism. and sexism is strictlv limited by their
understanding of them. For this reason [ believe it is crucial to understand what people
mean when they use these words. In my study | wanted to know what students included
and excluded from their definitions. in other words, where did they establish their
detinitional boundaries”

As | have discussed above. people mediate the world through language use. or
discourse.  Discourse analysis is a recently created body of academic studv that
specifically addresses the language problems and implications that 1 have briefly
tllustrated above.  Although [ did not perform a formal discourse analysis within my
thesis (I do not have the necessary training). [ continue to find the analysis of discourse to
be both fascinating and illuminating. and thus [ present the following assertions of
discourse analysis (Jonathan Potter, 1996) as they directly relate to my research rationale:

¢ Language is a tool utilized by people to do things;



e Discourse occurs inside a particular context; and,
e The social construction of the world occurs through our use of language.

Further to the three attnbutes of language listed above. several others are
examined through the branch of study known as critical discourse analysis. Critical
discourse analysis recognizes discourse as a dialectical “social practice.”” wherein it both
shapes and is shaped by social structures. institutions, and situations (Norman Fairclough
& Ruth Wodak, 1997, p 258) Thus. discourse may contribute to the transformation of
the status quo. yet so too this teature of language use has the consequence that discourse
may be employed to “produce and reproduce unequal power relationships™ (p. 238).

The aforementioned negative consequence ot discourse occurs when it is used as
a tool to propagate and promote oppressive ideologies and the mass acceptance of
asvmmetric relationships of domination. together known as hegemony (Teun A. van Dijk.
1997. Norman Fairclough. 1989)  Discourse has been utilized to socially construct and
maintain an ideology of gender (Candace West et al.. 1997) and of race (Teun A. van
Dijk et al.. 1997). In fact. discourse is the principal means through which prejudice and
discrimination are produced and reproduced in society (e.g.. Robert B. Moore. 1988,
Robert Baker. 1988).  Therefore. the mass media have a large responsibility for
facilitating hegemonic discourse through their virtually complete domination of public
discourse occurring in politics. economics. social policy. science. and art.

[ think it is evident. given the discussion provided above and the literature review
given throughout the previous sections of my thesis. that each of the assertions of
(critical) discourse analysis supports my inclusion of a definitional analysis within my

study.
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Equity Guidelines

The Anti-racism and Ethnocultural FEquity policy document was based primarily
on a 1987 report from the Provincial Advisory Committee on Race Relations. but it also
included information gathered at an anti-racism forum that occurred in 1993  The
Advisory Committee included many school board personnel. but no student
representation; the anti-racism forum had 29 participants. two of which were students.
The exclusion of students trom the committee is directly related to a tundamental
limitation of both traditional education and the curriculum development process.
Although James Banks and others in the field of critical pedagogy recognize that “when
students are empowered. they have the ability to influence their personal. social. political.
and economic worlds™ (1991, p. 125). the student perspective is largely disregarded:

A significant voice has been missing from the books and articles that have been

written about educating [temale and] ethnically diverse populations, namely the

voice of students. Usually research has been presented from the perspective of

teachers. administrators. and experts in the field. virtually ignoring that of
students (Maryann Semons. 1991, p. 139).

Students are considered to be the recipients of the curriculum. possibly
respondents to curriculum documents (via their school and school board). but rarely. if
ever. as full participants in the process Given this environment of exclusion. it is not
surprising that the outcomes noticed among many students from oppressed social groups
and classes are high drop-out rates. negative self-image. alienation. and academic
achievement that is below proven ability (George Sefa Dei. 1998; Gloria Roberts-Fiati.
1996). Moreover. given the educational environment described throughout the past four
chapters. it is not surprising to discover that most students are ill-prepared to critically

enter a society where discrimination, such as sexism and racism. exist.
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Most assuredly there is a need to listen to student voices regarding their
perspectives on education. Therefore, | made it the main purpose of my study to ask
students — as the most important stakeholder in education —~ "How would you rate your
education in terms of promoting and achieving the study of oppression and the
experience of equity in the classroom?” [ utilized the 1995 MET guidelines for equity in
the curriculum because they had a level of validity and respect within the educational
community that | could not achieve by creating a new questionnaire of mv own. In
addition. as Government of Ontario documents. they were directly and indisputably

relevant to education in this province.

Relevance 1o Commumy: Psychology

[ have previously noted the linkage between the values of the WLU Community
Psychology (CP) program and the underlving values of my research project. However.
my study is also related to CP through the topic of my study education. Community
psvchology. as [ understand it. is concerned with the primary (i.e.. long-term) prevention
of social problems. such as oppression and exploitation. One of the means through which
primary prevention is accomplished is education. Thus. my research on the topic of
education for equity is a natural fit with both the values and social action framework of

the CP program.

Nignificance of This Stucdy
This study addressed a glaring and widespread omission that occurs regularly in

contemporary curriculum evaluation. As [ noted earlier in my introduction. student
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voices are rarely heard in any critical discussion ot education (Maryann Semons. 1991)
because they are rarely requested. In two separate literature searches using ERIC (the
CD-ROM devoted to education research), as well as an e-mail request to education
evaluators, [ could find no references to research involving students in either defining
critical terms or public school curriculum evaluation. This was further established
through the complete lack ot student contribution in the production or evaluation of the
new Ontario Curniculum material (METa-t. 1999) [ can sav with certainty that at no
time during their school careers do Ontario students participate in a system-wide
evaluation of the education they have received

Thus. this study is a valuable contribution to the bodv of research in critical
pedagogy because it provides an exemplar of student involvement in curriculum
evaluation, as well as turthering an understanding ot the depth and breadth of students’

thinking in regards to racism. sexism. and equity.

In summary. the three main sections of this chapter outlined the following
characteristics of my study: its objectives. rationale. relevance to community psychology.
and significance in comparison to other research in the tield of critical pedagogyv. In the
subsequent chapter [ will provide an in-depth discussion of the research process and the

context within which that process was situated.

67



Chapter Six: Research Process

In this chapter | describe the research environment: that is. everything that is
within the research process: the tangible and intangible. the physical and the
philosophical. the human and the hypothetical In short. | will present a holistic,
ecological view of the research landscape 1 have created seven main sections within this
chapter to describe and discuss the following my research paradigm orientation, the
qualitative and quantitative methods, data-gathering tools, and analvtical methods utilized
in this study. the study participants and my sampling strategy. the settings where my
research occurred. and finally. the ethical considerations related to this research project.
[n various sections throughout this chapter [ also comment on the following items as thev
relate to the above topics’ dilemmas | taced while conducting this research. limitations of
my sample: the relationship between myself. as the researcher. and participants: issues
related to the credibility of scientific research: and the departure from mv original
research design  All of the items discussed within this chapter are pertinent to my
research in various ways that will be described below: however. their commonality is that
they are each — subtly or obviously — a part of the context within which my research was

situated.

Reseurch Paradigm Orientation
The term ‘paradigm’ has been defined by critical research theorists. Egon Guba
and Yvonna Lincoln. as the “basic belief system or worldview™ (1994, p. 105) that guides

researchers in their work. Every research paradigm. again according to these two
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theorists. is a human construction accepted on faith that contains the investigator’s
ontology, epistemology, and methodology. Thus, the acceptance of this point of view
(which [ share) necessitates a brief discussion of my research paradigm and the
concomitant philosophical foundations of my work.

To be honest. the research process that [ created for this study was not designed
tfrom any conscious « priori philosophical position.  Hence, it is not a purely
phenomenological study. nor is it purely a hermeneutic inquirv: rather it is a unique
combination of the perspectives and methodologies derived trom those and other theories
of naturalistic inquiry. However. the paradigm that [ currently use to make sense of the
world was certainly held « priori | do not have a label for this paradigm. but will rather
utilize two constructions created by Guba and Lincoln (1994) to explicate the
philosophical assumptions that shaped this study: critical theory and constructivism.

Although critical theorv and constructivism are distinct worldviews. they are
commensurable according to Guba and Lincoln (1994). For instance. both share an
ontology and epistemology that are similarly tused together. namely. thev each hold that
what can be known 1s interactively created between the investigator and the
‘investigated.” In the case of critical theory. findings are value-mediated. while in
constructivism the findings are literally “constructed’” during the research process.
Moreover. both paradigms share a dialogical and dialectical methodology: however. for
critical theory the aim is to create a transformational or emancipatory experience for
participants. while the aim of constructivist methodologies is to use hermeneutics to
create a “consensus construction that is more informed and sophisticated than any

predecessor construction” (p. 111). The prime discerning feature between the two
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alternative paradigms rests within their ontological ditferences: critical theory is
described as -historical realism’ whereas constructivism is described as ‘relativist.’
Specifically, historical realism describes the belief that reality was once fluid. but that it
has been formed over time by “social. political. cultural. economic. ethnic, and gender
tactors. and then crystallized (reified) into a series of structures that are now
(inappropriately) taken as "real™™ (1994, p. 110); constructivism acknowledges that reality
is constructed by the above factors (among many others, such as location and unique
experiences). but its proponents emphasize the mutability. relativity, and individuality of
ontological constructions. which critical theorists do not.

My personal ontology is a blend of these two worldviews. and my research
paradigm is no less a reflection of this synthesis. | have combined the advocacv and
action aim of both paradigms. added the socio-cultural critique and transtormative vision
of critical theory (e.g.. my analysis of findings) with the constructivist belief in unique
individual reconstructions and the importance of consensus in education (e.g.. the focus
group discussions). and included their shared emphasis on values (e.g.. preface) and the
multiple voices of participants and the researcher (e.g.. presentation of findings). While a
purist from the critical theory paradigm could argue that synthesizing their chosen
worldview with constructivism exchanges ideological rigour for an increased recognition
of individuality and socio-cultural specificity (or vice versa from a pure constructivist
point of view). [ think that [ have balanced the best of both worldviews and that nothing
of value has been lost within the context of this particular study.

[ do acknowledge that the use of statistical analvses to determine the

questionnaire’s reliability and validity is based on yet another paradigm: postpositivism.
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As Guba and Lincoln accurately state. postpositivism is currently the dominant paradigm
in the sciences. and the people that hold this view gained hegemony as the “*natural’
heirs of positivism™ (1994, p. 116) Therefore | used postpositivist methodologies out of
necessity (viz.. if I want to communicate with “postpositivists™ then I must speak their
language). but definitely not trom an ontological or epistemological adherence to that
paradigm.

As the description ot my research process in the tollowing sections of this chapter
will show, 1 emphasized qualitative methods in this study. but | also utilized quantitative
methods in the form of basic descriptive statistics. The use of mixed methodologies
strengthens the confidence readers may place in the research findings (Michael Patton.
1990). vet it also creates some messiness trom mixed philosophies. To be sure. the
philosophical assumptions (ontological. epistemological. and methodological) that
underpinned this studv were varied. vet thev were also complementary  Specifically, I
acknowledge the intluence within mv studv of three related theoretical traditions:
phenomenology. hermeneutics. and orientational qualitative inquiry (1990). [ will
concisely explain my intellectual debt to each in turn.

To phenomenology I owe the “assumption of essence.” wherein [ believe that
“there is an essence or essences to shared experience” (Patton. 1990, p. 70). This study is
certainly not phenomenological in the strict tradition of its creator. German philosopher
Edmund Husserl. but | do hold a phenomenological perspective that informs all of my
psychological research: that is. a firm belief in the importance of understanding

individuals’ unique experience of the world. Specifically. [ was interested to understand
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each participant’s experience of anti-oppression education as well as their interpretations
of racism, sexism, and equity.

The second theoretical tradition embedded in this study is hermeneutics. primarily
with regards to my focus on context (e.g. personal. historical, temporal. and socio-
cultural). Emphasis is made upon context within hermeneutics (as utilized within
naturalistic inquiry) in order to help elucidate the meanings that people give to life
experiences.  Specifically. the researcher’s perspective. as well as any tradition or
perspective utilized by him or her to interpret meaning trom the research findings must be
made explicit. In the case of this studv. [ was interested in the meanings that students
provided for three critical terms. in addition to their evaluation or “interpretation’ ot their
schooling in terms ot education for equity Thus. | endeavoured to explicate my biases
and the dominant biases of my culture because | agreed that “one must know about the
researcher as well as the researched to place any qualitative study in a proper.
hermeneutic context™ (Patton. p 85) Furthermore. | constructed a detailed analysis of
the educational context experienced by Ontario students because of the school system's
dominant influence in socially constructing students’ worldviews (e.g.. see Henry Giroux,
1981. 1988: Donaldo Macedo. 1994: and Jane Roland Martin. 1995).

Lastly. my study could also be described as an orientational qualitative inquiry.
This type of study is similar to both phenomenology and hermeneutics in that all three
theoretical traditions acknowledge the interactive subjectivity of both the researcher and
the researched (cf. with constructivism in Guba & Lincoln. 1994). However.
orientational qualitative inquiry differs from the two theories mentioned above in that it

overlaps with the paradigm of critical theory; namely, it



does not even attempt any pretense of open-mindedness in the search for
grounded or emergent theory. nor does it present multiple perspectives.. . [it]
begins with an explicit theoretical or ideological perspective [e.g., feminism,
Marxism, post-colonialism] that determines what variables and concepts are most
important and how the findings will be interpreted (Patton. 1990. p. 86).

In other words. the researcher’s theoretical framework or ideological perspective
necessarily “orients’ the study in a particular direction. This is simply a bold re-phrasing
ot the critical theory paradigm in terms ot actual research practice. Once an investigator
believes in the role of ideology in the construction of human realitv. any study they
undertake will likely examine and explicate the politics of ideology and oppression as
they relate to the topic of inquiry. As Michael Patton explained. orientational qualitative
inquiry “aims to describe and explain specific manifestations of already presumed general
patterns” (1990. p. 86, emphasis in original). In my study. the ‘already presumed general
patterns’ of interest to my research are (of course) racism and sexism If I was to place a
descriptive label on the orientation [ have given this study. [ would say | had a humanist
perspective or a critical pedagogical orientation

In summary. my research was a naturalistic inquirv founded upon my belief in
two alternative paradigms- critical theory and constructivism: and a svnthesis of three
complementary theoretical traditions: phenomenology. hermeneutics. and orientational

qualitative inquiry.

Methods
During this research [ utilized both quantitative and qualitative methods to avoid
the methodological weakness of relying upon a single data source or method. The two
approaches [ utilized to gather information were questionnaires and focus groups. The

questionnaire consisted of both a qualitative and quantitative portion: the definition



section and the equity evaluation. respectively. | designed the latter section of the
questionnaire to be quantitative in order to easily gather and describe the breadth of
student assessments of their education for equity. The former section, as well as the
tocus groups. were qualitative in order to add context and depth to the breadth provided
by the education evaluation.

The two qualitative approaches were forms of naturalistic inquiry. and as such
they have benetits applicable to my research topic bevond those limited to quantitative
(particularly experimental) inquirv. Specificallv. naturalistic inquiry has the qualities of
“openness to whatever emerges [and the] lack ot predetermined constraints on outcomes™
(Michael Patton. 1990, p 40). This ‘openness’ allowed for an inductive analvsis
whereby [ could explore students” experiences and evaluation of anti-oppression
education through open-ended questions rather than theoretically derived deductions and
hvpotheses. This was befitting of the situation because [ was truly uncertain of the
degree of critical pedagogy occurring within schools. and hence [ had no hypotheses from
which to constrain or test this topic

Another benefit of qualitative inquiry, available through my use of focus groups
to gather knowledge. was personal contact with participants and insight into the
phenomenon in question (Patton. 1990). Hence. I was able to have direct contact with
those people who were closest to the phenomenon under studv: in this case. anti-
discrimination educatica. This direct contact allowed me to gain greater insight and
understanding than [ could have otherwise. In addition. the focus group provides
participants with the opportunity to reflect and reply to other members’ comments: it is

also a highly efficient method of interviewing: it ensures some quality control of the data
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through the act of reflection and reply. and it tends to be pleasant experience for
participants (Patton. 1990).

Upon retlection, it was very appropriate that qualitative methods were the primary
method chosen to explore this topic. since ~qualitative inquiry cultivates the most useful
of all human capacities — the capacity to learn from others™ (Patton. 1990, p 7): after all.

learning from others is what education - and critical pedagogy - is all about.

Data Crathering
Herein [ describe the structure and format for both of the instruments [ used to
gather data as well as the process | tollowed during their use. [ conclude this section with
a discussion of an ethical dilemma that | faced as a critical researcher throughout the
process of writing this thesis. how to use non-oppressive labels to describe participants’

race and gender demographics tor use in my study

Questionnaire

This instrument began with a personal information form (Appendix A) that
requested relevant demographic information from students to contextualize the data
gathered from the questionnaire. such as gender. racial/ethnocultural heritage (see
Dilemmas discussion below). as well as questions designed to locate students within the
Canadian education system. The actual questionnaire (Appendix B) commenced with a
request to define equity. racism. and sexism to the best of each participant’s ability.

The questionnaire further contained ten statements regarding the students’ pre-

university formal education. such as “the causes and patterns of racism in Canada and the



world were explored and challenged”™ and ~all students saw themselves as active
participants in the curriculum.”™ All of these statements were adapted from the 1993 anti-
racism curriculum guidelines provided by the Ontario MET in their draft document.
Antiracism and ethnocultural equity in school boards: Guidelines for policy development
and implementation.  Most of the MET guidelines only required minimal grammatical
changes to adapt them to the questionnaire format. However. in order to address anti-
sexist education within the questionnaire. | innovated two statements (no. 3 and no. 9)
from two MET anti-racism guidelines (no. 2 and no. 8. respectively. see Appendix C for
a comparison ot each questionnaire statement and the actual MET guideline from whence
it was adapted). The question "How accurately do each of these statements reflect the
whole of my elementary and secondary school education”” was used by students to rate
each MET equity statement on a five-point scale (“never'=0 to “always™=4). The
questionnaire concluded with an invitation to participate in a focus group designed to
answer the same questions in greater depth.
The following were the procedures [ followed during the distribution of

questionnaires:
I') Introduce myself. giving my name and identifving myself as the researcher:;
2.) Provide Letter of Informed Consent (Appendix D) for participants to read prior to

completing questionnaire. Summarize letter and ask if anvone has any questions or

concerns. Ask each student to sign the letter to acknowledge that [ have their

consent to participate in this research;
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3.) Wait for students to complete questionnaire. then ask them to separate the last page
(i.e., the request to participate in the focus group) from the rest of the package and
place separately in two predetermined stacks:

+) Upon completion. ask participants for teedback on the questionnaire and research
process:

3) Thank students tor participating.

These procedures were moditied somewhat for mass distribution in a large classroom to

Religion and Culture students. Specifically. [ did not wait for these students to complete

the questionnaire immediately (i e.. procedures no 3 and 4). but rather picked them up

several days after distribution.

Focus Crroup

| designed the focus groups to provide student participants with an opportunity to
discuss their responses to the equity evaluation. thus giving me a deeper understanding of
their education to complement the breadth of information [ had already received from the
questionnaire. During the focus groups [ utilized a combination of the standardized open-
ended interview and an interview guide approach (Michael Patton. 1990: see Appendix
E). 1 chose this approach because it allows interviewers the opportunity to further
explore and elucidate each topic in greater detail after the participant has provided his or
her answer. A combination of these two methods ameliorates the weaknesses of both
while maintaining their strengths. Specifically. the process was “conversational and
situational” (Patton. p. 288). data was complete and all important topics were explored:

and outside evaluators of this study are able to review the interview guide. It was
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important not to narrow the participants’ responses too soon into the focus group and for
this reason the questions were verv general and open-ended: any specitic questions
occurred as part of "probing’ to explicate and claritv a particular response.

The focus group began with a question designed to “prime’ the participant’s
memories of the questionnaire. Specifically. I asked the six focus group participants to
recall and write the rating they gave each statement. Thereatter. [ read the first education
tor equity guideline (“We were taught to recognize minority values as well as the
dominant values in our society”) and asked each student” 1) what thev were thinking
when thev gave their rating during the questionnaire. and. 2) if they would provide
specific examples of the actions their schools took with regard to achieving each equity
guideline. They were then tree to discuss their responses and school experiences with
each other. This process continued until each of the equity guidelines from the
evaluation section of the questionnaire had been discussed in turn. The conclusion of the
tocus groups was reserved for dialogue between the participants and myself on the topic
of their recommendations for educational change.

[t 1s my belief that the focus groups acted as educational opportunities for the
more socially conscious students to engage in stimulating discussion with peers whose
prior awareness of oppression in our societv was limited. [n particular. [ recall several
occasions where the critique by one participant would lead another student to re-evaluate
the quality of her or his education in terms of its anti-oppression content. This was an
unexpected benefit, and for that reason. facilitating these group discussions was a much

more rewarding experience than [ had anticipated.
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Since timeliness is always a concern for the focus group facilitator (no less when
the group is composed of tirst vear university students at the end of their school vear). the
number of equity statements was shortened trom ten to eight by collapsing together
statements two and three. as well as eight and nine. Incidentally. the tirst and second
focus groups were approximately 60 and 90 minutes. respectively

Upon completing a draft of my results section. I invited feedback from all the
tocus group participants. 1 did so by mailing them each a transcript. a copy of my
Rescarch Findings section. a research participant feedback sheet (see Appendix F). along
with a letter encouraging their comments regarding my analysis of the research findings
(see Appendix G).

The tollowing were the procedures [ tollowed during the tocus group:

') Introduce myself. giving my name and identifving myself as the researcher:

2} Provide Letter of Informed Consent (Appendix H) for participants to read prior to
beginning tocus group. Ask it anvone has any questions or concerns. Ask each
student to sign the letter to acknowledge that [ have their consent to participate in

this research.

‘vd
—

Thank the students tor agreeing to participate:
4) Request participants provide their address on a separate page so that [ may send a

copy of the focus group transcript and research results;

4
A

Give each participant a pencil for any possible note-taking and a bottle of spring
water to relieve any thirst they may develop during our discussion:
6.) Check with participants that the room is acceptable in terms of light. temperature.

and fresh air;
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7)

Q)

Explain that I will be taping the discussion to aid in transcription (this is reiterated
from the letter ot informed consent) and to free myvselt to engage in the facilitation
of the focus group Furthermore, explain to participants that. so as not to interrupt
the students’ discussion. | will write any questions that [ develop while listening to
the students and then ask these questions at an appropriate break in the conversation.
[nform the participants that they need not have any concerns that these are personal
notes about them;

Explain that the purpose of the tocus group is for me to develop an understanding of
what they were thinking when thev completed the equity statement section of the
questionnaire. Specifically. [ wish to know what happened in their school careers
that made them give the rating that they did.

Ask evervone to take a moment to write down the ratings thev gave to each item on
the questionnaire. Explain that this will be used as the starting point for the

upcoming discussion;

10.) Begin discussion and taping. After each participant has had an opportunity to

discuss their ratings for items one to eight of the focus group questions. complete

discusston and end taping: and.

L) Thank all students for participating: ask for feedback: and thank them again.

Dilemmas Created When Labeling People

As an ethical researcher [ believe that respect for my study participants is a

requisite. especially when [ am utilizing research methods wherein study participants

have given me license to present their knowledge. opinions, and experience as my
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research findings. Hence. personal conscientization is a necessary element of that
atorementioned respect whenever [ present the diverse subjectivities of social groups to
whom | cannot claim membership (i.e.. females or any ethnocultural group that is not
European, and specifically Anglo-Saxon). simply because | am presenting the group
identity of people for whom I have no direct lived experience. Through my review of
discourse analysis | became aware that what we call ourselves and others (e ¢.. male and

temale. black and white. Indian and Asian. research subject or participant) is a critical

part of reproducing oppressive ideologies (Teun A. van Dijk. 1997). Thus a socially
conscious researcher needs to be aware and give care in these situations.

The first issue for me as researcher was to ask myselt whether it might prove
relevant to present the participants’ racial/ethnocultural heritage alongside their responses
to my questions on racism and anti-racism. | quickly decided that this information
(should participants choose to give it) could potentially provide useful information to the

reader [ imagined that students from non-European racial/ethnocultural heritages might

detine racism differently. and that their experience in schools would be mediated by this
perceived racial difference. and thus these students might also have different views on
anti-discrimination education.

Once I had chosen to ask the question: "How would you describe vour racial or

ethnocultural heritage?.” | then had to decide whether to provide close-ended categories
or let participants describe their racial identity in an open-ended manner. I decided to
combine both by providing several broad categories and a space for participants to
identify their own racial/ethnocultural heritage. should they choose to do so. This would

encourage participants to utilize the categories [ provided (which would aid in the
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descriptive summary), but also give them the freedom to express the ethnocultural aspect
of their identity in any manner they wished.

My final and most critical decision was which racial/ethnocultural categories
would [ provide? Categories of race are considered extremely important features of
tdentity creation because they have so much meaning attached to them in our society.
But how does one use race it one does not accept it” [ have learned through my literature
review that Adolf Hitler personally accepted race as a social construct (Lewis R. Gordon,
1995), vet he chose to ignore this fact because the abuse of race suited his violent
political vision. Now. | am quite clear that the consequences of using race in my study
were nowhere near equivalent to the overwhelming violence and devastation of
1930s/40s Nazi anti-Semitism. but [ did think it arguable that there was something
intrinsically racist about using racial categories in anv context. To be sure. [ was about to
indirectly define people’s identity for them based on the categories I chose to use. and
that certainly bore consideration. Therefore. my concern was to somehow avoid
reproducing (however well-intentioned) the same racist problems that occurred for social
researchers (undoubtedly some ill-intentioned) who had preceded me.

The terms [ initially considered were those that first leapt to mind (or should [ say

eve?). black and white. However. [ was uncomfortable with both these terms. not least

because they are the most polarized social constructs used to label race> Moreover, if |
did use those two terms. the issue arose of what description to provide in place of Asian
and Aboriginal? Historically. vellow and red have been used to describe these people,

but I viewed the cultural associations with these terms (e.e.. “the yellow menace.” ‘red

savages’) as generally. but not universally. pejorative in nature. Africans and Europeans




in North America may use the terms black and white, respectively, to describe

themselves and each other. however. | have never heard an Asian person describe
themselves as yellow. and I believe that most Aboriginal people object to the term red as
it is applied to them in both language (e.g.. the Washington Redskins) and stereotypical
imagery (e.g.. Clevelund Indians and Atlanta Braves sports teams in the USA)  As |
retlect in the moment of writing this discussion, I think that the derisiveness I associate
with the terms vellow and red are likelv because the people they apply to did not choose
these labels. rather they are applied to those people by ethnocultural groups other than

their own. beginning with white Europeans. Finally, using a limited palette of four basic

colours to describe the entire diversity ot humanity occurred to me as too reductionistic
and experientially untrue (whose skin is trulv one of those four colours?). and therefore |
chose not to utilize those terms for my study Certainly, these terms have the potential to
be a source of group esteem (e.g.. ‘Black Power™ or "Red Power’), but they also have the
potential for harm through mis-use. as [ have indicated above

The solution | settled on was to provide the broadest possible ethnocultural
categories for participants to use when describing themselves. This would enable me to
keep the benefit of locating participants’ ethnocultural identity without utilizing terms
that could possibly be perceived as pejorative or derisive: after all. I must endeavour to
do no harm as an ethical researcher. [ deliberately made the categories broad. not to
essentialize race or ethnic heritage. but to make it inclusive and thus avoid the possibility
of ever-increasing ethnocultural specificity that can also become racist. Namely. I was
aware of the existence of historical discrimination between ethnocultural groups that

belonged to the same race (e g.. the discrimination between the Nordic and Slavic peoples




of Europe). Therefore. it did not seem worthwhile to potentially reproduce these
problems by providing a list of nations, ethnicities, or cultures to which allegiance could
be ascribed (not to mention the difficulty this would pose when organizing and
interpreting this data). The tive ot the six imperfect categories | chose were based on the

five major populated land masses of the world (in alphabetical order): Aboriginal North

America. Aboriginal South America. Africa. Asia. and Europe (these are. of course,

social constructs: see Eric Wolt. 1982), my last categorv was simply ~Other” with space
provided for participants to label themselves it thev chose. Participants were free to
choose more than one category. and some did: this retlects the multicultural aspect of
human relations. [ anticipated that the racial/ethnocultural heritage question would be
answered by participants referring to their ethnocultural heritage prior to recent historical
periods of migration (i.e.. within the past 500 vears). This also resolved the problem of
the colour classification of race because pre-migration peoples are frequently known by

their attributed skin colour (i.e.. Africans and Europeans are considered black and white.

respectivelv).

Finally. | recognize that. just as race is socially constructed. so too is gender
Humans would most commonly describe themselves and each other as either male or
temale. and unlike race. there are numerous observable biological differences between
the two. However. the majority of differences are due to the socializing process of

various cultures. wherein both females and males are indoctrinated from birth to accept

the dominant social constructs for femininity and masculinitv.

I have provided this discussion regarding the social construction of identity

through the language of race and gender® in recognition that discrimination exists within
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our society based on these arbitrary distinctions. and because [ did not want to blindly re-
produce these oppressive ideologies in my work. It should be apparent through my
presentation of this discussion that the use of social identity categories is both personal

and political; and that it is certainly never neat or easy.

Research Sertings

Altogether there were three physical settings where my research occurred. each
located within  Wiltrid Laurier University (a small-sized Canadian business
administration/liberal arts institution) Two research settings were for the questionnaire
distribution and collection. and one was for the focus groups. however. one of the
questionnaire settings was virtually identical to the focus group site [ will describe the
settings in the order they were utilized during mv research: questionnaire first. and tocus
group second.

Briefly. the research setting for student participants recruited from Religion and
Culture was a large theatre auditorium: the setting for all other questionnaire respondents
was a small. multi-windowed (but otherwise nondescript) room with a long rectangular
table and several chairs. The setting where [ conducted the focus groups was identical for
both sessions: it was a fairly small (3m x 4m approx.) characterless room with a window
open for a breeze and sunshine passing through the window. In each case. I sat at the
head of a rectangular table with the student participants seated on both of the long sides
of the table. [ had arranged the turniture in the room so that the participants were at an
angle where they faced me. yet were able to engage in dialogue with each other at the

same time. Both the microphone and tape recorder were placed on the table; the former



in the centre and the latter in front and to the right of me. A pencil. as well as a copy of
the focus group questions and informed consent letter, were placed on the table in front of

each participant’s chair.

Depurture From Original Research Setting and Design

The original research design | proposed to complete for my Master's thesis is
different from the one that | actuallv used within this study The impetus for the
departure from my original design was due to an event that necessitated my changing the
intended research setting from a local secondary school to the university where | am
currently enrolled. [ will brietly describe myv original research design and the event that
lead to my current thesis because the shift in research setting certainly atfected my data
collection. and arguably atfected my analvsis and interpretation.

In February of 1999 [ created a proposed social intervention and evaluation with
the tollowing objectives
I Conscientization: this involves awareness-raising in addition to the development and

practice of a critical language tor understanding oppression in society The focus of

conscientization in this proposed research project was on sexism and racism.

9

Provision of a critical pedagogical process that would involve students in a way that

was meaningful to them; and.

(9%

The student-lead creation of curriculum recommendations regarding the teaching of
oppression that can be utilized by the key stakeholders in education (e.g.. teachers.

school boards. Ministry of Education and Training).



Briefly. [ proposed to create an opportunity tor critical pedagogy to occur during two
grade 12 classes — English literature and World History — within a local school. This
would occur in the classroom through the provision and facilitation of eight guest
educators and their presentations regarding various aspects of systemic sexism and
racism in society. A process. such as the one | have just described. would ensure that
anti-racist/anti-sexist education was included within the curricula. rather than being
marginalized - as is the norm in Canadian schools - as an educational "add-on’ to the
traditional public school education. My study would then conclude with a request for
students to evaluate their experience of this educational intervention [ proposed a
Participatory Action Research model wherein all the stakeholders - students. teachers.
school administrators. and myself — would be involved in the research process.

[n February 2000. at the end of six months of collaboration and negotiation within
a local high school. my proposed critical pedagogv intervention and evaluation was
permanently quashed for the 1999/2000 school vear. For that reason. I have included an
outline of my original research design as the final appendix to the myv thesis because [
hope that someone else will collaborate with a school to tulfill my original Participatory
Action Research plan (see Appendix [)**.

One of my main motivations when writing this thesis was to create a thorough and
well-written research study that would give a critical response to an argument that [ heard
expressed within the school system: that is. that students do not know the curriculum and
are thus unable to evaluate it and make recommendations for change. I recognized that [
needed to go outside the school system if students were going to participate in an

evaluation of their education. yet [ wanted to get as close as possible so that the results
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would be valid and meaningful. Thus. | chose Wilfrid Laurier University as my research
setting and first year students for my research participants. Consequently, my research
project metamorphosed into another project within the same theme of critical pedagogy.
Namely. while [ was unable to provide a critical pedagogy intervention and evaluation
within schools, [ was able to give graduated students (i.e.. students outside of schools) an
opportunity to evaluate the entirety of their pre-university education for equity. In this
way. my new study helps to till a critical gap in the knowledge base of Canadian public

education.

Studdy Parncipants and Sumpling Strategy
In this section [ describe my studyv population: discuss my sampling strategy:
describe the participants recruited for my research sample. and analvze the limitations of

said sample.

Stucdy Population

My study population were universitv students who met the following two criteria:
I) They had received their education within Canada (and preferably Ontario): and.
2) They were recent secondary school graduates (i.e.. within the past [-2 years).
The rationale for these criteria were that, since | was asking tirst vear university students
to evaluate their public school education based on equity guidelines drafted by the

Ontario MET.
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1) all participants needed to have a wealth of Canadian. and preferably Ontario. school
experiences before they could accuratelv complete an evaluation that I could then
meaningfully analyze: and.

1) participants needed to remember their school experiences clearly and with as few
confounding variables as possible (e g.. post-secondary educational experiences with
critical pedagogy). hence the recency of secondary school experience was a necessary

criterion.

Sampling Strategy

Since my study included both quantitative and qualitative methodologies. the
sampling strategy of the former affected the latter. as I will explain. | utilized the
Psvchology Participant Pool™* in my sampling strategy because it is the prime vehicle tor
recruiting undergraduate university student participants for psvchological research. In
addition. [ also personally recruited student participants from an introductorv Religion
and Culture class because | was curious to determine whether there would be a difference
between the two groups of students: after all. participants’ post-secondary education.
short though it had been at the time of my sampling. was nevertheless a potential
confounding variable in my research The Religion and Culture students received their
questionnaires en mausse while seated during class: those from the Psychology Participant
Pool compieted the questionnaire either while alone in the room or with small groups of
other participants present. The response rate tor students recruited through the

Participant Pool and the Religion and Culture class were 95% and 45%. respectively.
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Within my study sample [ wanted to achieve a quality known as maximum
variance (Patton, 1990). Maximum variation sampling is an asset to research.
particularly for small samples. because “any common patterns that emerge trom great
variation are of particular interest and value in capturing the core experience and central.
shared aspects or impacts of a program™ (p. 172) The program in this case is the school
system and the phenomenon in question is the process of gaining a tormal education
within said system. [ did not conduct maximum variation sampling per se (I only
sampled from two university classes). but [ fully expected and desired maximum variance
among participants (speciticallv with regards to gender. racial/ethnocultural heritage. and
school system).

Given that I planned to distribute the questionnaires first. then use tocus groups to
interview students second. my sampling strategy for the latter was to include a "request
tor participation” at the end of the questionnaire. and thus the tocus groups were sampled
from the same population as the questionnaire Incidentally. | sought the same level of
maximum variance in the focus groups as in the questionnaire (ie. gender,
racial/ethnocultural heritage. and school svstem). Sixteen questionnaire respondents
(22.5%) indicated their interest regarding further participation in my study. but only six

of those students (37.5%) were able to attend either of the two focus groups that I hosted.

Studdy Participants
Two groups of people participated in my study: those who completed the
questionnaire. and a smaller subset of that group (8.3%) who participated in either of two

focus groups. [ will discuss each in turn.
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Questionnaire respondents.  These study participants were 71 tirst year Wilfrid
Laurier University students who had recently graduated trom secondary school (i.e..
within the past 8-20 months®). They were students from a range of academic disciplines
and faculties (arts, science, business). The majority (53) signed up to participate through
the Psychology Participant Pool although an additional 18 students were recruited from
an introductory Religion and Culture class (Evil and its Myths).  As these were both
introductory courses. they had a broad range of student enrollment from across the
academic spectrum. and thus there was considerable overlap among students trom both
classes

All participants provided basic demographic data regarding their education, in
addition to giving their gender and a broad description of their racial/ethnocultural

heritage. as shown in the table below
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Table |

Characteristics of Questionnaire Respondents

Demographic No. of Students (%)
No. of years since secondary
school graduation

1 61 (85.9%)

2 10 (14.1%)

Pravineca whara racancad
IIRE VAR TR L e ugy ut g er i Rwi o

majority of education

Ontario 67 (94 4%)

Other 4 (56%)
Secondary school system

Public 56 (78.9%)

Separate 15 (21 1%)
Gender

Female 50 (70 4%)

Male 21 (29 6%)

Racial/Ethnocultural heritage

Aboriginal North American 5 (71%)

Affican 1 (1 4%)

Asian 6 (8.5%)

European 37 (81.7%)

multi-heritage 2 (2.8%)

no answer 2 (2.8%)
Note. N=T1

As can be seen above. all the participants were recent secondary school graduates with
the vast majority having received the entirety of their education in Ontario public schools.
The preponderance of student participants were female, which is not unexpected given
that most WLU psychology students are women. Finally, there was some ethnocultural
diversity within the sample. vet the bulk of questionnaire respondents (82%) were women

and men of European heritage.



Focus group participants. Four participants (female=2, male=2) attended the first
focus group and two (female=1. male=1) attended the second. These were six students
enrolled in a variety of academic disciplines here at WLU: two were English majors;
there was one each in Business Administration. Psychology. and Biology: and the last
was intent on majoring in several disciplines within the Humanities All of these
participants were Canadians with a European heritage. and almost all had attended
Ontario public schools tor the entirety of their education. except one who had graduated
trom an all-female private secondary school.

In terms ot additional equity training that the focus group students mav have
participated in while attending school. only the aforementioned female student had any
extra-curricular anti-oppression education. she had attended a two-day anti-racist
leadership camp. and this occurred during the time that she was a senior public schoel

student

Limutations of the Sample

The ideal sampling strategy for this studv would be to recruit a stratified random
sample of graduating students from secondarv schools across Ontario  Given that the
ideal was not met. [ must acknowledge - in the interests of unbiased research — that
several limitations were incurred. as they are with all samples.

The primary limitation of this study was thar there was a disproportionately large

number of students who were female, of European heritage. and public school educated.

Thus. my participant sample would have been balanced — and thus improved — with the



inclusion of more racial/ethnocultural diversitv, males, and students from separate
schools.

The above limitation was more evident in the focus groups. which were especially
homogenous in terms of ethnocultural diversity (in fact, they could almost be labeled
monocultural rather than multicultural). This is an ironic limitation given that. by their
very nature. focus groups utilize a strategy called homogenous sampling (Michael Patton.
1990). Of course. when I designed this research studv. the onlv homogenous factor
amongst the focus group participants was intended to be the same criterion for their
inclusion in the studv population (i.e . they were all universitv students who were recent
Ontario secondary school graduates). Thus. while there was a gender balance and a

variety of educational experiences within the focus group. there was not the maximum

variance that would have been possible with male and female participants from a
diversity of racial/ethnocultural groups

Another limitation to my sample was the occurrence ot a potential contounding
variable within my study due to my choice of recruiting first vear university students as
participants. Namely. some students may have taken introductory university courses that
exposed them to critical pedagogy (e.g.. English. Women's Studies. Historv. Religion
and Culture). and thus they may have become more critically aware of oppression than
they were during secondary school. If this was so. these students would use their newly
acquired conscientization to evaluate their education differently than they would have
eight months prior (i.e.. at high school graduation). or even differently than their peers

who have not received a critical education for equity at university.
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This second possibility also raised a concern about possible differences between
the equity evaluations of Psychology students and their Religion and Culture
counterparts. However. this possibility may have been ameliorated because there was a
great deal of cross-enrollment between the two classes with student participants taking
university courses across the academic spectrum (e.g.. Psychology. Religion and Culture,
Biology. Anthropology. Historv. English. and Business Administration).  Although
independent sample t-tests indicated no differences between the mean ratings of
respondents recruited trom either class. the concern tor potential contounding of results

still remains a theoretical concern

Analysis

Since both qualitative and quantitative methods were utilized in this study, several
methods of analysis were necessarv  This section contains a description of those methods
and a rationale for their use. but before moving to that discussion I will briefly outline my
overall analytical hypotheses.

Critical education theorists and researchers have shown that students’ educational
experiences within the school system differ significantly depending on their social
identities because of many discriminatory factors. racism and sexism being but two of
these. Given the topic of my thesis. it made sense that [ examine whether students’
definitions, equity evaluation ratings. and classroom recollections ditfered markedly

between racial/ethnocultural groups as well as between the two genders. So too. it was

also possible that students’ anti-oppression experiences would be different between the
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two main school systems in Canada — public and separate - and so I attended to this
aspect ot their education as well during my analvses.

Overall. I anticipated that students would have had a diversity of learning
experiences depending on the school settings wherein they gained their education; that is,
rural, urban or suburban schools in multicultural or monocultural communities in higher.
middle. or lower class neighbourhoods. While I recognized these factors as important
sources of diversity in educational experience. analysis of these additional types of
diversity was outside of this studv’s tocus. therefore [ did not group students based on
those factors prior to the analyses. Nonetheless. the experience of schooling in
multicultural versus monocultural communities became a meaningtul analvtical concept
during my analysis of the focus group discussions.

Thus. the three main sources of potential ditference among student data that | was
attentive to throughout my analvses were gender. racial/ethnocultural heritage. and school
svstem. My underlving logic for utilizing these three analvtical lenses of observation was
based on my phenomenological perspective. and it was thus: it would be a very
significant tinding if students. despite their diversity of social identities and learning
experiences. still provided an essential criticism of the anti-oppression education

provided in schools.

Quantitative Data Analysis
Quantitative analyses of the questionnaire results involved myv use of both
descriptive and inferential statistics. as well as reliability and validity testing. Descriptive

statistics were calculated to investigate the breadth of student evaluations of their anti-

96



oppression schooling. Specitically, the mean, standard deviation. mode. maximum, and
minimum were calculated for the participants’ ratings of each equity statement.
Furthermore. the ratings of all ten statements were summed to calculate an overall rating
tor anti-racist/anti-sexist education. It was then necessary to use inferential statistics to
determine if any differences in mean equity evaluation ratings existed between groups of
students. Namely. independent sample t-tests on the mean ratings were conducted for the

following groupings: public and separate school educated students; temales and males.

-

and students with European and non-European™ racial/ethnocultural heritage. Finally,
the trustworthiness of the quantitative data (i.e.. the education evaluation) was verified
through testing the reliability and validity of the questionnaire by using Cronbach’s alpha

and a factor analysis. respectivelv.

Qualitative Data Analysis
Qualitative data were gathered in both the questionnaire and the focus groups,
hence the methods of analysis I utilized for each are described below in two separate

sections.

Questionnaire. I began by conducting a content analysis on the three definitions
(equity. sexism. and racism). | used both indigenous concepts and sensitizing concepts
(Michael Patton. 1990) to define the patterns | observed in participants’ data. Briefly,
indigenous concepts are “the categories developed and articulated by the people studied”
(p.- 390) and sensitizing concepts are the concepts. categories. and patterns that the

researcher brings to the analysis. The (so-called) indigenous concepts I used to present
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the research findings were those ideas. themes. and trends that emerged during my review
and analysis of participants” definitions. Overall, these were primarily given by students’
word choice (e.g., discrimination, superiority. or bias). The sensitizing concepts 1 used
were given by the literature of critical education theory. critical discourse analysis, and
critical pedagogy (e.g.. conscientization. hierarchic relationship dynamics. exclusionary
history. hegemony. etc). and | used these to analyze the critical depth and precision of
student definitions.

Selected quotations were chosen that represented either the variety or similarity of

students’ responses. All quotations include the gender and racial/ethnocultural heritage

of the participant in question. This information is provided in square brackets. For

example. [F. E] indicates a temale ot European heritage. which is a basic description that

fit the majority of this study’s participants Given the topic of my thesis research. these

cultural identitiers could be usetul contextual information tor readers of this study

Focus group. 1 conducted a content analvsis to identifv the major patterns and
themes contained in the focus group discussions. Again I utilized both indigenous (i.e..
inductive) and sensitizing concepts (Patton. 1990) to organize and describe the research
findings. For instance. some indigenous concepts were participants™ definitions and
examples of dominant and minority values: some sensitizing concepts were passive
participation. consciousness-raising. and monocultural versus multicultural communities.
Selected quotations were chosen that highlighted the variability and consensus between

students’ assessments. As with the analysis of the three questionnaire definitions. every
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excerpt from the tocus group includes the gender and racial/ethnocultural heritage of the

participant in question as well as an identitving number (e.g.. [M1. E} or [F2. E]).

[n order to best represent the conversational style of the participants | adopted the

following transcription procedures:

The end of an incomplete sentence or expressed thought is represented by three
ellipsis points and one space between the third ellipsis and the new sentence or idea.
I have also used this method to show a participant’s contemplative pause during the
discussion (e.g.. I recall that happened once . and maybe another time too  ves,
I'm sure now.”™). According to APA stvle, three ellipsis points are reserved for
indicating that material has been omitted within a sentence:;

When material has been omitted within a sentence. | have not typed a space atter the
third ellipsis (e.g.. “ think that statement is inaccurate and very likely
misleading.™). [ have followed APA tormat and used tour ellipsis points to indicate
material omitted between two sentences:

Parentheses have been inserted whenever a participant seemed to be making a
conversational aside during the discussion; in other words. it | deemed they were
speaking parenthetically (e.g.. [ would sav "ves’ to that (pardon me if [ think aloud)
because of the tollowing reasons.. 7):

[ have corrected any minor grammatical errors (e.g.. improper conjugation of verbs).
in addition to removing any “ums” and “uhs” from the transcript. My rationale was
that a transcript would unduly highlight these mistakes and imperfections. perhaps

reflecting poorly on the participants. Furthermore. my experience informs me that it
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is uncommon to recall these common conversational imperfections (e.g.. "ums™), and

thus their removal still makes an authentic record of the tocus group discussion

Verifving the Trustworthiness of the Qualitative Data

The qualitative data were veritied for validity and reliability through four methods

of triangulation: multiple analysts (i.e.. participants and myself). data. methodological,

and theory (Michael Patton. 1990):

9

9%

Analyst triangulation: Focus group participants veritied the information generated
during their discussion by frequently commenting on each other’s responses. In
addition. [ briefly re-interviewed two members of the focus group to determine
whether my presentation and interpretation of the research findings accurately
reflected their experience (1.e.. face validitv: Patton. 1990);

Data source triangulation. | compared the research tindings trom both tocus groups,
thus corroborating their constructions regarding the education they received:
Methodological triangulation: I compared the qualitative findings trom the focus
group discussions and the quantitative and qualitative components of the
questionnaire results (i.e.. the curriculum evaluation and open-ended detinition
questions) and.

Theory triangulation: [ compared the research findings to the writings of critical
pedagogues (both anti-racist. multicultural, and anti-sexist). critical education
theorists. and the primary source documents (e.g.. secondary school curricula) of the

Ontario MET.
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A limitation to the triangulation methods mentioned above was that [ did not have
multiple focus group tacilitators or multiple analysts of the research findings (beyond the

verification provided by tocus group participants).

Ethical Considerations

Before any participation in this study would occur, free and informed consent was
assured through a letter of intormed consent (see Appendices D and H) signed by each
student participant.  Participation in this research project was entirely voluntary;
specifically, there was no penalty for non-participation and potential participants could
decline to participate without penalty or loss of benefits to which they would otherwise
have been entitled. Participants could also refuse to answer any questionnaire item or
tocus group question. [f a participant withdrew trom the study after data collection. but
before completion of my thesis. her or his data would have been removed from the final
document and then returned or destroved.

The contribution ot all students cited in this work are. and will always remain.
confidential. Thus. the participants’ equity statement ratings from the questionnaire have
only been presented as research findings in their aggregate form — never as individuals.
In addition. all excerpts from the focus group that [ have cited in my research tindings
were only used after [ received approval from the student in question. Only the gender
and racial/ethnocultural heritage of the cited students have been attached to their
quotations. and every student was notified prior to participation that this would occur. [
included this demographic information because it relates to the topic of my research,

hence it may prove useful contextual knowledge for readers of my work.
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Research Relationship

The positive teedback I received in regards to the ethical approaches I took during
my research speaks to the positive nature ot the research relationship Specifically. [ am
thinking of three ethical concerns regarding human participation in psychological
research that needed to be addressed betore my study could proceed. They were related
to three possible participant experiences.
e Personal discomfort discussing the topics of racism and sexism:
e A desire to withdraw from the research process at any time; and.
e Satistaction with my re-presentation of participants’ data (eg. the focus group

discussions).

The first issue is unique to this studv because of the topic. but the latter two concerns are
common to all research involving human participants

In regards to the issue ot personal discomfort. the possibilitv existed that
participants might feel uncomfortable discussing these issues. particularly if they have
been directly atfected by either or both forms of oppression. Thus. a social work
professor from WLU was available to provide counseling support to participants if it was
necessary at any time during the data-gathering process. However, the feedback I
requested and received during data collection at no time indicated that this form of
support was necessary. In regards to the latter two concerns. no participant withdrew
from my study at any point during the research process and none of the focus group
participants had a concern with my re-presentation of their discussions.

In summary. [ did not perceive that the participants experienced any harm from

the research process that would have effected the research relationship. [ therefore



conclude that the university students who participated in my study found the experience

to be quite benign.

[n summarizing this chapter. | elucidated my research worldview or paradigm;
described the research participants. settings. and research relationship. explained the
sampling strategy. research methods. and analvses emploved in this studv. addressed
issues and dilemmas relevant to establishing the credibility and scientific validity of my
research, as well as those involved in labeling people. and tinally. discussed the ethical
considerations of this research project. In the following chapter I present and discuss the
depth and breadth of student definitions of sexism. racism. and equity: in addition to
providing the quantitative and qualitative results tfrom students’ evaluations of their

education for equity.



Chapter Seven: Research Findings

This chapter contains three main sections that structure my presentation and
discussion of the research tindings. The first section contains the content analyses for
students” definitions of three critical terms. the second section separately presents the
descriptive statistics and focus group discussions for each of the ten equity statements;,
and finally. the reliability and validity of the questionnaire as an evaluative instrument is

analyzed and discussed in the last section.

Defintions
The questionnaire began by soliciting students™ definitions of the words sexism.
racism. and equity. The content analyses ot these definitions appears below. I begin by
presenting students’ indigenous concepts (i.e.. the words and themes that participants use
to define a particular phenomenon) for each of the three critical terms. and I conclude
with an integrative svnopsis and comparative analysis of both the indigenous and

sensitizing concepts for sexism. racism. and equity.

Sexism

The student definitions were remarkably similar in what they contained and in
what they did not contain. As with any sample of human thinking, there was some
variability, but the amount here was small. Below is a table that presents the most

recurrent key words that students used to define sexism. The frequency of these key
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words is included in the table. expressed as both a number and a percentage of the total

sample of respondents (N=71).

Table 2

Defining Sexism: Frequency of Key Words

Key werd uency (%)
discrimination 27 (38)
superiority 8 (1)
prejudice 7 (10)
bias 7 (10)
untfair 5 (N
unequal 4 (6)
stereotvpes 34
degrades/denigration 3
Note. N=71

Some critical terms occurred in student definitions only once and for this reason they

were not included in the table.

They are the following: “oppressed.” “hierarchical.”

“gender roles.” ~dislike.” “double standard.” and “irrational belief.”

Discrimmation. As the table above shows, sexism was most commonly defined

as discrimtnation.

For example. three separate students stated that sexism is:

“discrimination against...the opposite sex in the form of verbal or physical actions”

[F. Aboriginal NA®*], “being discriminatory towards members of the opposite sex

simply because they are of a different gender™ [M. E]. and the “helief that one’s own

sex is berter than any other and practicing prejudice and discrimination towards the

other sex” [F. E. emphasis added]. This last definition is unique among the student

participants because it included many ideas. which I have emphasized in her text.
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Specifically. she described sexism as a belief in gender superiority that leads to certain

actions, namely prejudice and discrimination.

Action or attitude, bchaviour and helief  Twenty-four students (34%) defined
sexism as some form of inter-gender mistreatment (e.g.. “treating a person differently
because he/she is from the opposite sex™ [M. Asian]) The remainder of the
respondents described the manifestation of sexism as occurring through thoughts or
teelings. whether they were defined as judgments. beliefs, or viewpoints (e.¢.. “thinking
that your ‘sex’ is higher than the other” [F. E]) Only [4% of student respondents
specifically described sexism as occurring in both thoughts and actions: for example.
sexism is an “irrational belief that one sex dominates over the other: mistreatment of
the opposite sex” [M. E] and “judging someone by their sex and treating them
differently with regards to their sex” [F. Asian/E]. Only two students included
examples of sexist thoughts or behaviours with their definitions The examples provided
were job discrimination and the beliet that “girls can’t play sports because they are

girls” [F. E].

In equality of oppression. The majority of students defined sexism as some form
of discriminatory thoughts or behaviour that occurred equally between both genders.
Only three respondents. all female. noted the historical context of sexism wherein males
have traditionally maintained an oppressive asymmetric relationship with females. Two
of those definitions are provided below" “generally. [sexism] refers to the denigration

of women throughout history by males” [F, E] and “usually treating men better than
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women, such as giving jobs to men over women because of an assumption that men

are superior and more competent” [F. E]

Infrequently used critical terms. The presentation above contained illustrations of
each ot the kev words utilized bv students to detine sexism, except for the following:
bias, stereotypes. untair, and unequal. Examples of the use of these key words (with
emphasis added) are provided below. Three separate detinitions of sexism are-

e A personal or cultural hias, either good or bad. based on a person’s gender
[F. E].

¢ When someone of one gender believes that they are better than the other gender.
Also, if someone does not fit the stereotypical gender role they are discriminated

against
[F. E]. and.

e Treating the opposite sex unequally or unfairly solely based on the fact that they
are of the opposite gender [M. E].

In summary. discrimination was the term most frequently used by students to
detine sexism. although other similar terms. such as bias. prejudice. and stereotypes were
utiized. The majority of students defined sexism as some torm of discriminatory
thoughts (as opposed to action) that occurred equally between both genders. As [ move
the discussion to student definitions of racism. it is worth noting that two participants
specifically defined sexism as an oppressive experience similar to racism. in that they are

both the “unfair treatment of individuals™ [F. E].
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Racism

Whereas all students identified sexism as a phenomenon occurring between the
two genders, there was some variability in defining the targets of racism. Most
participants described racism as a phenomenon occurring between individuals and groups
that are of ditferent ethnicity. heritage, culture. background, skin colour, race. or any
combination thereof. However, some students turther extended the basis for racism to
include gender (female=1. male=2). age (N=2). “handicaps™ or other “physical
differences™ (N=2). and religion (N=2). Certainly much disagreement exists among
people as to the veritv and utility of the construct race (and one student noted this in her
definition). but the inclusion into race of such diverse tactors as those listed above is. |
believe. an interesting finding.

The following table presents the most recurrent key words that students used to
define racism. The frequency of these key words is included in the table. expressed as

both a number and a percentage of the total sample of student participants (N=71).

Table 3

Defining Racism: Frequency of Key Words.

Kev word Frequency (%)
discrimination 19 (27)
prejudice 15 2D
bias 6 (8)
stereotvpe 4 (6)
superior 4 (0)
dislike 4 (6)
unfair 4 (6)
unequal 2 (3)
hatred 2 (3
exclusion 2 (3)

Note. N=T1
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Some critical terms occurred in student definitions only once and for this reason they
were not included in the table. They are the tollowing: “segregating,” “violence,”

“degrade.” “hierarchical,” “ethnocentrism,” and “irrational.”

Discrimination. Similar to the trequency of kev words in students’ definitions of
sexism, racism was also most commonly defined as discrimination. For example, racism
was defined as: “discrimination against an individual because of his/her ethnic
background™” [F. Aboriginal NA] and “treating a person differently because he/she is
from another race. Therefore. you are discriminating on the basis of race” [M.

Asian].

Prejudice. Racism was also commonly described as prejudice  For example.
racism is: "when you prejudge a certain culture on what you believe them to be like”
[M. E] and “a bias or prejudice towards another individual or group that isn’t or
your race” [M. E]. [ also included the following detinition as an example of prejudice:

“judging a person based on false assumptions about their ethnicity” [F. E].

Action or attitucde, behaviour and belief. Very few students (only 11%) defined
racism as some form of inter-racial mistreatment or difference in treatment (e.g..
“objectionable treatment to different individuals dependent on their cultural/racial
background™ [F. Aboriginal NA]). The definitions provided by the remainder of
respondents described racism as occurring through thoughts or feelings. whether they

were defined as beliefs. perceptions. or judgments (e.g. “how we perceive other



people’s race consciously and unconsciously” [F. E] and “when someone does not like
another person or group of persons due to their ethnic or cultural background” [F.
E]). Only 17% of student respondents specitically described racism as manifesting itself
through both thoughts and behaviour: for example, “treating or viewing another group

unfavourably due to their race (skin colour)” [F. Asian].

In equality of oppression. The majority of students defined racism as some form
of discriminatory thoughts or behaviour that occurred equally between races. Only one
student observed that racism tends to occur against those people described as the
“minority.” Another student somewhat noted the Western historical context of racism;
namely. that the majority of people from a European heritage have benefited trom the
systemic maintenance of an asymmetric relationship of oppression and exploitation with
all other races of people at some point in time This lone student defined racism as
“treating someone differently based on race (skin colour, culture, etc). Generally in

a bad way: if not white, then treat them poorly” [F. E].

Infrequently used critical terms. The above presentation has illustrated each of
the key terms utilized by students to define racism. except for the following: stereotype,
unfair. superiority. unequal. hatred. and exclusion. Examples of the use of these key

terms (with emphasis added) are provided below. Five separate definitions of racism are:

* Creating self-perceived stereotypes of a group of people based on their religion
and cultural beliefs. Usually these stereotypes are negative and unfair [F, Asian];

¢ When people are treated differently (positively or negatively) based on the fact
that they are a certain race: or when people have certain conceptions that they
feel apply to a whole race: or that a certain race is superior to another [F, EJ;
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¢ Discrimination of a particular group based solely on race (culture); looking at a
group as unequal because of race [F. EJ:

e Being biased or feel hatred towards a specific group or race [M. Aboriginal NA]:

and.

¢ The act of preferring one rice to another: to dislike/exclude a person because of
their race [F, Asian].

Two definitions of racism were extremelv unique and therefore resisted
categorization. thus. they are included below: “people who have spent little time in
investigating other cultures™ [F. E] and “the extent to which an individual
judges/associates oneself with others of another culture or group™ [F. E].

Only one participant described racism in a manner indicative of commonsense
racist beliets  As an ethical researcher. [ cannot present this student’s definition without a
concern for potential harm to this person. However. it is worthwhile to note the basic
content of the definition given its relevance to my thesis topic. Sutfice to sayv. this
student’s definition included a brief rationalization for the apparent necessity and logic of
discrimination in certain circumstances. It is also worth noting that the same student
made a similar argument for the necessity of sexism. Fortunately, this was only one
individual out of 71 participants. and [ hope that this is an indicator that the disconcerting

severity of this person’s incognizance is just as rare among the wider population.

In synopsis. racism and sexism were similarly defined in that discrimination was
the critical term most frequentlv emploved by students. Syvnonvmous terms. such as

prejudice. bias. and stereotypes. were used. although the latter two were utilized much



less often. The majority of students defined racism as some form of discriminatory

beliefs (rather than behaviour) that occurred equally among all races of people

Equity

As with the previous two subsections. [ have provided below a table of the most
recurrent words used by students in their detinitions. However. this table includes both
key words and key themes. The trequencies of words and themes are included in the

table. expressed as both a number and a percentage of the total sample of student

participants (N=71).

Table 4

Defining Equityv: Frequency of Key Words.

Kev word or theme Frequency (%o)
equality 46 (65)
Emplovment Equity 10 (14)
opportunity 9 (13)
rights s M
level playing field 3 (4)
owner’s equity 3 (4)
*unable or unsure how to 15 (2b
define term*
Note. N=T1

Unlike my request to define sexism and racism in the questionnaire.
approximately one-fifth of all participants were unable to define equity. or. if they did.
their responses belied a high degree of uncertainty (e.g.. *???" and I don’t know™). The
students who were able to define equity have had their definitions classified into seven

groups below based upon myv content analysis of the indigenous concepts that emerged

from their responses.



Owner’s equity and employment equity. Three individuals® familiarity with the
word equity was within the context of accounting (i.e.. owner’s equity). as the following
response indicates: “the amount of ownership or capital that one has in a company”
[F. Asian]. A further ten respondents (14%3) associated equity with their interpretation of
employment equity. For example, equity was defined as. “something to do with
employment: equal rights and privileges in the workplace™ [M. E]. “*equal pay for
equal work’™ [M. E]. and.

People get what they deserve, based on needs/criteria. That is, a job more

valuable to a business gets paid more than one less valuable. For example, a

male and female employee get paid the same for some job. but a secretary
gets paid more than a gardener [F. E]

Equiry equals equality. The majority of participants (65%) associated equity with
the word equality. This is likelv due to the tact that the two words have close
resemblance because they are derived trom the same Latin root. uequus. Consider the
tollowing examples where students defined equity as: “the result of a society viewing
every individual as equal” [F. Asian/E]. "when everyone is treated equal” [M. E]. and
“ensuring that all people receive fair treatment and are considered equal in all they
do” [F. African]. and “equality for all mankind (sic)” [M. E]. It is ironic that the last
student cited herein used an exclusionary term (i.e.. ‘mankind’) rather than an inclusive

word (e.g.. “everyone’) to describe equity

Equal rights. The notion of human rights as an assurance of equitable treatment

was included with several definitions (7°%) and it was described in several ways.



Consider for instance the clear and simple definition of equity as “equal rights for all
people” [M, Aboriginal NA]. or the humanistic definition shown here: “the chance for
people to achieve to their full potential and become what they feel they should be.
The same constitutional rights as friends, family, neighbours, and fellow human
beings” [F. E]. Equity was also defined as the situation where “everyone has the right

to the same jobs, same education, benefits. etc.” [F. E].

Equal opportunity. The previous definition hints at the idea of equal opportunity
being an important manifestation of equity. Thirteen percent of students included the
word opportunity in some manner; for example. equity is “equal legal. political. and
economic opportunity for all” [M. E] and “receiving the same opportunities as
everyone else” [F. E]. Equality of opportunity may be similar to the thinking of the three
students who used the phrase “level plaving tield” to describe equity (e.g.. “allowing all
individuals to operate on a level playing field in terms of any aspect of life” [M. E]).
As an aside. [ believe that the phrase. “level plaving field.” is commonly used by
politicians and the popular media to describe the intended result of equity legislation.

such as employment equity

Action or attitude, hehaviour and belief. A third of all students specifically
defined equity as some form of fair treatment between people (e.g.. “to treat others as
you would yourself without the consideration of race, sex or religious beliefs” [F,
Asian] and “the process of being treated as an equal person™ [M. E]). The definitions

provided by the remainder of respondents described equity as occurring through thoughts.
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beliefs, or moral imperatives (e g.. “thinking people of all race and cultures are equal”

[F.E]).

Social relevance A small number ot students (8%) defined equity as a gender-
specific concern, while a turther 3% detined it as a distinctly race-based issue The
majority of students (42%) unequivocally identitied equity as an issue relevant to all

people, or at least multiple groupings of people (i.e.. race, gender. colour. culture. age.

religion. or any combination thereot)

Equity as social justice. Two students provided definitions for equity that resisted
categorization. and for this reason they are presented below Both definitions are similar
in that they succinctly articulated the idea of social justice (which is central 1o equity. but
not necessarilv equalitv). These students detined equity as “everyone deserves the

same” [F. E] and “everyone is entitled to [their] fair share” [F. E].

[n concluston, equity was a difficult term for students to describe since more than
20% of them were unable to do so. or at least they were very uncertain of their definition
if they did provide one. Nonetheless. the majority of participants who provided
definitions tor equity equated this word with “equality.” although some also associated
this critical term with equal rights and equal opportunity. In addition. the majority of
students defined equity as occurring in thought and belief (although it was also defined as

occurring through action). and said that equity is a social issue relevant to all people.
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Summary and Interpretation of Students ™ Definitions
Before providing a summary and interpretation of students’ definitions, 1 will
remind readers that Webster's Ninth New Collegiate Dictionary detined the three critical
terms thus:
¢ Sexism: “prejudice or discrimination based on sex. especially discrimination against
women; behaviour. conditions or attitudes that foster stereotvpes of social roles based

on sex” (Frederick C Mish et al.. 1990, p 1079).

e Racism. “a beliet that race is the primary determinant of human traits and capacities
and that racial difterences produce an inherent superiority of a particular race” (p.

969). and,

e Equity: "justice according to natural law or right. specificallv freedom trom bias or

favouritism™ (p. 421).

Furthermore. critical theorists have thought bevond these standard definitions to discuss
the following: the pervasiveness of commonsense sexism and racism among all human
relationships (e.g.. institutions. structures. and systems. see Roxana Ng. 1991): the
influence of oppressive ideologies (ie. belief systems) and the establishment of
hegemony. also known as the manufacture of consent (e.g.. Donaldo Macedo. 1994 and
Noam Chomsky. 1987). and the silencing and exclusion of oppressed social groups (e.g..
Nancy Hoo Kong. 1996). In addition to those mentioned above. critical theorists have
used a variety of critical terms to describe oppressive beliefs and practices, such as

sexism and racism: the following is but a short list: dominant and subordinate groups:
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hierarchical. asymmetric, or unequal relationships; power and influence; misogyny.
patriarchy, colonialism. and exploitation.

The above summary of standard and critical definitions provides readers with the
sensitizing concepts that will be compared with a summary of the indigenous concepts
given in the students’ definitions.

In summary. 65% of students defined equitv as equalitv Equitv was far less
trequently associated with human rights and equal opportunity. which is near to a
definition of equity rooted in justice and fair treatment. In general. few students were
aware of the standard (i.e.. dictionary) detinition of equity: it was almost universally
misunderstood. Moreover. 21% of students were clearly unfamiliar with or uncertain of
the term equity. and thus they were unable to define it at all However. no uncertainty
existed for students defining either racism or sexism. but there was little variability either.
In fact. the students’ interpretations of those two terms were closer to the uncritical
definitions recorded within standard dictionaries than those conceptualized by critical
theorists.

The most trequently used word to define both sexism and racism was
discrimination (38% and 27%. respectively). Key words. such as prejudice. stereotype.
and bias. also appeared. although much less frequently (approximately 10% each).
Unlike critical theorists. the majority of students defined racism and sexism as some form
of discriminatory thoughts or behaviour that occurred equally between both genders and
all races of people. Therefore. it is not surprising that only two students acknowledged
specific Western patterns of oppression. specifically that women and people of non-

European heritages have been the targets of these forms of discrimination and
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exploitation®. It is certainly arguable that this is an instance of historical amnesia (Peter
MecLaren, 1995) resulting from the tragmentation of history (Macedo. 1994) within the
public discourse occurring through mainstream media sources.

Although it was uncommon. some students’ definitions implicitly observed the
injustice or inequity of racism and sexism in society, but they did not have the words to
describe it thus. My final critical observation is that. in general. students do not have the
use of critical terms such as those provided by critical theorists. The closest any students
were to critically detining either racism or sexism were those who mentioned the idea of
superiority (approximately 10°). which is related to the notion of hierarchical or
asymmetric relationships. There was no mention within student definitions of anything
stmilar to commonsense racism and sexism (Ng. 1991) that indicated an understanding
that oppression is manifested throughout all forms human relationship (e.g.. family.
institutions. and systems: see Jean Leonard Elliott & Augie Fleras. 1992).

Overall. student definitions of sexism and racism were very limited and
circumscribed. indicating a perceptual near-sightedness tor observing these forms of
oppression in society Moreover. the notion of equity was widely misunderstood by
those that recognized the word. thus its potential for healing oppressive relationships is
circumvented. The preponderance of evidence indicates that first year university students
(and therefore secondary school students) are as yet uneducated regarding the
consciousness-raising concepts and critical terms of colonialism and oppression. [ assert
that this limitation of students’ education requires critical attention. In conclusion. the
content of the student definitions is not indicative that these young men and women

received a critical education for equity in school.
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Education for Equiny Evaluation

This portion of the chapter contains the results from both the equity evaluation
section of the questionnaire and the focus group discussions. The text trom each of the
equity guidelines is provided below within eight separate tables that also contain several
descriptive statistics. The mean and standard deviation are supplied alongside the
minimum. maximum. and modal ratings, and the percentage of students who chose those
responses. Excerpts from the tocus group discussions follow each of these tables. These
student quotations are given to provide depth and explanation to the descriptive statistical
data presented in each table All excerpts are from the two tocus groups [ facilitated
wherein participants were requested to provide examples of the information from their
previous school career that they were recalling during the time they were completing the
questionnaire. | have structured the presentation of focus group findings into various
subsections that represent the major themes. ideas. and topics that emerged from the
discussions. The research findings for each of the evaluation’s equitv guidelines are
described and interpreted in turn. [ conclude this section with the overall grade students
gave to education for equity alongside a summary and interpretation of the findings thus

tar.
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Societal Values

Table 3

Descriptive Statistics for Equity Statement |

mean sd min  mode max
Statement (%) (%) (%)
I We were taught to recognize minority values as well ~ 2.42 87 1 2 4
as the dominant values in our society. (14.1) (408) (11.3)

Nore, N=T71

Slightly more than 40% of tirst vear students stated that they were “sometimes”
taught to recognize the dominant and minoritv values of Canadian society. The mean
ranking for the focus group participants was | 7. which is lower than the group mean for
all students (2.42). One of the participants explained her low ranking in the following
excerpt: | put | because I live in a community where there’s no other ethnic

groups....[The school] never mentioned anything else about anyone else’s values”

[F1. E]

Defining dominant and minoriy values. Al tour students shared a common
understanding that dominant values were the values of the majority of people in Canada
(i.e. "Western values.... European-type values™ [F3. E]) and that minority values were
the values held by people within minority groups.

The dominant values of the school would be the values that are not

necessarily right or wrong, but they are the values most impressed on the
students. And the minority values would be like...values of minority groups.

ML, E]

The two participants in the second focus group worked together to define dominant

values. concluding that Jewish and Christian beliefs. such as monotheism and
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heterosexuality, were dominant values in Canada. Two students in the first focus group
provided the foilowing three examples of dominant values:

Punctuality....coming to class on time. Learning, stressing practical
education like reading and writing skills and stuff like that, whereas some
other cultures would probably stress more community-based stuff rather
than individual learning. [MI. E]

When people go in for job interviews you are expected to make eye contact.
be engaging, speak loud... I don’t think every culture has those... In some
cultures it’s rude to make eye contact and some cultures are quieter than
others. There’s a lot of very European. Eurocentric ideals of how to
act...and I think that’s a very dominant force in our society. 1 think that
can work against people that may not come from that background. [F2, E]

I think there's also an assumption that everyone's parents are together [i.e..
married]... I think that’s a dominant value that’s pressed into a lot of kids in
elementary and high school; *that’s what family should be’: this idea of mom
and dad and possibly some relatives. [Ml. E]

All the students had difficulty giving exemplars of dominant and minority values
when queried during the focus group One participant explained his difticulty this way:

[ can think of Western values that were. whether purposefully or

unconsciously, put out there [by teachers] for us to look at. I can't think of

any examples of other cultures’ values. [ can recall that other cultures

existed in Canada. We learned that we are not a melting pot and that there

is supposed to be a diverse culture....They covered that there were other

cultures, but they didn’t [specifically] cover other cultures. | know no
knowledge of other cultures from school at all. [M3. E]

Regardless of the difficulty. the students sought to provide examples of minority values.

The following is their list:

e Languages: “Not everyone speaks English in Canada and that’s what’s assumed.
Especially with Aboriginals and the French [this assumption is wrong]” [M2. E];

e I[nterpersonal customs: eve contact. loudness of speech. Indian Mendi art; and.

* Faith: “Religion is a big minority value” [F1. E]. e.g.. marriage and divorce. fasting

during religious observance. Muslim women covering their faces with clothing. and



young Sikh men wearing kirpans (small ceremonial knives with religious

significance) in school.

Dominant versus minoriy values in schools. The example of kirpan-wearing in
schools included the following elaboration from the same participant cited above:

That’s an example of a minority value upsetting a dominant value. And for

the minority value to be accepted. it really has to go through a lot of

rigmarole, so-to-speak: they really have to take it into the court system. That

really speaks to...how our laws are all founded on Christian and Jewish
ideals. [F1, E]

So too the removal of () Cunadua. God Suve the Queen. and the Lord’s Praver trom
schools were each cited by focus group members as examples of minority values

‘upsetting” dominant values

Who can hold mmority values?  The following briet” conversation began during
the first focus group in response to the question. “Can a person from the majority hold
minority values?”

- I think it would be rare to see someone who has a few minority values and
then is still 2 member of the dominant... [M1. E]

- ...that’s really strong to those minority values... [M2, E]
- Yeah. [F2. E]

- ...that goes along with them all the time. [M2. E]



Interpretation

Overall, the students in the tocus groups had difficulty discussing this equity
guideline.  Specifically, they found it difficult to define and provide examples of
dominant and minority values, which indicates a lack of formal education on the topic of
societal values. In the end. students defined dominant values with a fair degree of
accuracy as those values that belong to the majority of people in society. but they

mistakenly detined minority values as those belonging to people from minority (i.e.. non-

white) groups. The phrase, "minority values.” was intended to refer to those values that

are non-dominant. or alternative (e.g.. socialism). to the dominant values in society (e.g..
capitalism). These values are likely held bv a minority of people. but they are not
necessarily. and by definition. the values of minority group members However. this was
a misinterpretation made by all the focus group participants. Thus. it was often the case
that the examples provided by these students revealed that thev were contusing diverse
cultures and customs with the elusive construct. minority values Clearly. this was a gap

in the students” education. and they readily acknowledged this fact.
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93]



Role Models and Inclusive Education

Table 6

Descriptive Staristics for Equity Statements 2 and 3

mean sd min mode max
Statement (%) (%) (%)
2 The school curriculum included a diversity of role 122 99 0 2 4
models and information about Aboriginal people and (56) (40.8) (8.9)
diverse racial and sthnocultural groups.
53 The school curriculum included female role models 2.63 93 0 3 4
and information about women. (L4 (38) (18.3)
Nore. N=T1

Both the mean and modal ranking were rated higher for the inclusion of female
role models and information about women in the curriculum than the same for Aboriginal
people and a diversity of other racial and ethnocultural groups. One focus group
participant stated it this way: “For me in school, there was a lot more emphasis placed
on women being equal than there was on different cultures being equal™ [M3. E].
These findings corroborate the results of the equity evaluation wherein slightly more than
40% of first vear students stated that “sometimes™ role models and information were
provided in the curriculum for a diversity of racial and ethnocultural groups. whereas
88% of participants found that women were included in the curriculum with a trequency
between “sometimes” and “always.” The focus group participants ranked these
statements lower than did the student participants as a whole. Two participants explained
their rankings below:

I gave it a | because I can’t bring to mind any instances where we singled

out women. In the context of Canadian history I think we only learned about

Laura Secord, and that was it.... We really never learned about [a diversity of

role models]; for instance, Martin Luther King and the black movements of

the 50s and 60s and Malcolm X and all that stuff. We never learned about

Buddhism or Judaism or anything like that... There was a very
British/European connotation on everything. [M1. E]



[ gave it a 3 because [there are] Aboriginal people in my community so we do
have pow-wows and presentations and art....I had some really good teachers
who really taught about the position of women in history. The one thing that
was weak was the ‘other,” like the racial and ethnocultural groups....I took
American History. That's how I learned a lot about black history and that
was my choice because I felt that I should learn about that, but....you never
really get to understand the culture of the people you’re learning about. I
agree with [M1] in that sense. You get a taste of it, but you never really get
the full disclosure on it. [F2. E]

[ can think for sure that we were given women role models, and that women
were definitely focussed on, and that’s the only reason I gave it a 2....I can’t
say in my schooling in Ontario that I can really remember learning about
one racial or ethnocultural role model. I can’t think of one person who was

not Eurepean. [ can’t think of one Asian person; I can’t think of one black
person. [M3. E]

Two other participants recognized that they did not learn of cultural diversity within their
education” “"We never really had any diversity of role models. It was all... We never
had a black teacher or Chinese teacher or anything like that, so it was always our

own culture” [F1. E].

Community monoculture and the luck of educational diversity. The two students
mentioned directly above gave mid-range ratings to the two equity statements because
they thought that the lack of diversity in the curriculum reflected the uniform culture (i.e..
European) of their small town Ontario communities.

There were just no Aboriginal people in our community, so it was diverse for

our community....I think in our community they made it as diverse as they

could for what was offered. [f people came in, they would have had to come

in from an hour away or so, if we were going to get in any black teachers or
Aboriginal people. That was just how it was around my town. [M2, E]

They postulated that educational opportunities to better understand race-based oppression
were likely available at their respective schools. but that these would occur in the
optional American history class. not in the requisite Canadian history class. Both they

and another student believed that their lack of exposure to anti-racist information and



role-models was primarily due to their chosen enrolment during secondary school in

science and business classes. rather than history and English courses.

Female role models. During the focus group [ asked the three women participants
whether they were satistied with the amount and quality of the female role models
presented in their education. One said that there were none in her experience; another
student declared that she tound plenty ot women role models in English literature. but
that she achieved this largely through her own reading (although she was also supported
in this endeavour by several quality English teachers): the last said that she was presented
with plenty of female role models during her private school education, but there was a
limitation: “We had absolutely no role models from any other groups aside from
Catholic women™ (F3. E]. The implication within this student’s statement is that these

women role models all shared a similar ethnocultural heritage (i.e.. white European), in

addition to a common religion. This implication was made because she had previously

elaborated that a third of the students at her school were Asian Canadian. vet no mention

was made within her education of the historical contribution made to our country by this

segment of society.

Comparing anti-sexism and multicultural education within schools. Further into
the focus group discussion. this same participant compared the amount of information on
women with the amount of information on world cultures. At that time she stated

unequivocally that

there was actually no information about cultures. In terms of women, we
had tons in high school. In English classes there was always a portion, if not



the majority, on female authors....I was reading The Female Eunuch in
grade 10... [Gender equality] was really enforced, but it was not anything that
was always said: it was just implied in everything we did, and I think that
was really good. That could just be because it was an all-girls school; it
probably was....[but] in terms of other cultures there was nothing
whatsoever.

Her comparative evaluation of anti-sexism and anti-racism is comparable to that ot other
participants who also said that information on women and female role models
outweighed the amount of multicultural information and role models provided to them in
school. These observations also match the results of the equity evaluation (see table 6

above).

Interpretation

[t is clear trom the equitv evaluation and focus group discussions that the amount
and quality of information on women and temale role models has higher than the same
for Aboriginal people and all other racial and ethnocultural groups. However. the
inclusion of anti-sexist education in schools needs to be criticized because it is random
(i.e.. unsystematic). and theretore entirely dependent on the interests of the particular
teacher students receive [n other words. only teachers interested and sufficiently
knowledgeable to provide a rich diversity of female role models. women’s experience,
and anti-sexist critical analysis will do so. Hence, while all students will receive the
majority of their schooling from a patriarchal education model (Jane Gaskell et al.. 1989).
some students may never receive a feminist teacher and thus they may not experience
within school the pedagogical difference of an anti-sexist education for equity.

[n regards to anti-racist education. it would appear from the focus group

discussions and equity evaluation that exclusionary history is still the status quo within



Ontario schools. In fact, the comments from students indicate that even multicultural
education, the least revolutionary tform of the two education models. is not widely
practiced either. Specifically. students have unequivocally stated that they experienced
an almost complete lack of multicultural role models and information. Some students
from monocultural communities rationalized that the lack of diversity within their
education is expected given the lack of diversity within their communities. as well as
their academic focus on science or business  This viewpoint is a disconcerting revelation
of a common perception within the school system that multicultural and anti-racist
education is an educational “add-on” that is dependent on a student’s educational
interests (e.g.. history) and home community (i.e.. is it ethnoculturally diverse?). In
conclusion. the most students were able to sav was that they were taught that Canada is a
multicultural nation. but they were never systematically given knowledge of what exactly

the multiplicity of cultures may be.

Cultural Diversity

Table 7

Descriptive Statisties for Equity Statement 4

mean sd min  mode max

Statement (%) (%) (%)
4 Accurate information was conveyed about a broad 244 77 l 2 4

range of cultural values. life experiences. and the (8.6) (47.1) (8.6)

diversity within cultures.

Note. N=T1

Forty-seven percent of students indicated that accurate information about a range
of cultures and life experiences was “sometimes™ provided through the school

curriculum. This assessment was congruent with the ratings given by the members of the



tocus group. The following excerpts from the focus groups illustrate the students’
reasons for the rankings they gave:

I wouldn’t know how to place [what we were taught] as accurate because I
wouldn’t have anything to compare it to because no one was talking about

cultural practices that [ was a part of, so [ couldn’t say “Yeah, that’s right or
wrong.” [MI, E]

In my situation, I have traveled a lot and so | have seen a lot of different
cultures. But. if [ were to come home to the classroom and ask a question
about it (if I didn’t understand something that [ saw), they wouldn't be able

to explain to me why or for what reasons; I would only have what I saw. [F1.
E]

[ feel that we were given an adequate, maybe not sufficient, but we were
given a substantial amount of *‘women are equal’ information [in school] and
[ feel like I grew up believing that....But as far as it goes for other cultures or
life experiences, [ can’t think of anything. [M3. E]

There were cultural values that were addressed, but it wasn’t a broad range.
[ didn’t learn about all different types of cultures. I learned about cultures
that directly affected me: therefore. it was very limited. The people that
were teaching me were the same way. They came from the same sort of
background: White Anglo-Saxon Protestant. That's the way it is around
where I lived. other than the Aboriginal people, and I don’t think just
teaching about Aboriginal people represents a broad range of cultural
values....We know enough about European culture, that’s for sure. I would
have liked to learn more about [people from] different parts of the world.

[F2. E]

In my community there aren’t many different ethnic groups... or cultures...
[ don’t really know what is out there, so it is hard to say if it is accurate or
not. They didn’t go out on a limb to try and teach us and give us examples
through videos and things like that about other cultures....I was taught only
about Canada, like the French or Inuit... It might have been addressed a
little bit, but it didn’t go outside of the Canadian culture. [M2. E]

Limited pedagogical methods. One student was particularly critical of the limited
methods used by his teachers to educate students regarding global cultural diversity,
specifically “maps but not videos...maybe the odd film strip from the 60’s...” [M2.

E]. The other students agreed that video was the primary medium for cultural

communication and that culture. when it was taught. was done so solely through the



assigned reading of history textbooks and not through classroom discussion. hence the

lack of critical pedagogy.

Diversity within culture. The students further stated that while cultural education
“sometimes” occurred. there was never any mention of the diversity that occurs within
cultures. To whit. the tollowing conversation from the second focus group:

- [ definitely remember it being enforced that we are a multicultural society.
[M3. E]

- Yet at the same time no accurate information was conveyed. [F3. E]

- Yeah...about other cultures. [M3. E]

This same criticism was echoed by the two participants in the second focus group as well.

Eurocentrism. A student trom the first focus group provided an example of the
oppressive Eurocentric pedagogy that she received in school. wherein cultural diversity
was not explored and stereotvpes were not challenged:

Say we're looking at African Americans... From the way [ was taught, the
way you address the subject is you're looking at them as a thing, a function
of history. and they're *otherized.” In other words, they're made other: there
not a part of you: they're separate from you. You look at them, but you
don’t look into them to see the differences. [ mean, how can you see the
differences and individuality when you are grouping things together and
seeing them as something separate and apart. That’s the way I think my
school system addressed minority values and different cultures and [ don’t
think they meant to do it; it’s just built into the Eurocentric perspective that
[ think most of us have. [F2. E]

[t is important to note that this participant’s reterence to the concept of the “other” and
being “otherized” was part of her university education. and that her secondary school
teachers did not provide these terms of critical post-colonial analysis. The two other

students who were familiar with these terms from their first vear Anthropology and



English courses verified that they had never heard that terminology discussed during their

secondary school careers

Religious diversity. Another topic that lacked discussion was the reason some
students of diverse faiths lett the classroom during the playing of () (‘unada and the
recitation of the Lord’s Praver This was a mysterv for most children at the time -
including the first four focus group participants - as shown through the following
conversation:

- It was never addressed in our school. [F1. E].

- The teacher may have said something like “those students will step
outside...” [M2, E]

- *...It’s their religion...” [F2. E]

- *...so that’s what they're going to do, so don’t make a big deal out of it.”
(M2, E]

According to these students. when the Lord’s Prayer was eventually removed from

schools altogether. this action was also left unexplained.

What is the culture of Cunada? The final excerpt of this section reveals an ironic
gap in the cultural education many students receive: I'm not sure I learned what
Canadian culture is....What is it to be Canadian? I guess we did learn that to be
Canadian is to be in a diverse culture....But what is the diversity in Canadian

culture? [M3. E]
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[nterpretation

The focus group discussions gave striking evidence that students were not
exposed to a wealth of information regarding a diversity of cultures and religions.
Moreover. students were not even contident that anv information that they did receive
was accurate  Viewed in this light, it is not surprising that thev were also uneducated
regarding the diversity that exists within cultures One student (see the tinal quotation
above) was humourously critical that. notwithstanding the diversitv of cultures that exist
around the globe. he never learned the culture of his own countrv: his education neither
included a discussion of the essences of being Canadian. nor lessons regarding the
diversity within our own culture. The question ot who can be considered Canadian was
shared bv another student participant. but in a separate focus group. Specifically. that
student had a very limited perception of who can actually be included in Canadian
culture, implying through the conversation that this cultural category was restricted to the
English. French. and Inuit. A clue to his incognizance lies in his description of the
limited methods utilized by teachers to inform his classmates regarding global diversity.
specifically an over-reliance on videos and textbooks as opposed to classroom discussion.
So too. Eurocentrism was identitied by another participant as another likelv cause of
exclusionary education. In conclusion. the results indicate that a Eurocentric curriculum
combined with limited teaching methods and a lack of critical pedagogy has created a
student body that is largely uneducated concerning the diversity of cultures and religions.

both worldwide and here in Canada.

(73
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Imtegration of Studenr Perspectives

Table 8

Descriptive Statistics for Equity Statement 5

mean sd min  mode max
Statement (%) (%) (%)
5 The school supported and integrated the perspectives  2.74 95 0 3 4
of all students to assist us with living in a diverse (2.8) 437 (211)

sacietv (e g | diversity retlected in the contents of
school library. displays, celebrations. school events.
calendars. and food services).

Note. N=T1

The mean ranking for this statement was one of the highest ranked (2 74 out of
four) from the entire group of equity statements  The modal rating was three. with almost
44% of students agreeing that. more often than “sometimes.” vet less than “always.” all
student perspectives were integrated into school lite with a view towards assisting them
with living in a diverse society. The ratings provided by the focus group students were
lower. but generally in agreement with these fairly high ratings [ have structured the
tocus group findings into four sections based on the students™ discussion: they are: the
experience of both monocultural and multicultural communities with integration of
student perspectives. presence without integration. or what happens when multicultural
education exists without anti-racism: and the perceived experience of English as a Second

Language (ESL) Students.

Monocultural communities and integration  The comments below were given by

two students who stated that their childhood communities lacked racial and ethnocultural

diversity.



[ have a high number for that [statement] because [the integration of student
perspectives] reflected the students in my school because it was mainly a
white school. That’s what it reflected... that’s how it was. So all the stuff...
the libraries, displays, celebrations, events... it fit to our school. It fit our
school, but it didn’t show us what else was out there. [M2, E]

We only had one culture, so everyone was always integrated. [F1. E]

Thus. these students argue that since their schools lacked cultural diversity, the
integration of all student perspeciives was not a problematic consideration. and that

logically it must have occurred.

Multicultural communities and integration  The students who lived in more
multicultural communities than the students quoted above had different viewpoints. if not
ditferent scholastic experiences:

[ gave it a | because even though there are 10...15...20 people that aren’t of
the dominant culture, [ still think there should be things for them. There
was never any acknowledgment of Ramadan [in my school] or... there was
Black History Month...we didn’t even know about it and there were students
who were black and who were Muslim. They were just never represented.
It’s like they spent most of their time trying to fit in. [F2. E]

I think [the integration of student perspectives] was stronger in extra-
curricular activities. There were a lot of clubs for minority groups and there
was a Black History Month assembly in high school. There were things like
that that weren’t necessarily parts of the curriculum, but did address the
needs of students who were in minority groups. [MI. E]

While the student quoted directly above believed that some school clubs and an annual
assembly were sufficient to meet the needs of all students. he also stated quite distinctly
that Canada’s multicultural diversity was not celebrated within the events. displays,

calendars. or food services that occurred within his secondary school.
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Presence without integration.  Another participant noted that her school
administrators involved Aboriginal people and culture in the schools, but that this level of
engagement was not sufficient in her analysis.

At my school we lived near [an Aboriginal reservation] so we had a lot of the

Native kids so we had some awareness of Aboriginal ideas....We saw that

they had art displays sometimes, and they had a pow-wow come into our
school once... It was present but there was never any real awareness. [F2. E]

She explained that prejudice and stereotvpes against Aboriginal people still existed

within her school community despite the actions described above.

English as a Second Language (ESL) Studdents A student from another school
recalled “posters being up in the halls and maybe some [cultural] displays (at times)
at [the school] where I went....If it was another culture’s special holiday (whichever
that may be) there was some mention of it” [M3. E]. However. he also reflected that
“English as Second Lianguage students were carted off and stuck in another room,”
adding his opinion that

The whole history of Canada is people having to adapt to a foreign culture;

one that is (basically) being created still. It seems to me that [new

immigrants] should be an important representation in the Canadian identity,
and there would be lots of ways to do that....A family friend teaches ESL

students, and he says that they don’t try to fit in because [these students]

don’t see an appropriate doorway for them to fit into the rest of the
curriculum. [M3, E]

Moreover. both participants from the second focus group noted that at their respective
schools, ESL students were frequently the targets of harassment (e.g. teasing and
fighting). In addition. one of the student participants observed that the ESL students were

segregated from the other students within the school. thereby denying any possibility for

J
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the integration of their perspectives and experiences within the larger school curriculum

that exists outside of the ESL classroom.

Interpretution

There were several important points brought out during the discussion
surrounding this equity statement.  Similar to the discussion trom previous equity
guidelines, a recurrent theme from the students of monocultural communities was their
beliet that the lack of cultural diversity within their schools logically dictated that all
student perspectives were necessarily integrated within the curriculum. However. I argue
that they have not considered the accuracy of their statement that there was only one
culture in their schools. Notwithstanding the fact that there were likely a small number of

students within their schools from non-white. non-European ethnocultural heritages that

escaped their recollection. their statements imply that all of (so-called) white Canada is a

monoculture as opposed to a multiculture. which is arguably not the case. Thus. despite
the high rankings thev gave this equitv guideline (see above). their stated reasons did not
indicate that a high level of integration actuallyv existed within their schools. Moreover.
the objective of this particular equity guideline was missed since these students admitted
that their exclusive education did not prepare and them for “living within a diverse
soctety” (MET. 1993).

Students from multicultural communities had somewhat different educational
experiences than their counterparts from monocultural communities. Namely, they were
more aware of the degree that the integration of all student perspectives and experiences

was occurring within their respective schools  While both these students stated



unambiguously that cultural diversity was lacking within their school's events and
activities, one student made the uncritical assumption that several school clubs and an
annual assembly were sutficient to meet the needs of all students. Again, comments of
this nature reflect a commonly held (and marginalizing) viewpoint that multicultural
education is an extra-curricular supplement to the conventional education.

A similar problem. which [ termed “presence without integration,” was noted by a
student who had lived in a community with a large population of Aboriginal citizens.
She critically observed that while Aboriginal culture had a presence within her school
(e.g.. art). and Aboriginal women and men were occasionally involved in school events

(e.g.. pow-wows). the non-Aboriginal students lacked any real awareness of Aboriginal

culture and experiences: hence. anti-Aboriginal racism continued to exist within her
school and her community.  This is likely the result of token multicultural education
occurring in isolation tfrom anti-racist education.

Another example of presence without integration was provided bv a student
participant who observed that ESL students were segregated and lacked an “appropriate
doorway” into the curricula, events. and activities of the school. His criticism indicated
that there were groups of students whose perspectives and experiences were definitely not
integrated within the school curriculum. The result was that the ESL students and all
other students at his school did not have an opportunity to interact in a positive
environment and learn from each other. thus practicing important skills that would assist
them with living in a diverse society.

Overall. these research findings indicate that even in multicultural communities.

schools were not assisting students to live in a diverse society. in that they were not

J
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ensuring that all student perspectives and experiences were being integrated. The
integration of cultural perspectives and experiences was occurring for students of a white,
European heritage, but the same could not be said for students who belong to racial and
ethnocultural groups that have historically been silenced and oppressed by the dominant
culture in Canada. In conclusion. the tocus group discussions indicated that. despite
tairly high equity evaluation ratings. only a low level of integration of student
perspectives and experiences occurred within schools  Specifically. culral diversity
was not represented at all in monocultural communities. and only minimally represented
in multicultural communities  Furthermore. any cultural diversity that was presented
within these schools was done through the modality of multicultural education without a

complementary anti-racist education to support and encourage an education for equity.

Actve Parucipation i the Curriculum by Students

Table 9

Descriptive Statistics for Equity Statement 6

138

mean sd min  mode max
Statement (%) (%) %)
6 All students saw themselves as active participants in 25 .03 0 2 4
the curriculum. (44) (36.8) (17.6)

Note. N=T71

The modal rating for this equity statement was “sometimes.” which almost 37%
of the student respondents agreed was an accurate response when asked if they
considered all students to be active participants in the curriculum. A further 32% gave

this statement the next highest ranking (3).



Differing perspectives, different observations  The discussion on this topic
differed between the two focus groups: the first group tended to have ratings that were in
the high range. while the participants in the second group stated succinctly and
unequivocally that ~All students, regardless of race, were definitely not active
participants in the curriculum”™ [M3. E]. and consequently they gave lower ratings In
regards to the students of the first tocus group. their discussion on this statement is
encapsulated in the tollowing statements-

I didn’t get a sense that [all students] were encouraged. but I also didn’t get a

sense that they were not encouraged. 1 think if there was anything that was

stopping them from participating | think it would be something less
observable... I don’t know what it would be. but... [M1. E]

We didn’t have any other cultures or whatever, but if people wanted to
participate they would. and if they didn’t they weren’t told not to... That was

their choice.
[F1. E]

There was nothing holding them back that I saw. [M2. E]

Defirung “active parucipation in the curriculum”™  The discussion at this point
seemed to beg the question "How do vou define being an active participant in the
curriculum?.” which elicited this response: “Just being there and being encouraged to
ask questions. to pose questions. and making an attempt™ [F2. E] However. there
was also this alternative perspective:

[ found that the more popular people always participated in the curriculum.

like extra-curricular activities. other than the not-so-popular people because
they felt that they couldn’t be a part of that group. [Fl. E]

This observation was echoed in the second focus group wherein the two participants
added that being involved in school clubs. talking in class. and having friends were all

indicators of active participation in the curriculum. While I did not ask these students

9
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directly “How do you define “curriculum’.” the statements above are congruent with the
1993 MET equity policy document wherein the school was viewed as a holistic learning
environment and thus the curriculum is ~all learning experiences the student will have in
schcol™ (p. 13)". including the day-to-day interactions between students. teachers,

administrators. and the community

Integration of student interests in the curriculum.  The final rejoinder to the
discussion on active participation in the curriculum occurred when [ sought to determine
whether students were able to incorporate their personal academic interests into their
classroom education. at which point it was stated that “I'm sure [the teachers] would
have a discussion. but they wouldn’t exactly make up a whole new course to teach
something that you wanted to learn™ [F1, E]. All the tocus group participants agreed
that the school curriculum was intlexible and that students were not encouraged to follow
their own intellectual interests: tor example: 1 can't think of any courses where |
actually could have gone and done a project on another culture and their values. |

don’t know where that would have fit in. It didn’t.” [M3. E]

Passive participation.  Although the first focus group firmly claimed at the
beginning of their discussion that students were active participants in their education. a
comment made somewhat earlier in the overall discussion deeply contrasted with the
consensus that occurred for this particular statement. namely:

For me in my history courses, in my experience, it was really centred on

media. If you could get a video to teach, that was good. I'm not saying I

didn’t have really good teachers; I had teachers that were really good at
explaining stuff, but at the same time they liked to use the multimedia. I



guess they thought it would help us remember, which is stupid, because I
would rather sit and be a participant in the class than sit there and stare at a
t.v. screen and be bored out of my mind. [F2. E]

Clearly, this student has stated that watching videos in class - which all student
participants agreed occurred all too frequency during their education — is antithetical to

active participation: rather. it is passive participation.

Interpretation

While the equity evaluation results clearly indicated that active participation
within the curriculum was a random occurrence (i.e. it only happened sometimes), the
two focus groups contained some ditferences of perception and opinion. The second
tocus group was both succinct and unequivocal in their assessment that all students were
not active participants in the curriculum The first focus group stated that students were
active participants: however their discussion on this statement seemed to contradict the
high ranking it received. Specitically. this group of participants stated that. while every
student at their respective schools were not active participants. there was nothing
observable that prevented the participation of these students. The problematic aspect of
their statements is that they may stem trom a lack of critical awareness and
conscientization on their part. Specifically. subtle racism and sexism may have been
present in the school environment that acted to hinder the participation of students
directly affected by those forms of oppression: however. the focus group participants may
not have had the critical awareness to observe this phenomenon Consider an example of
a similar situation given by one of the focus group members wherein it was stated that
unobservable (i.e.. subtle and covert) actions commonly impeded the participation of so-

called unpopular students. It is just as likely that similar actions could have been
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occurring that were racist or sexist, but that they were equally covert and unobservable
(in other words. they were “commonsense”; see Roxana Ng. 1991). The argument [ have
made here is simply that. just because students were unable to see any overt
discrimination at their school does not automatically mean that none was occurring; and
in fact. there is plenty of anecdotal evidence and other research (e.g.. George Sefa Dei.
1998. Nancy Hoo Kong. 1996) that has revealed that every student does not experience
encouragement to become active participants in the curriculum  The focus group
participants implied this criticism: | found it necessaryv to make it explicit.

[ had another concern with the students’ ratings of active participation in the
curriculum. and it was in regards to their definition of the term. The definition of active
participation created by the focus group participants included: asking questions and
giving answers in class. having friends in school: and doing extra-curricular activities,
such as clubs and sports  While this definition is indicative of a holistic construction of
‘the curriculum.” this interpretation of active participation and the student recollections
that support it (see above) indicate a lack of critical pedagogy in the classroom. Namely.
it was inconceivable to these students that they could be active participants or leaders in
their own education: they clearly indicated that they were not given anyv opportunities to
either collaboratively create an academic agenda with their teachers’ guidance and
support or pursue their own academic interests within the classroom.

The final consideration on this topic was a critical observation made by one
student regarding the increasing amount of passive participation in the classroom. This
participant was. of course. referring to watching television and videos as a replacement

for classroom instruction and discussion. She indicated an over-reliance on multimedia



to teach while unambiguously advocating that more time needs to be given by teachers to
encourage meaningful student participation in classroom discussion.

In conclusion, while active participation within the curriculum was “sometimes”
encouraged, and while popular students were the prime participants in school-life, it is
entirely possible that covert racism and sexism was hindering the participation of some
students. In fact. critical pedagogues report this as a common occurrence in classrooms
across North America. | cannot say with assurance that this was the reality for students at
the participants’ respective schools without appealing to the research of others (e.g.
George Seta Dei. 1998 Gloria Roberts-Fiati. 1996) However. [ do see a need — based on
the students’ expressed inability to perceive covert discrimination — to teach critical
awareness as part of an anti-oppression education.

Regardless of whether or not active participation by all students was encouraged,
it is indisputable that the form of active participation envisioned by critical education
theorists. and that experienced by students on a day-to-dav basis within schools. was
quite different.  Specifically. students were not encouraged to be leaders in their
education. but were more often the passive recipients of education given by teachers (see
Kathleen Weiler. 1991 and other teminist education theorists for a discussion on the
problems of teacher authority and classroom hierarchies) Certainly. the increased
reliance on television. video. and computers as the media through which learning is
expected to occur is resulting in a concomitant increase in passive participation and
decrease in active participation (i.e.. critical thinking and discussion skills) within the
curriculum. Overall. the evidence of the focus group discussions and equity evaluation

suggest that the process of critical pedagogy is not systematically occurring in Ontario



classrooms, teachers and students are not actively engaged in creating a curriculum that

meets their specific needs and interests. and that students are not even aware of all the

educational possibilities that active participation can be.

Addressing Racism and Sexism in the Curriculum

Table 10

Descriptive Statistics for Equiry Statement ~
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mean sd min  mode max
Statement (%) (%) (%)
7 Teachers addressed anv racism or sexism contained 28 1 08 0 3 4
in the school curriculum (e.g.. content. language. and (4.3) (42) (273)

illustrations).

Note. N=T1

This equity statement had the highest mean rating (2 8) of all the statements.
Thus. the modal rating was also high. with more than 67% of student respondents stating
that their teachers “always.” or at least more than “sometimes.” addressed anv racism or

sexism that existed within the school curriculum. The students in the focus groups had

similarly high ratings tor this statement.

Committed and quality teuchers. The student participants from the focus group
emphasized that the majority of their teachers (as opposed to their textbooks) were
effective at addressing racism or sexism within the curriculum. The teachers cited by the

students were primarily in English literature and secondarily in historv: no teachers from

any other subject were mentioned.

[ felt that my teachers. in general. did a very good job at [addressing any
racism or sexism in the curriculum]. The textbooks... I don’t think they did as



well. They’re terrible and very Eurocentric, but my teachers were fine. [F2,
E}

If we were in English classes, whenever we were reading any novels,
everything would always be picked at. [ just think of my grade 11 teacher
(she was amazing)....she was always trying to make us aware of the existence
of the racism and sexism in everything....I think it was maybe just the
teachers that [ had, but it was there. [F3, E]

Five of the students were thinking only of overt racist behaviour when they made their
ratings. as the following quote reveals' I can’t think of any examples. but I don’t
think [the teachers] would let it go. If there were racist remarks in a textbook or

something, they would obviously address it” [M2. E].

Discussing discriminatory discourse. The next excerpt provides an example of
how some teachers handled discriminatory discourse in English literature.

When you’re reading older literature, there’s always stuff that’s sexist and
borderline racist. And I found that teachers always. always, said “You’re
going to notice something about this line. Now this could be that so-and-so
was sexist (and he probably was), but we’re studying it from a literary point

of view, and if anyone has a problem with that we can discuss it now.”
[F2. E]

Consciousness-raising. A serendipitous event occurred during the tocus group
that highlighted a benetit derived trom this method of data-gathering. [n this instance. as
one student began explicating the subtleties of sexism and racism within the curriculum
that had been revealed to him at university. this educational moment occurred:

- I gave [this equity statement] a | because... I think if you gave me this
[questionnaire] a year ago and [ hadn’t come to Laurier, I would probably
have given it a higher mark. But just seeing how whole courses are
constructed around sexist and racist ideologies like... Western History... the
book is filled with old white guys and that’s pretty much it. It’s a male white
world in Western history and in Canadian history and in American history.
And so [ think that racism was really subtle and I don’t think that racism
was addressed at all in [my school] courses. [M1. E]
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- I never thought of it like that... how it’s all old white guys in the history
books, and it’s subtle... I never really thought of that, but it’s true... that is a
kind of racism thing that was subtle... [M2. E]

- Yeah. In English, who's the guy you learn about the most? William

Shakespeare. Did anyone learn any black, women, Indian...any [other] kind

of writers in English? [ didn’t at least. [MI. E]

Lacking diversity within required reading When asked directlv whether anvone
could recall reading the works of a writer whose ethnocultural heritage was not European,
their replies were unanimously in the negative When asked who were the women
writers on the reading list tor English literature, two Canadian writers (Margaret Atwood
and Margaret Lawrence) were noted. The only student who had a different educational
experience was the young woman whose secondary schooling was received at an all-
temale private school. During that time the majority of writers that she had been exposed

to in her French and English literature classes were women.

Passive participation revisited.  As the discussion on this topic deepened. two
students who were previously generous in the praise for their schooling began to critique
the limitations of the teaching they received. The conversation excerpt provided below
tllustrates the weakness of relving almost solelv on videotapes to teach culture without
providing critical classroom discussion of the presented material.

- Teaching about different cultures using a tv... that’s kind of a twisted
mirror...that’s not really teaching, but letting us absorb in whatever biases
and misconceptions that are already in the piece of film. They don’t even
address what biases and misconceptions may be built into the piece of film
that you’re watching. [F2. E]

- ...because you don’t get a chance to discuss if there are biases within it.
{FI. E]
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Interpretation

All of the students had faith in their teachers that, in accordance with Ontario’s
zero-tolerance policy on discrimination, overt racism would always be addressed.
However, the students were united in their belief that any subtle racism and sexism
inherent within their school curriculum would not be noticed by their teachers and
theretore it would pass unacknowledged and unexamined This indicates a need to train
teachers in critical awareness. specitically anti-sexism and anti-racism

This need also extends to the teachers™ choice of textbooks tor use in their
classrooms. Specifically. several participants criticized the blatant Eurocentrism of their

texts. in addition to the overall lack ot women and raciatlv/ethnocuitural diverse authors

in their required readings. [t is also worth noting. within the school. the principal critics
of racism and sexism in North American culture were teachers from two academic
disciplines: English literature and historv  Thus. while other areas ot academia. such as
mathematics and science. have exclusionarv histories of racism and sexism. this is not
taught to students (nor. for that matter. is it included in MET curricula documents).

Once more. students were critical of their teachers’ over-reliance on video within
the classroom. specifically in regards to teaching culture. As [ noted before. the use of
television and video as teaching tools results in passive — not active — participation. The
students cited in the excerpt above also criticized the videos they watched in their
respective classes as poor teachers of culture. in that the videos contained biased.
inaccurate information. Those students’ observations also contained an implicit wish to

be educated by live persons capable of engaging them in critical dialogue. and not by
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machines that can only reproduce a pre-programmed monologue. Indeed. the entire focus
group was supportive of the criticisms made by the two students.

In conclusion, the students were certain that overt sexism and racism would
always have been addressed by the majority of their respective English and history
teachers, but that subtle forms of oppression within the curriculum would pass unnoticed
and therefore remain unaddressed. Two specitic concerns expressed by students in
regards to this topic were the subtle Eurocentrism of school textbooks and the lack of
women and culturally diverse authors [ndeed, both are clear examples of covert racism
and sexism within the curriculum. Another related concern was the overabundant and
uncritical use of television and video as the medium of choice to (mis)educate students
regarding world cultures. Thus. it is clear that many teachers. especially those in English
and history. wish to participate in anti-racist/anti-sexist education, but that they
commonly do not have the knowledge and critical ability to recognize subtle forms of
discrimination (e.g.. their own Eurocentrism).  This shortcoming could be overcome bv a
combination of two actions: educating potential teachers in the practice of critical
pedagogy as part of their training. and the encouragement of community-member
participation (e.g.. guest educators) within the classroom to assist teachers on topics of
which they are either unfamiliar or uncertain (e.g.. the diversity world cultures). In this
manner. schools would be closer to achieving this particular equity guideline, thereby

ensuring the provision to both students and teachers of an education for equity.
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Exploring and Challenging the Causes and Patterns of Oppression

Table 11

Descriptive Statistics for Equity Statements 8 and 9
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mean sd min  mode max
Statement (%) (%) (%)
§ The causes and patterns of racism in Canada and the 2,19  1.02 0 3 4
world were explored and challenged. (56) (408) (5.6)
O The causes and patterns of sexism in Canada and the 2 2% 1o n 3 4
world were explored and challenged. 29 (91 &7

Note. N=T71

These two statements were among the three lowest ranked equity guidelines. In
total. 53.5% of students deemed that the causes and patterns of racism and sexism were
discussed “sometimes™ or even less often in the curriculum. The rankings of the focus
group participants were lower still than the mean for students as a whole. The discussion
of the students’ rankings was short within both focus groups. The extent of the first

group’s conversation is provided below

- In grade 12 English we did one thing that was...it didn’t have much to do
with racism; it was more to do with sexism. We looked at ads in magazines,
like Vanity Fair and Cosmopolitan, and we kind of had to do a gender reading
on those and how they portrayed women and men. That was really close to

something that was exploring and challenging those ideas. Other than that,
there was nothing. [M!. E]

- I’d have to say that in my English class. there was a debate on something
and one of the issues was racism. That was one chance. The other was in

English Media class where we looked at advertisements and stufT...sexism
and all that... [F1, E]

- I never did any exercises like that: there was nothing else that looked at
racism or sexism. There was nothing in my curriculum at all. [M2. E]

- [ do not recall ever discussing the causes and patterns of sexism or racism
in Canada. [F2. E]



The second tocus group had a similarly short discussion on this topic. The
tfollowing is their brief conversation, wherein they agreed that their education dealt with
sexism much better than racism.

- We had the idea that you weren't supposed to be racist, that racism was

bad. that it was older thought. and that it was wrong. That was explored.
But the specific patterns of racism, no. Sexism. yes. [M3, E]

- Totally the same thing {as the other participant saidj. Nothing reaily with
racism, but sexism, completely. There was a real thing for sexism. [F3. E]

Interpretation

The assessment provided by the students in the focus groups corroborates the
results from the equity evaluation® very little work was ever done within schools to help
these students and their peers explore and challenge the causes and patterns ot racism and
sexism in Canada and the world. During [3-14 vears of formal education, only one or
two opportunities were provided to discuss the issues of racism or sexism. Moreover. the
recollections from the student participants suggest that., while discussion on both topics
was rare, racism was addressed the least of the two. Thus. the research tindings
strikingly indicate a need to provide an education for equity that addresses the critical
limitations explicitly stated by students above The rationale is simply that students
cannot effectively participate in the transformation of asymmetrical relationships of
oppression to ones of equity if they are uneducated — and therefore unable - to recognize
the causes and patterns (i.e.. the manifold manifestations of racism and sexism) of

oppression that exist within their social environment.

150



Active Participation in the Curriculum by Staff, Parents, und the Community

Table 12

Descriptive Statistics for Equity Statement 10

mean sd min mode max
Statement (%) %) (%)
10 Active participation in school programs and learning  2.54 111 0 2 4
was expected by staff, parents, students. and (2.9) (36.8) (26.3)

community members, including female and male
representatives of Aboriginal and racial and
ethnocultural minority groups

Note. N=T1

Close to 37% of first vear students stated that “sometimes™ a diverse group of
people actively participated in school programs and learning. The mean ranking of the
tocus group participants was | 8. which is lower than the group mean for all students

(2354

Participation of Parents and Community Members. The students noted that,
while staff and students were obvious participants in the school. parents were seldom
very active and community members even less so. Nonetheless. some parents and other
community members were involved.

We had police officers in our schools [and] we had a lot of Aboeriginal people
come in and do presentations. Parents? Not so much, but there were parents
that volunteered in the music department and stuff like that. {F2. E]

I [rated the statement] a 2 because there were parents and students involved in
the community. They had some group...[that] would meet every month or so
and talk about things in the school and what could be changed. There would
be heads of the committee that would talk to the school board several times a
year. It was there, but there were no Aboriginal, racial, minority groups at
all....They obviously could do more, but they at least had it there. [M2. E]

The following student changed his rating after listening to the discussion on this topic.



[My rating] would be more like a | because there wasn't a lot of
representation by other cultures in our school. [M1. E]

Among the students. only two could recall a member ot the community ever participating
in the classroom to support the teaching of any topic  All the students agreed that the
teacher was, with these rare exceptions. the onlv human educational resource provided

within the classroom.

Imterpretation

Participation by statf and students was expected within school: this is, after all,
the way that schools work. However. the active participation by parents and community
members was extremely rare  The problem with a lack of wider participation in the
curriculum by members ot the community was already stated above: the teacher becomes
the only human educational resource provided in the classroom. Teachers. like evervone
clse. have limits to their knowledge and pedagogical methods. People from the wider
community surrounding the school could have the ability to fill those gaps. but they are
not encouraged to do so. The students in the focus group expressed a preference to learn
trom people who have direct experience rather than erudition. That is the prime reason
tor the inclusion of this equity guideline: parents and communitv members - both male
and female - from diverse racial and ethnocultural backgrounds have learning to offer
students. The equity evaluation results and the focus group discussions clearly indicate
that more work needs to be done within schools to enact this guideline and create a high

quality. collaborative anti-oppression education for equity.



Overull Grade of Education for Equity
Only three of the ten equity guidelines discussed in the previous section had more
than 50% of students agreeing that they occurred more otten than “sometimes.” This
indicates a distinct lack of plan and design in the teaching of equity within Ontario, which
explains how the total of all individual equity ratings could range from a low of three to a
high ot' 35 Nonetheless. the mean total was 24 37 (N=71). which translates to a 61% or a

grade ot C-

Summary and [nterpretation of Education for Equn: Evaluation
Two tocus groups were facilitated to gain an understanding from students of their
recollections of anti-sexist/anti-racist education. The following are a summary of the
participants’ observations
* At most. students received a lesson on racism or sexism once during their school
career. and during these curriculum units. only acts of overt racism and sexism were
taught  Moreover. covert and subtle forms of oppression. such as exclusionary
history. were not explored and challenged. In fact. bias and inaccuracy were present
within their education. and Eurocentrism was covertlv (or blindly) promoted
throughout the curriculum. Thus it is not surprising that students were not taught in
schools how to recognize and critique the relationships of exploitation and
domination that are common etfects of oppression:
* Students did not consider themselves and their peers as active participants in the
curriculum. Specifically. they were not participants in setting the direction of their

own education or encouraged to incorporate their own life experiences into the
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curriculum in meaningful ways. Furthermore, an over-reliance by teachers upon
television and video trained students in passive participation within the curriculum,
rather then the preferred modality ot active participation.

e Similarly. community members were not active participants in the curriculum either.
Namely, they were not invited to share relevant life experiences and learning and
thereby participate in school-based learning experiences:

* Women role models were rare. but even so. they occurred more often than multi-
ethnocultural role models:

e Students found it difficult to identify either dominant or minority values in society;
and.

e Neither cultural diversity. diversity within cultures. nor stereotvpes were sutficiently
explored in class

Overall. the findings from the focus group corroborated and increased the depth
of understanding regarding the results of the equity evaluation The research tindings
from both research methods indicated that any equity occurring in the curriculum was
random: that is. the result of specific teachers. and not by institutional design.

[n conclusion. these findings reveal a need for critical pedagogy in schools and an
increase in the amount of equity content within the curriculum. Moreover. the results
show that most teachers need to be thoroughly educated in anti-racist/anti-sexist
education and that the MET guidelines utilized in my evaluation need to become

formalized expectations for equity within schools.
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Reliubility and Validity of Questionnaire

Using the MET's eight curriculum equity guidelines as the basis for an anti-
racist/anti-sexist evaluation was an original method of holding the school system
accountable for the quality of its anti-discrimination education. Certainly those eight
guidelines were never designed for use in a questionnaire: nevertheless that is what [ have
done and thus [ needed to test the reliability and validity of said questionnaire as a
meaningful test instrument. To begin. | calculated Cronbach’s Alpha to be 0.81. which
indicates that the internal consistency. or reliability, of the questionnaire was good. [
then examined the intercorrelations between the ten equity statements used in my
questionnaire.

[ hypothesized that most. if not all. of the equity statements would be significantly
correlated because [ believe that they are highly interrelated in practice Namely. the
teaching of any one of these equity guidelines indicates a dedication to critical pedagogy.
specifically anti-racist/anti-sexist education: and either most are taught or none are
taught. For example. | hypothesized that statements 5 and 6 would be correlated because
any teacher that integrated all student perspectives into their teaching would very likely
be the kind of teacher who would also make students active participants in the
curriculum: and this hypothesis was confirmed by myv analvsis (r«=36. p<.001). In
addition. I hypothesized that statements 2 and 3 would be correlated because a teacher
that recognizes the importance of presenting a diversity of role models to students would
likely include both women and a varietv multi-ethnocultural role models:; this was
confirmed (r::=36. p<-001). Similarly. [ expected that a teacher who addressed sexism

and racism within the curriculum would also explore and challenge the causes of those
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same social problems; thus I expected statements 7, 8, and 9 to be correlated. Again. this
hypothesis was supported by myv analysis (see table 13 for results). A correlation table

for the questionnaire items is presented below

Table 13

iicreairelations Benween Questiontidire fiems for Siudents

Equity Statement 1 23 4 5 6 7 8 9 10
[ Taught minority and dominant - 40 2% 30 15 46 26 43 41 16
values T ) - ) T
2. Diverse racial role models - 36 4D 4220 17 37 1935
3. Female role models - 40 21 4b 200 340 36 34
4 Taught diversity within culture - B oM 16 27 21 17
3 Integrated all student - 3 15 21 13 37
perspectives - .
6 Students active participants in - 42 39 26 39
curriculum o T
7 Teachers addressed - 32 2 39
racism/sexism in curriculum - ) -
8 Causes & patterns of racism - 66 40
explored & challenged T
9 Causes & patterns of sexism - 23

explored & challenged
10. Participation from community -
members expected

Note. N=T1 ~p <005 (2-tailed).  p< 0.01 (2-tailed)

The highest correlation between questionnaire items was for statements 8 and 9
(r+/=656. p<.0001). which indicates that if the causes and patterns of racism were
explored and challenged in class. the same could be said for the causes and patterns of
sexism. which also confirmed one of mv original hypotheses.

[ also conducted a factor analysis to examine the validity of the questionnaire as a

test instrument (Barbara G. Tabchnick & Linda S. Fidell. 1989). Three factors had



eigenvalues greater than one: therefore one-three factor solutions were considered.
Principal component analysis provided a one-factor solution that explained 37.1% of total
variance. The two-factor and three-factor solutions explained a further 12.1% and 11.4%
of total variability. respectively. The table below provides the total variance explained by

each factor using rotation sums of squared loadings.

Table 14

lotal Variance Fxplained using Rotation Sums of Squared Loadings

Component  Eigenvalues %o of Variance
1 2168 21 685

2 1 998 19.980

3 1.889 18.890
Nore N=7|

Factor loadings were calculated using principal component analysis as the extraction
method. [ considered an item to load on a tactor if its value was 35 or greater The ten
equity statements loaded on a single factor with values that ranged trom 459 to 711. as

can be seen in the table below
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Table 15

Fuctor Loadings

Loading

Equity Statement Value

1. Taught minority and dominant 589
values

2. Diverse racial role models 597

3. Female rele medels 681

4 Taught diversity within culture 555

3. Integrated all student 555
perspectives

6. Students active participants in 684
curriculum

7 Teachers addressed 459
racism/sexism in curricuium

8 Causes & patterns of racism 711
explored & challenged

9 Causes & patterns of sexism 651
explored & challenged

10 Participation from community S69

members expected
Note. N=T71

While both the two-factor solution and the three-factor solution are possibilities.
the scree plot and factor loadings were supportive of a single tactor loading. and that
solution makes intuitive sense based on the content of the ten equity guidelines. In
addition to the statistical analysis of validity described above. participants’ responses
trom the focus group revealed strong tace validity for every questionnaire item.

[ndependent sample t-tests revealed no significant differences on the mean item

ratings between the following groups' female (N=50) and male (N=21) participants:

students whose racial/ethnocultural heritage was European (N=58) and non-European

(N=12): and those who received public (N=36) and separate (N=135) school experiences.



The sample sizes were small for students who were male. non-European, or separate

school educated. Nevertheless. Levene's test for equality of variances was met for all
items on the gender comparison, and nine of ten items for both the racial/ethnocultural
heritage and school system comparisons. In addition, [ compared the questionnaire
rankings for students who were recruited through the Psvchology Participant Pool (N=53)
and those who received the questionnaire in Religion and Culture class (N=18); I found
no signiticant differences between the two groups.

Although more testing of this instrument is warranted. these results are a strong
indication that the questionnaire could be given to all graduating students within both the

public and separate school boards

In summary of this chapter. I discussed student definitions of sexism. racism. and
equity: in addition to providing the quantitative and qualitative results trom students’
evaluations of their education for equity. and a statistical analysis of reliability and
validity of the questionnaire as a test instrument. In the final chapter of this study. [
discuss my research findings: provide recommendations for action using a report card
format: elucidate the benefits and limitations of this study. as well as directions for future

research: and conclude my thesis.
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Chapter Eight: Discussion

This. the final chapter of my thesis, contains tfive main sections wherein [ present
a vision of hope available through critical education; relate the critical findings of this
study to the literature of critical pedagogy: provide recommendations tor action based on
the research findings: discuss the benetfits and limitations ot this study alongside potential

directions for future research in the critical education tield: and conclude mv thesis

Education for Equity: 4 Vision of Hope

In the previous sections I have been critical of the Ontario education system and
many who work within it teachers. administrators. board trustees. and government
otticials alike. [ will continue to be critical in this section as well. but [ will also take the
opportunity to be hopetul as | present my vision for an education for equity | otfer my
vision knowing full well that it is a perspective commonly shared by critical pedagogues.
both inside and outside of the school system.

Hope is one of the ontologically imperative qualities Paulo Freire continually
brought to the study of critical pedagogy. Namely. he believed that hope was a necessary
quality for being human. He expressed it thus in an interview with fellow Brazilian
educator and critical theorist. Moacir Gadotti:

[ know that I cannot continue being human if [ make hope disappear and the

struggle for it. Hope is not a donation. It is part of me just as the air [ breathe.

Unless there is air. [ die. Unless there is hope. there is no reason for history to

continue. Hope is history. . At the moment you definitely lose hope you fall into

immobilism.  Then you are as much a jaboticaba [a tropical shrub in Freire's
backyard] as the jaboticaba itself (Friere and Moacir Gadotti. 1995. p. 259).
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[ believe that what Freire said holds true, and thus [ conclude my study and critique with

a vision ot hope.

If the school system were to be transformed to an environment that entrenched the

expectations and resources for a critical education (e.g.. see Henry Giroux, 1988;

Donaldo Macedo. 1994: Roxana Ng, 1996) within its walls. the following educational

possibilities would become ordinary rather than extraordinary. as they are now

Students would learn that their lived experience is an invaluable source of knowledge
that should be respected.

Students would appreciate their own culture, that of others. and the multi-
ethnocultural interrelationship of all world cultures:

Students would be taught an informed and inclusive history that presented both the
enlightenment and the oppression. the triumphs and the misdeeds of their society and
others,

Students would be active participants in their education (i.e . thev would own it). thus
giving them the skills and confidence to be lifelong learners wherever they may go in
life:

Students and their teachers would be meaningfullv engaged with their social world
(school. community. country) and the various social problems that exist within that
world: and.

Students would have a critical language (e.g.. racism. sexism, classism) and
framework (e.g.. post-colonialism. patriarchy. hegemony. ideology) from which to
understand. critique and challenge the asvmmetric relationships of oppression and

exploitation that occur throughout all levels of society. In other words, they would be
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capable of “reading the word to read the world.” (Donaldo Macedo, 1994) and thus
they would be able to coilaborate in transtormative social justice initiatives rather
than ignorantly participating in the constant production and re-production of social
inequity.

Within a critical pedagogy. each of these ideals would cease to be just a possibility and

instead became a reality

Relating the Critical Findings to Critical Pedugogy
[ have divided the following discussion into two sub-sections based on the two

study objectives

Objective [: To understand student definitions of sexism, racism, and equity

The student definitions of the critical terms — racism. sexism. and equity — closely
mirrored the presentation of oppression in Canadian and world history throughout the
MET curnculum.  Readers will remember that this history. in addition to the
contemporary relevance ot sexism. racism. and all other forms of oppression. are neatly
excluded trom the formal curriculum and curricular resources (specifically textbooks) in
Ontario schools. In other words. these issues have not been specitically addressed. nor
even cursorily mentioned. so there is no reason to expect thev would be taught system-
wide. Thus. it is not surprising that students made virtually no mention of the Western
history of racism or sexism within their detinitions. The students’ commonly held beliefs
that racism and sexism occur equallyv and identically between all cultures and both

genders could be described as either fragmented history (Donaldo Macedo. 1994) or a



case ot historical amnesia (Peter McLaren. 1995). Similar to the MET school board
policy. student definitions of racism and sexism lacked any recognition of covert
oppression and subtle discrimination. such as exclusionary historv. Moreover, the term
race was confused and socially misapplied by more than ten percent of participants. and
certainly no one indicated that it was a social construct.

Finally. in regards to student definitions of equity. it was largely unheard of or
improperly detined as equality (thus omitting its social justice essence). In conclusion.
most schools produce students who are ignorant of the meaning ot this critical value. in
addition to the critical terms. racism and sexism.

Reading the work ot Paulo Freire (1973) and others in the field of critical
pedagogy has shown me the importance of the process ot conscientization before citizens
can actively engage with social problems  This is the idea of reading the word to read the
world  [n other words. it vou cannot name the problem. vou cannot participate in the
transtormation of it. The first question [ asked in my study was. “Can students name the
problem”” [ believe that the answer is largelv negative because the holistic examination
of student detinitions has clearlv shown large gaps and omissions in their education
However. the focus group results also gave me hope because | saw conscientization at
work as well as students who were genuinely interested in learning to challenge the social

problems of sexism and racism. This. [ believe. is the heart of critical pedagogy.

Objective 2: To gain u student assessment of their education for equity
This study has shown clearly and in great detail that anti-oppression education is

not being taught throughout Ontario in a manner that is high quality and consistent across
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all areas of the curriculum and across all grade levels. Rather, the research findings
confirmed that any anti-oppression initiatives happening within the system are the result
of individual teachers acting out of their personal commitment to social justice rather
than a systemic plan to provide an education for equity within schools.

As it stands today. the Ontario school svstem has vet to implement anti-
racist/anti-sexist education within its classrooms despite the MET s stated commitment to
antidiscrimination education (1999b). This is very likelv because Ontario’s conservative
government. while it has sought to reconstruct the education system within the province
in many ways. has shown no interest in directing the MET to enact the visionary
guidelines it otfered the province in 1993  Until such time as the Ontario school system
begins to show a motivation for providing an education for equity within the classroom.
continuous public education is necessarv regarding the shortcomings of the METs anti-
oppression education with accompanving public pressure to begin critical pedagogy
within schools. Before transformation of the school system can occur. public support and
advocacy for anti-oppression education needs to occur from stakeholders involved in all
areas of education provision (MET ofticials. school trustees and administrators. teachers
and support staff) and education consumption (students. parents. their community, and
society). The reason is simple: the interests and responsibilities of these various
stakeholders are interconnected and therefore the implementation of a quality education
for equity demands their collaboration.

Since [ believe that the need for equitable change in the curriculum has already
been shown through the data given by students and presented in the previous chapter, [

will not reiterate that evidence here. Instead. [ have analyzed and condensed those
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research findings into a report card that grades the MET's performance on providing an

education for equity to its students.

curriculum (i.e.. the 1993 curriculum equity guidelines).

Report Card and Recommendations for Action

The report card below is comprised of eight subjects in an anti-racist/anti-sexist

The grades received by the

Ontario school system in each subject were provided by Ontario students Similar to the

tvpical Canadian report card, recommendations designed to improve the grade in each

subject are included below  However. in the case of this report card. the

recommendations [ am speaking ot would transtorm the school system.

Fducunion for Equity Report Card

Nume: Ontario School System

Gruder Graduated Ontario students (Class of 1998-99)

EDUCATION FOR EQUITY SUBJECT GRADE

I “Students are taught to recognize minority values as well as the dominant C-
values in our society.” (MET. 1993, p. 25)

2. The school curriculum included a diversity of role models and information C-/D
about women. Aboriginal people and diverse racial and ethnocultural groups.

3. "Accurate information is conveved about a broad range of cultural values. C-
life experiences, and the diversity within cultures.” (MET, 1993, p. 25)

4. ~“The school supports and integrates the perspectives of all students to assist C
them in living in a diverse society (e.g.. the contents of school library.
displays. celebrations. school events. calendars. and tood services reflect
diversity).” (MET, 1993, p. 25)

5. “All students see themselves as active participants in the curriculum.” (MET. C
1993. p. 25)

6 “Guidelines are developed to deal with bias in content. language. and B-
illustrations.” (MET, 1993, p. 25)

7 The causes and patterns of racism and sexism in Canada and the world are D
explored and challenged.

8. Active participation in school programs and learning is expected by staff, C

parents. students. and community members. including female and male
representatives of Aboriginal and racial and ethnocultural minority groups.
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Report Card Recommendations

Teach the Diversity of Societal Values: Educate students regarding values, both the

dominant societal values and those that challenge, or are different. from the norm
(i.e.. minority values). Students and society-at-large often confuse the term minority
values with so-called minority peoples.  Likely. the term “non-dominant.’
"alternative.” or “oppositional” values should replace "minority’ values. [ offer for
discussion the following as examples of dominant values in our society:
individualism. competition. athleticism. capitalism. retributive justice. and a
preference tor youth. strength, and a narrowly detined concept of physical beauty So
too. | offer the following as examples of minority valuess community,
interconnectedness. socialism. restorative justice. and a preference for peace.
diversity. and equity. [ recognize that | have constructed the list to contain only polar
opposites. but [ couple that with a recognition that most people would fall somewhere
on a continuum for these values. and not at the extremes Students will benefit from
the ability to recognize diverse values in action within society (i.e. in the political
decision-making of governments. institutions, corporations, non-governmental
organizations. and individuals). Students also need to be able to critically reflect
upon all social values and actively choose their own.

Provide Role Models and Inclusive Education: Include a wealth ot information and

role models for women and people of all cultures. This must occur in all areas of the
school curniculum: not only in history and English literature. but science and math
t0o. Show students that sexism and racism occurred in Canada. and that exclusionary

history was but one unjust manifestation of these social problems (see Nancy Hoo
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Kong. 1996). Be wary that the recitation of exclusionary history does not continue;
promote and practice inclusive education (see George Seta Dei, 1998) throughout the
entire school curriculum.

Teach Cultural Diversity: Show and tell the manifold diversity that exists within

Canadian culture, but also give students the opportunity to experience the diversity of
Canadians. In so doing, it is of critical importance to teach the diversity between
cultures, but also within cultures, because no nation or group ot people is uniformly
the same. [t is also a valuable learning experience to compare and contrast the
dominant and minority values from a diversity of cultures with those values that are
dominant and non-dominant in Canadian culture. Actively state that diversity is the
nature ot Canadian culture Specificallv. students need and want to know how they
can interact with diversity and how it affects their lives.

Integrate Students” Perspectives and Experiences into the Curriculum: Fully integrate

multiculturalism and gender equity into all areas of the school curriculum This
means moving bevond simply recognizing culturally significant celebrations or
observances. but bringing these issues into relevant classroom discussion for student-
teacher editication. The full and equitable integration of students’ cultural and gender
identity into the curriculum shows students that they have value in education and
therefore they have value in the community. province. and country.

Actively Involve All Students in the Curriculum: Meaningfullv involve students in

their own education. This is more than just showing and telling. This means teachers
need to invite their students’ opinions and experiences into the classroom; then listen

and make the students’ learning relevant to their lives (Donaldo Macedo. 1994); and
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finally. offer students independent learning opportunities within the curriculum. This
leads students towards becoming independent learners. Moreover, practice critical
pedagogy in the classroom; this will lead students towards becoming critical
consumers of information (an important skill in the age of the Internet). These are
vital skills for the students of the future because. as the MET noted in 1993, the
curriculum is everything that occurs in the school and people are always learning.
both in and outside ot the classroom. These actions will cultivate powertul learners.

Activelv Teach Anti-sexism and Anti-racism in the Classroom' This means teachers

and student share the opportunity to integrate critical equity work into the curriculum
material at any and everv opportunity. Show students how to recognize. define, and
label inequity and oppression.  [n addition. teach students how thev can act in
oppressive situations by giving them real options. Teach teachers how to recognize
covert racism and sexism (especially exclusion) in the curriculum and in scciety
because only when they can recognize it themselves can thev can teach it to their
students (Roxana Ng. 1991. 1995). Furthermore, it is necessarv that equity in
textbooks and the curriculum accompanies the systemic pedagogical changes noted
above. The participants in my study all agreed that the textbooks were very
Eurocentric (cf. with Andrew Allen. 1996 and Nancy Hoo Kong. 1996). Therefore.
schools need to choose curriculum materials that place a high value on equity and
human diversity. Moreover. the MET and school boards need to replace biased
resources and provide only current curricular material that supports the accurate

teaching of cultural diversity in Canada.
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7. Explore and Challenge the Causes and Patterns of Oppression: Discuss the

occurrence of sexism and racism in Canada and around the world. That is one
example of providing students with opportunities to become knowledgeable about
oppression in human relationships. It is crucial to do so because students’
perspectives can shift and widen when this occurs A person should not need to
attend university to participate in a critical education (and this is not even guaranteed
at university). Furthermore. all students need to continuously receive an anti-
oppression education within school so that they are enabled and empowered to
become citizens actively working to promote equity and end oppression within
themselves and their community

8. Actively Involve Broad-based Community Participation in the Curriculum: Create an

expectation that parents and community members (of both genders and a diversity of
cultures) need to be involved in the school. Encourage teachers to open their
classrooms to educational opportunities provided by community members. Utilize
the anti-oppression educators that may be in the community and create opportunities
to involve these people as guest educators within the classroom. Since all teachers
have knowledge gaps, invite community members to educate in areas where the

teachers are less knowledgeable and therefore uncertain.

Report Card Concluding Remarks: Teachers are. by and large. verv resourceful and
qualified people: they know pedagogy For that reason. [ did not recommended “how" to
teach. but rather I described the values. intentions. and possibilities that inform a
transformative critical education. Many teachers and administrators just need to receive a

critical education themselves because their own education was lacking. Additionally. all
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teachers need appropriate resources (i.e., contemporarv anti-oppression textbooks and

multimedia) to effectively provide a critical education within their classrooms.

Notwithstanding these facts. the marks received on this report were poor and reveal a

drastic need for improvement. To avoid a failing grade in subsequent years, the

tollowing primary objectives of an education for equity must be implemented:

A. The Ontario MET must enact the 1993 curriculum equity guidelines contained in their
dratt document. Antiracism and ethnocultural equity in school boards: Guidelines for
policy development and implementation, along with additional guidelines devoted to
challenging all torms of oppression (e.g.. sexism and classism);

B Specitic measurable goals need to be created by the MET that will ensure that the
province. the school boards. and ultimately each individual school are systematically
providing a quality education tor equity to all students: and furthermore.

C. These goals need to be regularly evaluated to ensure province-wide compliance and

pedagogical quality

Benefits of this Study
The benefits of this research are several. Participation in this research project has
added to the body of knowledge in this area of study: specifically. it has provided a
“snapshot™ assessment from recent secondary school graduates as to the effectiveness of
schools at delivering anti-racist/anti-sexist education to their students This study also
contains a detailed examination of students’ understanding of three critical terms: sexism.
racism. and equity. [ anticipate that this information will be useful to both the secondary

and post-secondary education systems.
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To begin, the data provided by my research are beneficial to the MET and schools
when assessing their effectiveness at delivering anti-racist/anti-sexist education to their
students. Particularly helpful in this regard are my analyses of the reliability and validity
of the MET-based questionnaire as a test instrument Specifically. | have shown the
utility of this questionnaire as a tool for measuring the level and quality of critical
pedagogy being delivered in schools. The statistical analysis of my use of the MET
guidelines has shown good reliability and validity. thus providing evidence to support the
utility of introducing the questionnaire into schools to annually evaluate the quality of
students’” education for equity.

This research also provides usetul information for educators in a post-secondary
context. Namely, my research findings could be useful to university professors wishing
to gauge the sophistication of incoming students’ understanding of the critical concepts of
sexism. racism. and equity My research provides a thorough baseline understanding of
graduating secondary students’ conceptualization of those key critical terms. in addition
to an evaluation of their experience (or lack thereof) with critical pedagogy. [ anticipate
this data would be useful (perhaps to begin a discussion) in the classroom of any educator
working in the subject area of anti-oppression education.

Finally. the most rewarding benefit of this study is that it clearly shows that
students can evaluate the curriculum and the whole of their education. My research has
shown that students have something to say about education. and that it is important that

their voices are heard within the system.
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Limitations of this Study and Directions for Future Research

My questionnaire sample was limited for several reasons because | used a method
of self-selection rather than random assignment. All participants were first year
university students who were enrolled in an introductory Psychology or a first year
Religion and Culture class. Although both these classes contained students from across
all academic disciplines. it is possible that my sample was limited to a certain subgroup
of students within these classes. Moreover. if the professor tor a certain class provided a
critical pedagogy experience in the classroom whereas another did not. then this factor
would influence student evaluations

Another hmitation of my sample was that the participants were university
students rather than graduating secondary students Although most had graduated from
secondary school within eight months of my evaluation. thev were still required to recall
events that may have become somewhat obscured since that their graduation. My
response to that argument is to parallel my evaluation with the standardized school tests
already given to students to evaluate their literacy. math. logic. comprehension. and
problem-solving skills. If those tests have a sound basis tor their implementation then the
same can be said for an anti-oppression evaluation. Specifically. if students still in their
first vear of university do not remember receiving much equity in their education. then
this is crucial information for educators and citizens concerned with social justice.

Finally. my study was limited because it had only one investigator. It is possible
that a lone researcher could create an unwitting bias among participants during the data

gathering phase that could subtly influence the research tindings. Although my thesis



advisor and committee members have analyzed my presentation of the research findings
and conclusions, I can never be completely certain that the results are not unfairly biased.

Ideally | would like to address these limitations by conducting a comprehensive
study that utilized multiple evaluators and a stratitied random sample of graduating
secondary school students trom across all Ontario school boards.

[t is my wish that this study provide a starting point tor turther student evaluations
of the critical education they received in school | have already critiqued the MET and
school board policy and curriculum regarding its level of anti-oppression education. But
that was only an examination of the discourse of equity. and not its actual practice. Thus.
in-depth evaluations of the application of curriculum content and teaching stvle are
necessary steps in determining the actual degree of education for equity in which students
participate in school. A potential next step would be to evaluate key critical terms and
cultural-historical information that students should possess. asking the question. “How
exclusive and uncritical is the current curriculum as it is applied in the classroom?”
Another step would be to evaluate the degree to which students can critically assess their
society. thus answering the question. “Are their teachers providing a critical pedagogy?”
This work could be an important step towards revealing that student require a deeper
grounding in critical pedagogy and education for equity.

Finally. it would be useful to provide an opportunity for students to receive
exposure to a critical education for equity initiative within schools and ask for their
evaluation of this initiative. In fact. that was my original research proposal. An action
research initiative of that sort could potentially lend much-needed support to the

argument for the provision of critical pedagogy in schools. For that reason [ have



included my proposed intervention-evaluation as an appendix to this research (see

Appendix I).

Conclusion
Critical pedagogy is an educational strategy that directly challenges the ideology.
structures, and practices that maintain social inequity in society. [t is a process that seeks
to transform the education system so as to transtorm the governing values and actions of

society to one of equity and justice. As noted earlier. critical pedagogy occurs in both

-

process and content. The process is one of engaging students in a critical dialogue

<

regarding racial, gender. and other social inequities maintained in our society through
ideology and hegemony: it is a conversation that intentionallv recognizes the diverse
subjectivities and histories of oppressed groups of people. Moreover. the process of
critical pedagogy requires a curriculum content that is rich in terms of representing the
diverse realities ot all persons

The findings of my research indicate that an anti-racist/anti-sexist critical
pedagogy is not happening systematically throughout Ontario schools. Students’
definitions of racism and sexism have marked their perceptual boundaries for these social
problems: and they have clearly indicated that the MET equity guidelines were not being
met in a comprehensive and quality manner during their primarv and secondary school
education.

Our democratically elected governments. both federal and provincial. have
espoused equity and social justice values. In order to put these values into practice, we

require a province-wide anti-oppression education for all students in all grades. In order
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for this to occur, the MET must begin by enacting the visionary equity guidelines that
were collaboratively created in 1993; expecting these guidelines to be implemented
within all areas of the school curriculum. and providing critical educational support and
learning resources for teachers. Only when this occurs will we be ensured of the Ontario
school system’s commitment to providing a critical education for equity within every

Ontario classroom.



Encnotes

The West is a term commonly used to describe the nattons of Europe and North America. However. a
notion of the West also requires a notion of The East. which has been exoticized and otherized by scholars.
writers. and artists for centuries. much to the detriment of Eastern peoples and cultures. This Western
cuiturai pienomenon is analyzed iind cntiqued by Edward Siid i Urientalism {1978).

[ have used an endnote on this occasion to highlight a problem that will re-occur tfrom tme to time
throughout my thesis: that 1s. the use of labels to categorize. define and describe ourselves. and perhaps
more destructively. other people too.

* The term [ndian. as 1t is used today to refer to the Indigenous peoples of Canada is a colonial artifact and

histoncal misnomer within our culture. The Eurocentric designation of non-European people into groups

known as East [ndians (the only people truly from [ndia). North American Indians. and West [ndians seem

very uuippropriate to me. and thus [ choose to avoid them. The term Indigenous or Abonginal. while

correct by definition. have been cnqued by those people to whom the mime 1s directed: the reason: the
name wis popularized by the Canadian government and not by the Aboriginal people themselves. thus it
was another case of Euro-Canadians labeling the “other”™ A popubir name amongst vounger Aboriginal
people s First Nations. although this appellation has also met criticism from the Métis because of its
exclusivity. Many choose to circumvent this problem by using band names. such as Cree and Ojibwa. or a
combination of these as necessary  Nonetheless. [ndian is still 1 commonly used name for Aboriginal
women and men to refer to the entirety of First Nations people. although this term is most often used by
those in older generations.

* The title of the report was The Development of a Policv on Race and FEthnocultural Equity. For a

discussion of the report. see the article by Goli Rezai-Rashti (1995b).
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" Ng has provided several examples of the intersection between mce. gender. and class in her article. She
stated that Canadian immigration policy - past and present — functions differently depending on gender and
ethnocultural heritage: and that the differenuiation in treatment determines new inunigrants relationship to
the means of production in Canada. consequently affecting class. An example from Canadian history is the
indentured labour system which “imported” Chinese men to build railways while prohibiting the
unmigration of their wives and families. These inequitable policies were based on mce and gender and
mtended to maintain these men within a low economic class.
" This wnformation that follows is based on an unpublished paper [ wrote in 1999 describing my
tmvestigation mnio this area of exclusionan history.
~In fact. | have seen the term “anti-sexist” used only once. This was in an article by Goli Rezai-Rashti
(19930).
T lts mteresting to note that terms such as revolunonary pedagogy. engaged pedagogy. liberation
pedagogy. and transformative pedagogy. have all been created to draw distinctions and make criticisms
about critical pedagogy
* The federal government was critical of Canada’s colonial history of assimulation. Prime Minister Pierre
Trudeau gave the following criticisms and pronuse of equity when introducing thus legislation:
There cannot be one cultural policy for Canadians of British and French origins and one for
abonginal people and vet a third for all the others. For although there are two official languages.
there 1s no official culture. nor does any cthnic group take precedence over any other. No citizen
or group of citizens is other than Canadian. and all should be treated fairly (as cited in Rezai-

Rashti. 1995b).
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" Black History Month began as "Negro History Week™ in 1926 through the efforts of African American

tustonian. Carter G. Woodson. Woodson established the Association for the Study of Negro Life and
History in 1915 and used this group to apply public pressure for the inclusion of black Americans into
history. The second week of February was chosen by Woodson for this recognition because it marked the
birthdays of two US men who. in his opinion. had made the greatest impact on the lives of African

Amencans: black abolitionist. Frederick Douglass: and white president. Abraham Lincoln. In 1976, 50

sears after its tnception. this celebration of African Amenican achievement was expanded to become Black
History Month.
"' This occurred within the Waterloo Region District School Board in 1996

' Despite myv constant usage of the terms. MET or Miwstry. tt is important to recognize that the MET s
not some monolithic enuty or "tt’. the MET is simply a hunuin organization.

* I include this quotation because. as the first sentence in the first pargraph of scction 7.1:
Antreiserimnation Educanon. its pnmary discursive role is 1o set up the entire discussion on discrimination
and equoty
** As [ was re-reading this passage and reflecting on my choice of metaphors. I think it fair to say that my
arguments n this paragrmph have been influenced by Toni Mormson's book. Beloved. This novel. in the
muse of a ghost story. addresses the historical consequences of slavery in the Americas.

' The Mimistry of Education (MOE) amalgamated with two other provincial Ministries and became the
Ministry of Education and Training ( MET) with the inception of the Mike Harris government in 1995.

** Two streams. Academic and Applied. will replace the three streams (Advanced. General. and Basic)
presently used in secondary schools. There are subtle differences in expectations between the two new
streams. but these were not noted in the letter [ received. afthough I have analvzed the source documents
and noted them 1n the discussion that follows.

" The same commendations and criticisms that [ have made in this section regarding the Ontario secondary
school curriculum can be applied to the primary school curriculum (MET. 1998). which [ have also

reviewed, but not included in the discussion herein.
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" The Waterloo C ounty Board of Education (WCBE) became the Waterloo Region Distnict School Board
(WRDSB) in 1997. acquiring new geographical boundartes and a new acronvin because of Ontario school
board amalgamation.

It would be slightly older in places. such as Brazil. because Paulo Freire's Pedagogy of the Oppressed
was not Iranslated from Spanish to English for approximarely cix vears

* This committee’s 1987 report largely influenced the 1993 MET policy document that was the catalyst for
my research methodology

" This term is taken from the cntical discourse surrounding the treatment of mental healtivillness.
“Consumer/survivor™ is a termn of empowerment chosen by many recipients of institutional treatment to
describe themselves.  [ts use connotes the sense of soctal. and in particular. mstitutional oppression and
victinuzation expenenced by many of these people.

* This is vet another problematic term.  [n Canadi the concept of visible_minorities was created in the
carly 1970s to avord pejorative terms. such as “coloured people” and ‘non-whites.” which were common at
the ume (Anthony Synnott & David Howes. [996). It was designed to signifv the common problem of
racial prejudice experienced by all people not of the white race. However. the ambiguity of both words in
the term has rused the question” Who may be considered a visible munorinv? For instance. homeless people
have been considered to be part of this group because thev are both visible and a minority. but this was
never the intention.  The idea of being a minority is related to population size. but also to intangibles such
as cconomic. political. and social status. Thus. one can cease to be seen as a vistble minority through an
upward change in status. although one’s ethnocultural heritage and skin colour remains unchanged.
Despite detailed description within national legislation of exactly who is a visible minoritv. the usage of
this term within public discourse is neither clear nor uncontested.

= Perhaps the most important factor in my decision-making was the one that occurred at gut-level: |
associate the capitalization of white with the term ~White Supremacy.” and [ instinctively wish to distance

myself from a word filled with so much hatred and ignorance.
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= Unlike Roxana Ng (1991). 1 have not analvzed in depth the vanous intersections of race and gender
{much less class) in my thesis. Since it was never the purpose of mv study to cither describe or analyze
these potentially complex intersections. | have only provided the contextual information. and I leave their
interpretation to the reader.

- Anvone adopting my onginal research design at some point in the future may benefit from a summary of
the reasons my project was halted. Hence. the three pnimary problems and criucisms | faced are included
within the appendix mentioned above because they may be potential concerns at other school settings that
would need to be overcome before a similar intervention and evaluation could be accomplished.

> The Participant Pool is an option given to students enrolled in the introductory Psychology 100 course
wherein they can gain a maximum of 3" added to therr final grade through participation in psvchological
research occurnng within the department.  Students are recruited from a bulletin board where they read a
sunnary of the avinlable research studies and stgn up to the ones of thetr choice.

* This range was calculated by subtracting the date of data-collection (the entire month of March) from a
secondary school vear that ends in the last week of June.

* All participants were collapsed into one of these two groups. The decision behind this particular
stansnical analysis could be criicized for one of the very things this research critiques. namely
essentialization and ignorance of the diversity within ethnocultural groups. The rationalization for this
analysis was sunple: my sample did not incfude sufficient members of various mcial/ethnocultural groups
to provide any other meaningful statistical analysis. This particular statistic is not especially meaningful in
wself. and was conducted only to support the inclusion of evervone within my analysis. rather then
separating participants into groups. [ do not wish to support. through the use of this particular analvsis. a

belief in the “commonsense racism”™ (Roxana Ng. 1995) that all non-Europeans are a homogenous group.
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¥ NA is the acronym [ chose to substitute for North Amencan. just as [ have used E to substitute for
European. I distinguished between two general groups of Aboriginal people. those whose heritage is from
what is now known as North America and those who would consider themselves as South American
Aboriginals. No one who participated in this research described their mcial/ethnocultural heritage using the
Inrer category

“* Although racism and sexism undoubtedly occur in non-Western cultures. [ have limited my discussion
and conclusion to the West simply because [ do not wish to speculate about cultures to which my
knowledge and experience ts limited or non-existent.

' However. curriculum has since been re-defined by the MET under the direction of the Progressive
Couservative government. The cumculum has presently been confined and defined as “the plan for student
learmng outlined w MET curniculum policy documents and implemented n classroom programs through

the use of a wide mnge of resources™ (p. 79. MET. 1994a).
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Appendix A
Personal Information Sheet

. How many years since vou left high school?

]

. In which province did vou receive the majority of your education?

1,0

. In which school system did vou receive the majority of vour education?
Please circle one answer for each of the following groups of grades.

K-6 Public Separate  Other
7-8 Public ~ Separate  Other
9-12/0AC Public ~ Separate  Other

Please note: Sinee this research is on the topics of racism and sexism, the
following two questions are included because thev may help to contextualize
my research findings.

4. Gender: Female Male

h

. How would you describe vour racial or ethnocultural heritage using the
following broad categories:

Aboriginal North American
Aboriginal South American
African

Asian

European

Other




Appendix B
Questionnaire

Whatis ... ?
Please define the following 3 terms to the best of vour ability:

Equity Racism Sexism




How accurately do each of these statements' reflect the whole of my elementary and
secondary school education?

Please use the tollowing scale to give vour responses in the spaces provided below

Always Sometimes
4 3 2 1

Never
0

Print the letter D if you Don’t Remember or Don’t Know an answer to the statement.

Statement

My
Answer

9

4

N

We were taught to recognize minority values as well as the dominant values
in our society.

The school curriculum included a diversitv of role models and intormation
about Aboriginal peopie and diverse racial and ethnocultural groups.

The school curriculum included temale role models and information about
women.

Accurate information was conveyed about a broad range of cultural values,
life experiences. and the diversity within cultures.

The school supported and integrated the perspectives of all students to assist
us with living in a diverse society (e g.. diversity retlected in the contents ot
school library. displays. celebrations. school events. calendars. and food
services)

All students saw themselves as active participants in the curriculum.

Teachers addressed any racism or sexism contained in the school
curriculum (e.g.. content. language. and illustrations).

The causes and patterns of racism in Canada and the world were explored
and challenged.

The causes and patterns ot sexism in Canada and the world were explored
and challenged.

Active participation in school programs and learning was expected by staff.
parents. students. and community members, including female and male
representatives of Aboriginal and racial and ethnocultural minority groups.

' Each of the above statements was adapted from the Ontario Ministry of Education and Training’s (MET.

1993) Antiracism and ethnocultural equitv in school boards: Cuidelines for policy development and
implementation. See Appendix A for a comparison of the verbatim MET guidelines and my questionnaire

statements.
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Dear Participant.

Thank vou very much for giving vour time to complete this questionnaire; without your
participation [ would have no research.

Would you be interested in participating in a focus group that would examine these
questions in greater depth? If you would. please provide vour name and a telephone
number where you can be reached. [ will then contact vou promptly

Thanks again.

Respecttully,

Kevin Black

YES. [ would be interested in participating in vour tocus group.

My name is

My phone number is

Please detach this sheet from the rest of the questionnaire and hand in separately.
This will ensure the confidentiality of vour responses.



Appendix

Comparison of MET Equity Guidelines and Questionnaire Statements

The eight Ontario Ministry of Education and Training (MET) equity guidelines are

presented below - verbatim — in the same numerical order as they appeared in the 1993

dratt document Antiracism and ethnocultural equity in school hoards: (Guidelines for

policy development and implementation.  The adaptations of these guidelines that

comprised my questionnaire statements appear directly below each MET guideline for

ease ot comparison Any moditications that [ have made are noted with square brackets.

Two questionnaire statements were adapted by myself trom MET guideline to become

statements on gender equity. these are both noted with an asterisk (*).

[§S)

(99)

“Students are taught to recognize minority values as well as the dominant values in
our society ~ (p. 25)

[We were] taught to recognize minority values as well as the dominant values in our
society

“Curriculum materials include information about Aboriginal people and diverse racial
and ethnocultural groups ™ (p 25)

[The school curriculum included a diversity of role models and] information about
Aboriginal people and diverse racial and ethnocultural groups.

[The school curriculum included female role models and information about women.]’

“Accurate information is conveyed about a broad range of cultural values. life
experiences. and the diversity within cultures.” (p. 25)

Accurate information [was] conveved about a broad range of cultural values. life
experiences. and the diversity within cultures.

“The school supports and integrates the perspectives of all students to assist them in
living in a diverse society (e.g.. the contents of school library, displays. celebrations,
school events. calendars. and food services reflect diversity).” (p. 25)
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The school support[ed] and integrate[d] the perspectives of all students to assist [us
with] living in a diverse society (e g.. [diversity reflected in] the contents of school
library, displays. celebrations. school events. calendars. and food services)

“All students see themselves as active participants in the curriculum.” (p 25)
All students [saw] themselves as active participants in the curriculum.

“Guidelines are developed to deal with bias in content. language. and illustrations ”
(p 25)

[Teachers addressed any racism or sexism contained in the school curriculum] (e.g..
content. language. and illustrations).

“The causes and patterns of racism in Canada and the world are explored and
challenged.” (p. 25)

The causes and patterns of racism in Canada and the world [were] explored and
challenged.

[The causes and patterns of sexism in Canada and the world were explored and
challenged.]

“Active participation in school programs and learning by statt. parents. students. and
community members. including representatives of Aboriginal and racial and
ethnocultural minority groups. is expected.” (p. 25)

Active participation in school programs and learning {was expected] by staff. parents,
students. and community members. including [female and male] representatives of
Aboriginal and racial and ethnocultural minority groups




Appendix
Wilfrid Laurier University
Letter of Informed Consent — Questionnaire

Dear Student Participant,

My name i1s Kevin Black and | am a graduate student in the Community Psychology
program at Wiltrid Laurier University  During mv graduate course work | have been
exploring the social problems of racism and sexism in Canadian society and the
educational system. Under the supervision of my thesis advisor. Dr Susan James. [ am

conducting an exploratory study entitled: Understanding oppression through the eves of

students The purpose of this study is to recognize how students understand the concepts
of racism and sexism in the world. and evaluate whether anti-oppression teaching
practices were used during their school careers.

This study involves completing a brief personal information form. providing three short
definitions. and rating 10 statements based on personal reflections of vour pre-university
education. The 10 statements vou will be rating are based on educational guidelines
provided by the Ministrv of Education and Training. such as “the causes and patterns of
racism in Canada and the world were explored and challenged™ and “all students saw
themselves as active participants in the curriculum.”

Myself and my advisor will be the only people with access to the completed
questionnaires: no one else will be allowed to view them. All data received from the
questionnaires will be provided in aggregate form to protect confidentiality. [ will keep
the questionnaires and their data secure in a locked case at my home during and after the

data-entry process. [ will destroy them upon completion of my thesis (June 2000).
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I estimate the amount ot time required to complete this questionnaire will be 20 minutes.
Written feedback from my study will be provided on the WLU Psychology research
board or by mail prior to the end of May 2000. [ will also be available by phone to

discuss the feedback and answer any questions you may have.

Risks

Discussions of any important social issue, such as racism and sexism. can be emotional
and upsetting. A list of support resources will be provided to all participants in case they
teel the need to speak with someone regarding their discomfort at any time during this

project.

Benetits

Participation in this research project helps add to the body of knowledge in this area of
studv  Specifically. it provides recent secondary school graduates an opportunity to give
a “snapshot™ assessment as to the eftectiveness of schools at delivering anti-racist/anti-
sexist education to their students. Information of this nature would be useful to both the

secondary and post-secondary education systems.

Participation

Your participation in this research project is entirely voluntary: you may decline to
participate without penalty. As vou know. PS 100 students can gain an additional 4% of
their course grade through participation in research or by writing short critical reviews of

journal articles. You will receive 0.5% credit for completing this questionnaire through
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the Participant Pool. You may withdraw from this research project and still retain your
research credit. However, since the questionnaire is anonymous, you cannot withdraw
from participation after the questionnaire has been handed in  You may also retuse to

answer any questions (without penalty ot course).

Contidentiality

In order to protect confidentiality. all information will be provided in aggregate form -

never as individuals. Your name or any other identitving characteristics will not be
recorded in my thesis. However. vour gender and ethnic/racial heritage will be recorded

because it helps give context to the information vou may provide to my research; it will

gate form.

&

also be summarized in aggre

Contact

All students are encouraged to contact me at =##=2-5#%4# if thev are interested in more
information on this study.  You may also contact my thesis research supervisor. Susan
James. at 884-0710. extension ###2. [f vou feel that you have not been treated according
to the descriptions in this form. you may contact Dr. Linda Parker. Assistant Dean of

Graduate Studies and Research. Wiltrid Laurier University. 884-0710, extension ####.

Consent
I have read and understand the above information. [ have received a copy of this form. [

agree to participate in this study.
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Participant’s signature Date

Thank you for your interest and cooperation.

Sincerely,

Kevin Black (#8&-88## Susan James (F##-584#%, x #5588 )
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Appendix E
Focus Group Questions
How accurately do each of these statements” reflect the whole of your elementary

and secondary school education?

Discussion Statement

I We were taught to recognize minority values as well as the dominant values in our
society.

19

The school curriculum included information about women. Aboriginal people and
diverse racial and ethnocultural groups  The curriculum also included a diversity of
role models trom each of these groups.

Lo¥)

Accurate information was conveyed about a broad range of cultural values. lite
experiences. and the diversity within cultures.

4 The school supported and integrated the perspectives ot all students to assist us with
living in a diverse society (e.g.. diversity reflected in the contents of school library,
displays. celebrations. school events. calendars. and food services).

th

All students saw themselves as active participants in the curriculum.

6 Teachers addressed anv racism or sexism contained in the school curriculum (e.g..
content. language. and illustrations).

-3

The causes and patterns of racism and sexism in Canada and the world were explored
and challenged.

8 Active participation in school programs and learning was expected by staff, parents.
students. and community members. including female and male representatives of
Aboriginal and racial and ethnocultural minority groups.

= Each of the above statements was adapted from the Ontario Ministry of Education and Training’s (MET.
1993y Antiracism and ethnocultural equin in school boards: Ciuidelines for policy development and
implementation. See Appendix A for a comparison of the verbatim MET guidelines and my questionnaire
statements.



Appendix F
Feedback Sheet

Researcher: Kevin Black Advisor: Susan James

Title of Study: Understanding oppression through the eves of students  Ref: Code: 1570

Briet Description

In 1993 the Ontario Ministry of Education (MET) created a drati document entitled,
“Antiracism  and  ethnocultural equity in school boards Guidelines for policy
development and implementation ™ This document contained eight guidelines for anti-
oppression guidelines and practices and  within the schools. such as “the causes and
patterns of racism in Canada and the world [are] explored and challenged” and “all
students [see] themselves as active participants in the curriculum.” Many people within
the education system - teachers. administrators, and government official alike — would
say that the status quo is sufficient and that equity is indeed being taught in the schools.
However. there are still others that would sav there much more remains to be done A
fair and valid reply to this debate requires listening to the voices of the students. For this
reason [ chose to assess the depth and breadth of students™ definitions for the concepts of
equity. racism. and sexism. [ also asked students to evaluate the quality of their entire
education based on the visionary anti-oppression guidelines created bv the MET (yet
never enacted).

Two methods of data collection were utilized in my study: questionnaires and focus
groups. 71 students participated in the questionnaire section. which included six others

that participated in both the questionnaire and the focus group. Participants were

19
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recruited at WLU through the Psychology 100 Participant Pool and an introductory
Religion and Culture class.

This research is related to the PS 100 text in the section entitled “Prejudice and
Discrimination™ (pp. 672-680) Of direct relevance to my study are the sections that
described the origins of prejudice (and social learning in particular) and methods of
challenging prejudice. These sections of the text are pertinent since | tocused on the
degree that the formal school svstem had given students an anti-racistanti-sexist

education.

Summary of Findings

The questionnaire consisted of two parts wherein students were asked to: 1) provide a

definition for sexism. racism. and equity: as well as 2) rate 10 MET statements regarding

equity in the pre-university education thev received. These results are summarized

below

* Sixty-five percent of students defined equity as "equalitv.” which is not surprising
given that they are both derived trom the same Latin root. Equity was also associated
with “rights” and "opportunity.” which is near to the true definition of equity rooted in
justice and fair treatment. However. 21% of students were either unfamiliar or unsure
of "equity.” and thus they were unable to define it at all: no uncertainty occurred for
either racism or sexism.

e The most frequently used word to define both sexism and racism was "discrimination’
(38% and 27%. respectively). Key words. such as -prejudice.” “stereotype.” and

‘bias.” appeared fairly frequently (approx. 10% each). The majority of students
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defined racism and sexism as some form of discriminatory thoughts or behaviour that
occurred equally between people. Only two students acknowledged the Western
history of these terms, specitically that women and people of non-European heritages
have been the targets of these forms ot oppression and exploitation.

A C- or 61% was the overall grade that students gave the schools for anti-racist/anti-
sexist education. Only three of the ten equity guidelines had more than 50°% of
students agreeing that thev occurred more otten than "sometimes ~ This supports
other evidence that stated that any equitv occurring in the curriculum is the result of

specific teachers. and not by institutional design.

Two focus groups were hosted to gain an understanding trom students of their

recollections ot anti-sexist/anti-racist education. The following are a summary of their

observations:

At most. students received a lesson on racism or sexism once during their school
career. and during these curriculum units. onlv acts of overt racism and sexism were
taught. Thus. covert and subtle forms of oppression. such as exclusionary history,
were not explored and challenged So too. students were not taught in schools how to
recognize and critique the relationships ot exploitation and domination that are
common effects of oppression.

Students did not consider themselves as active participants in the curriculum.
Specifically. they were not participants in setting the direction of their own education
or encouraged to incorporate their own life experiences into the curriculum in
meaningful ways. In addition. community members were not invited to share

relevant life experiences and thereby participate in the curriculum too.
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¢ Women role models were rare. but a variety ot multicultural role models were even
more so.
* Students found it difficult to identify either dominant or minority values in society.

e Neither cultural diversity nor stereotypes were sufficiently explored in class.

Significance tor Future Research/Recommendations for Action

Participation in this research project has added to the body of knowledge in this area of
studv.  Specifically. it has provided a “snapshot™ assessment from recent secondary
school graduates as to the effectiveness of schools at delivering anti-racist/anti-sexist
education to their students. | anticipate that this intormation will be useful to both the
secondary and post-secondary education systems. Specifically. this information could be
useful to university professors wanting to gauge the sophistication of incoming students’
understanding of these important concepts. The data provided by my research is also
beneficial to schools when assessing their effectiveness at delivering anti-racist/anti-
sexist education to their students.

These findings also reveal a need for critical pedagogy in schools and an increase in the
amount of equity content within the curriculum. Moreover. the results show that most
teachers need to be thoroughly educated in anti-racist/anti-sexist education and that the
MET guidelines utilized in my evaluation need to become formalized expectations for
equity within schools. The statistical analysis of my use of the MET guidelines indicated
good reliability and validity. thus providing evidence to support the utility of introducing

the questionnaire into schools to annually evaluate the quality of students’ education for

equity.
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Thank you very much for giving your time to participate in this study;

without your participation [ would have no research.



Appendix (1
Focus Group Feedback Request
May 8. 2000
Dear [Participant’s Name]
The package you've received contains three items: 1) a transcript of vour focus group: 2)
a current drafi of the results section from my thesis. and 3) the research participant

teedback sheet

If you wish to give me your feedback - Please read this material as soon as possible.

I have sent you this package because | want vour teedback. When you look at the results
section. did [ get it right? Specitically. are the quotations vou have provided accurately
represented in my thesis and a good retlection of the discussion” [ want to make
absolutely certain that you have no concerns regarding the information vou provided

during the focus group

[t vou read through my results section and have any concerns or questions. please call me
at (##4) ###-#4#+# and leave a message: [ will call vou back as soon as possible. [f there
are any quotations that you wish to have removed. [ need to know as soon as possible.
However. [ do not anticipate that this will be a problem because | have worked hard to
accurately transcribe the discussions: describe and analyze all points of view:; and
protects your confidentiality. [ have done so because I respect and value the information
you provided to me during the focus group discussion — atter all. your quotations are the

substance of my thesis!
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lintend to detend my thesis in June. Therefore. if [ have not heard from you by June 5. 1

will assume that you have no concerns with the quotations presented in my thesis.

Once more | wish to thank vou very much for vou participation - without your help [
would have no research results! [ hope you are enjoving the summer break, and | wish

vou all the best during vour remaining years at WLU

Warm Regards,

Kevin Black

MA Candidate. Community Psvchology
Wilfnd Launer University
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Appendix H
Wilfrid Laurier University
Letter of Informed Consent — Focus Group

Dear Student Participant,

My name is Kevin Black and [ am a graduate student in the Community Psvchology
program at Wiltrid Laurier University During my graduate course work [ have been
exploring the social problems of racism and sexism in Canadian society and the
educational system. Under the supervision of my thesis advisor. Dr. Susan James, [ am

conducting an exploratory study entitled: Understanding oppression through the eves of

students. The purpose of this study is to recognize how students understand the concepts
ot racism and sexism in the world. and evaluate whether anti-oppression teaching
practices were used during their school careers.

This focus group is a continuation of the questionnaire that vou have already completed.
Six to ten focus group participants will be discussing the same 10 statements that were
provided in the questionnaire. The 10 statements being discussed in the focus group are
based on educational guidelines provided by the Ministrv of Education and Training, .
such as “the causes and patterns of racism in Canada and the world were explored and
challenged™ and “all students saw themselves as active participants in the curriculum.”
The focus group will be audiotaped to aid in the process of transcription and content
analysis. Myself and my advisor will be the only people with access to the tapes and
transcripts: no one else will be allowed to listen or read them. All data received from the

questionnaires will be provided in aggregate form to protect confidentiality. | will keep
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the tapes and transcripts secure in a locked case at my home during the data-entry
process. [ will erase the tapes upon completion of my thesis (June 2000).

[ estimate the amount of time required to participate in this focus group will be 1-2 hours.
Written feedback trom my study will be provided to vou by the end of May 2000. [ will
also be available by phone to discuss the feedback and answer any questions vou may

have.

Risks

Discussions of any important social issue, such as racism and sexism. can be emotional
and upsetting. A list of support resources will be provided to all participants in case they
teel the need to speak with someone regarding their discomfort at any time during this

project.

Benefits

Participation in this research project helps add to the body ot knowledge in this area of
studv  Specifically. it provides recent secondarv school graduates an opportunity to give
a “snapshot™ assessment as to the effectiveness of schools at delivering anti-racist/anti-
sexist education to their students. Information of this nature would be useful to both the

secondaryv and post-secondary education systems.

Participation
Your participation in this research project is entirely voluntary. you may decline to

participate without penalty or loss of benefits to which you are otherwise entitled. As



you know, PS 100 students can gain an additional 4% of their course grade through
participation in research or by writing short critical reviews of journal articles You will
receive 1% credit for each hour participating in this focus group through the Participant

Pool. You may withdraw trom this research project and still retain your research credit.

It vou withdraw from the study after data collection but before comp!

Lo
’

vour data will be removed trom the tinal document. returned to you. or destroved. You

may also refuse to answer any questions (without penalty of course)

Confidentiality

In order to protect confidentiality. vour name or anv other identitving characteristics will
not be recorded in my thesis. However. your gender and ethnic/racial heritage will be
recorded because it helps give context to the information vou may provide to my

research.

Contact

All students are encouraged to contact me at #H-### if thev are interested in more
information on this study. You may also contact my thesis research supervisor. Susan
James. at 884-0710. extension ###. If you feel that you have not been treated according
to the descriptions in this form. vou mav contact Dr. Linda Parker. Assistant Dean of

Graduate Studies and Research. Wilfrid Laurier University. 884-0710. extension ####

~
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Consent

[ have read and understand the above information. I have received a copy of this form. [

agree to participate in this study.

Participant’s signature Date

Thank vou tor vour interest and cooperation

Sincerelv.

Kevin Black (###-8###) Susan James (###-8#48# X #48#% )



Appendix [

Original Research Proposal

Principal Investigator: Kevin Black Department: Psvchology (CP Program)

Phone:

Name of Research/Thesis Supervisor: Susan James

Full Title of Research Project: Collaboration for critical pedagogy Social justice through
Canadian education

Master's Research: ¥ Course Number: Thesis

Expected Starting Date of Study: February 2000

Checklist of Attachments'
¥ Proposed Consent Forms (see Appendices A and B)
¥ Proposed Questionnaire (see Appendix C)

¥ Proposed Interview Questions (see Appendix D)

Nummary of Purpose and Methodology
The purpose of this intervention and evaluation is threefold:
I Conscientization: this is a political education that involves awareness-raising in
addition to the development and practice of a critical language. The focus of

conscientization in this intervention is on sexism and racism in society:

[}S)

Promotion of a critical pedagogical process that involves students in a way that is

meaningful to them:

?

3. The creation of critical curriculum recommendations regarding sexism and racism
directed to the school. Board of Education. and Ministry of Education and Training.

Critical pedagogy began with Paulo Freire’s classic work. Pedagogy of the

Oppressed (1973). and it continues today with the work of many other educators, such as

Donaldo Macedo and bell hooks. who are critical of the status quo. Critical pedagogy is



a dialogue between teachers and students where several important abilities are
strengthened.  Students are taught to recognize. critique, and challenge asymmetric
relationships (i.e., relationships of overt or covert domination) using their own valuable
personal experiences. Explained in another way, critical pedagogy is the recognition that
the personal is political’ it is the recognition of the socio-cultural dvnamics rhat exist in
society that can oppress or promote certain groups based on arbitrary distinctions created
between people (e.g. skin colour. religion. gender. sexuality). it is also the
acknowledgement that democracy exists only when equity exists among all people.

The need for political education and awareness-raising regarding the social
problems of racism and sexism was brought to my attention through several sources.
One source was the Master’s thesis of Community Psychology graduate. Melanie Wilson.
wherein she found that students thought that an insufficient amount of classroom
discussion was devoted to these important topics (1994). This conclusion was further
validated by personal communications with numerous teachers during my work as an
educational assistant at two local secondary schools. This lack of support for a critical
education within the secondary school curriculum was coupled with my personal research
of the Canadian history textbooks on Circular 14, the entire list of educational materials
available and approved by the Ontario Ministry of Education and Training (MET),
wherein | discovered that neither racism nor sexism were mentioned throughout
Canadian history! In other words. the formal curriculum resources do not strongly
support a critical education. despite the commitments of both the MET and Waterloo

Region District School Board that equity must be ensured in the school environment.
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This intervention and evaluation was designed so that a common weakness of
most curriculum development processes would be overcome. This weakness is a distinct
lack of student input into their own education. Although James Banks (1991) and others
in the field of critical pedagogy recognize that “when students are empowered. they have
the ability to influcnce their personal, social. political. and economic worlds™ (p. 125) the
student perspective is largely disregarded during curriculum development:

A significant voice has been missing from the books and articles that have been

written about educating [female and] ethnically diverse populations. namely the

voice of students. Usually research has been presented trom the perspective of

teachers. administrators, and experts in the field. virtually ignoring that of
students (Marvann Semons. 1991, p 139)

Therefore. it is not surprising that the outcomes noticed among many students
trom oppressed social groups are high drop-out rates. negative self-image. alienation. and
academic achievement that is below proven ability (Gloria Roberts-Fiati. 1996).
Moreover. given the environment described above. it is not surprising to discover that
most students are ill-prepared to criticallv enter a society where discrimination. such as
sexism and racism. exist.

A direct challenge to the social problems brietly described above is the use of
critical pedagogy in education. This is a process which seeks to transtorm the education
system so as to transform the governing values and actions of society to one of equity and
Justice. [t should be noted that critical pedagogy occurs in both process and content. The
process is one of engaging students in a critical dialogue of the status quo that
specifically recognizes the diverse subjectivities and histories of oppressed groups of
people. However. the process of critical pedagogy requires a curriculum content that is

rich in terms of representing the diverse realities of all persons.



While individual teachers may strive to incorporate diversity and equity within
their classrooms. the current curriculum does not provide this. Therefore, [ propose to
facilitate a process of conscientization, or “conscientizagio™ as Freire (1970) termed it.
within a classroom in the public education system. The specific tocus of my education
intervention is a dialogue between students and educators regarding the social problems
of sexism and racism within both society and the school curriculum.

Thus. students would be engaged in determining what is missing from current
curricula in terms ot diversity in history. literature, and science Leaders and educators of’
both genders and trom within various cultural communities would be directly involved in
highlighting some ot the holes in the current curriculum and pedagogical process These
educational opportunities would be in the torm of eight 75 minute weekly workshops that
are integrated into the current curriculum of the classroom. The students would be
enrolled from an English literature and an historv class at a local Waterloo school and
participation in this intervention would be included as part of their course grade.

From the voices of the student and teacher stakeholders. a document would be
created that would specity some of the gaps in the current curriculum based on the
expressed needs of the students. For example. the stakeholders may request more
Aboriginal history. women role-models in science. and black writers. This document
would also record the thoughts and feelings of the students as they (hopefully) experience
a process of conscientization. [ would like to see the students free to express what they
have experienced. both in the critical pedagogical process and through the exposure to
diverse viewpoints and learnings: moreover. [ would like to see various modes of

expression available. such as essaying, art, poetry. song. and journalizing.
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This project has three basic phases: pre-intervention, intervention, and evaluation.
The key task of the pre-intervention phase is the creation of a student-teacher Steering
Committee. The intervention phase is the actual classroom discussions with the eight
guest educators. The evaluation phase occurs when students reflect on their experience
of the intervention and make recommendations for curricuium change. Throughout this
intervention. [ will be following a Participatory Action Research (PAR) model to discern
with stakeholders the missing content trom school curricula because its verv nature is
centred in a process ot awareness-raising.

The participation component of the PAR methodology will be manifested in
several ways. It will begin through a consultation process with the students and teachers
on the Steering Committee. The PAR process expects each stakeholder to bring an
awareness of their own educational needs and desires. in addition to a perception of the
resources and possibilities available for this project: this will be provided by the Steering
Committee during the pre- intervention phase. Further participation will then be
demonstrated through the dialogical process between the guest educators and students as
these stakeholders gain an opportunity to participate in personal conscientization. Lastly,
participation will occur through the solicitation of student perspectives on the research
process and recommendations for curriculum change.

The actual data for my thesis research will be given through the following
methods:

e Pre- and post-intervention focus group questions e Mid-intervention evaluation

* Personal journals and final essay * Recommendations for change

Each of these is described in detail below.



Proposed Procedures
[ have broken down this research project into three sections (steering committee,
intervention. and evaluation), each described separately below.

v . e shiylies. S ebave ~ . vaer | —~—
Steening Commuttee: The first responsibility of this committee will be to become

tamiliar with the objectives and methodology of this project so as to provide suggestions
and recommendations for change in the tollowing areas (see Appendix [-A):

I. Objectives: are they feasible?

9

Critical pedagogy: how can it be made to work most effectivelv in their classroom?
3 Methodology- is this an effective tramework tor action?
Student Steering Committee members will also be asked to reflect on their past education
m terms of pedagogical process. anti-racist/anti-sexist content. and their personal
understanding and awareness of oppression. The catalyst for this focus group discussion
will be the guidelines for the implementation of equity in the curriculum provided by the
Ontario Ministry of Education and Training (MET) in their 1993 draft publication
entitled Antiracism and Fihnocultural Equity in School Boards: Cuidelines for Policy
Development and Implementation (Appendix [-B).  The focus group discussion will
provide a four-person baseline for comparison once the intervention is complete and the
evaluation begins.

[ntervention: This phase involves eight guest educators presenting workshops on
the theme of the representation of women and people of diverse non-Western cultures in
historv and literature. The following is a table that provides a proposed schedule of

topics and objectives. Each topic would be presented during one class period 75 minutes



in duration and these sessions would occur weekly, although the teachers may deem it

necessary to meet biweekly on occasion.

Session | Class Topic or Theme Objective
! English | The Experience of Experience both sides of an oppressive
Oppression social relationship through drama
2 English | Women and “Minorities™ | Explore the influence of the media with
in Media emphasis on stereotypes and oppressive
images and story-making
3 English | Structural Racism Examine the social structures supporting
racism
4 English | Structural Sexism Examine the social structures supporting
sexism
N History | Remains of Slavery Discover the colonial artifacts in today's
Today dominant Canadian culture
6 Historv | Women in Explore the exclusion of women role-
Science/History models in historv
7 History | Aboriginal History Discuss the history of Aboriginal people
excluded from history
8 History | Asian Canadian History | Discuss the history of Asian Canadian

people excluded from history

The two teachers participating in this intervention will support this initiative

through their etforts at integration of the guest educator’s topics and material into the

regular classroom curriculum. They will also cooperate in this project through assigning

each student a grade based on their participation in the research process.

Student participants will be required keep a journal that will be used by them to

record their reflections at the conclusion of each presentation. After the eight sessions

are complete, these journal entries will have chronicled much of the process of

conscientization that has occurred. Thus. during the evaluation phase it will form the

basis tor students to reflect on what have they [earned about oppression through systemic

racism and sexism. in addition to what their thoughts are on the process of critical

pedagogy.



At the midpoint of the educational intervention, each student will be requested to
provide written feedback in the following areas (see Appendix [-A):

. What do vou think of the guest educators’ presentations?

[

Do you have any recommendations or changes to suggest?

‘wd

Do vou have any personal safetv/comtort issues that we should be aware ot?
The results of this questionnaire will be provided to the Steering Committee who can then
address any critical concerns before continuing with the process.

Evaluation: This phase of the project involves the evaluation of the intervention.
specifically addressing these three questions (see Appendix [-A):
I What have we learned about racism and sexism in our societv. the curriculum, and

ourselves”

19

What was this experience of critical pedagogy like. and was it worthwhile?

What recommendations would we like to make to schoolteachers and administrators,

(DY)

the Board of Education. and the Ministrv of Education?

As mentioned above in the previous phase. these questions for final reflection will be in
the form of a short summative essay focussed on each student’s personal learning, both
process- and content-wise. from this critical pedagogy intervention. These essay
responses will form the basis of my research findings wherein a content analysis will be
conducted and selected quotations will be chosen that represent the depth and breadth of
student thought on the issues discussed above

The Steering Committee will also participate in the evaluation by considering the
following questions during a second focus group (see Appendix I-A):

[. Should this project be done again, and if so. would they change anything?



9

What are the next steps to have the school move toward equity in the curriculum?

|¥¥]

Has their understanding of oppression altered noticeably? How would they complete
the MET checklist for implementation of equity in the curriculum now?”
This last question can serve as a comparison with the responses provided by students

during the pre-intervention phase

Problems and Lessons Learned from my [nitial Collaboration
For the benefit of anyone tollowing my this research design at some point in the
future. | have included a summary ot the reasons my oniginal project was halted. Below

are the three primary criticism [ encountered during the process of collaborating with a

local school: these may be potential concerns at other school settings that would need to

be overcome before a similar intervention and evaluation could be accomplished. They
were

* the possibility of “bad press” and the potential tor teacher bashing when morale was
already low enough within schools.

* abelief that students do not know the curriculum and are therefore unable to evaluate
it (thus. they could not make ‘recommendations.” but only ‘observations); and.

* a demand trom the school administration that the participating teachers needed to
review the published papers of each guest educator and preview their presentations
before inviting them to the class. A concomitant concern was then raised that the
teachers would thus be additionally over-worked (in addition to the typical teacher’s

busy schedule) and that my project would only increase this workload.
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Overall. I would recommend beginning the process of collaboration one school year prior
to any anticipated critical pedagogy intervention. This would allow plenty of time for
negotiation. problem resolution. and mutual learning. 1 add this last item because it may
be necessary to educate other teachers and administrators within the school system
regarding critical pedagogv and Participatorv Action Research' and while thic i most
assuredly a worthwhile endeavour. it will be necessary to give a lot of time and energy

before they are comfortable with these “new." revolutionary ideas and practices.

Description of the Proposed Population
Research participants will be secondary school students. all 17-18 vears old. from
an OAC History class and an OAC English class. A total of four students, two from

English and two from History. will participate on the Steering Committee for this project.

Recruttment of Purticipants

The teachers from each class have agreed to participate and incorporate the guest
educator’s presentations into the classroom curriculum. Therefore students could be
considered a captive population because the presentations are guaranteed to occur in their
classroom.  Theretore. students will be encouraged to participate and will be
compensated by a grade given by their teacher based on the work thev produce.
However. any student who chooses not to participate will either not attend the
presentation. or they will attend the presentation but not complete the work (e.g.. journal
writing). All potential participants will receive a letter of informed consent prior to the

commencement of this intervention and evaluation. Student Steering Committee

(LS
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members will be approached to participate based on the recommendation of their
teachers. Each student trom this group will receive a separate letter of informed consent

prior to her or his participation on the Steering Committee.

Free amd Informed Consent
This is assured through the discussion of the Letter of Informed Consent. and

receiving it signed by the student or parent/guardian.

Children (Consent)
Any students 17 vears of age or less will have the informed consent form signed

by his or her parent or guardian before participation in this project.

Cuptive and Dependent Popularions

Since this population ot participants could be perceived as captive because this
intervention and evaluation is integrated into their classroom work. they will be given the
option of not attending the presentation or attending the presentation but not participating

in the discussion and class work. There would be no penalty for non-participation.

Risks

Racism and sexism are two social problems that are very pervasive and insidious.
For this reason they are very emotional. Ethical consideration must be given in two main
areas or this intervention could cause more pain than it is intended to prevent. These two

groups of people are:



Those people who hold racist/sexist beliefs or practices This is a rather all-inclusive

group since [ would assert that virtually everyone has either a discriminatory belief,
or at least an unwitting practice whose outcome is discriminatory. This group of
people may feel guilt. shame or ignorance upon realizing their place in a society that
supports discrimination,

and.

Those people who are the recipients of racist/sexist beliefs and practices. My

proposed social intervention includes a process of awareness-raising which may cause
some anguish. in addition to a sense of disempowerment and disillusionment for
anyone just developing the ability to recognize the covert and subtle forces of
discrimination that are manitold in society.

In response to these ethical considerations. | have proposed to use Participatory

Action Research as an opportunity to gradually raise awareness and respond to the
problems of racism and sexism through dialogue involving student stakeholders. I
believe it is the use of dialogue and the gradual process that will be the key elements to
balance these ethical considerations. [n addition. school counselors will be available on-
site to speak with students regarding anv important issue that may arise. For those who
may preter an alternative. a list of local resources will also be provided to serve the same

counseling role within each students’ cultural community.

Benefits

The benefits to this research project are contained within the objectives stated in

the first section of the ethical review. Briefly, they are the fostering of a political



education; meaningful student engagement in there own education; and the creation of
recommendations for curriculum development

The conscientization or awareness-raising component of this intervention is meant
to assist students in the development of a ability to think critically regarding our society
and their place in it. At the conclusion of this intervention, students would hopetully be
better prepared to participate in the struggle to transform a world where the social
problems of racism and sexism exist. In addition. the provision of opportunities for
developing the personal capacity for critical thinking will serve all students who choose
to gain a post-secondary education.

The opportunity to participate in the creation of recommendations for curriculum
development 1s a unique opportunity for students This component of my evaluation is
intended as an empaowering experience for students who have traditionally been excluded
trom this process. The experience of inclusion is of primary benefit to the participants:
however. there is benefit to other students in the educational svstem given the
recommendations are heeded and equityv within the curriculum is increased. Finally. this
process of meaningful student involvement in the research process (via the Steering
Commuttee) and their education (via the guest educators’ presentations and the
evaluation) sets a high standard for future curriculum development initiatives.

The final benefit is also the overarching purpose of this project: to bring the
experience of equity and a discussion of anti-oppression work into the classroom and
lives of students. If | can achieve this goal. then [ have used my research to make a

difference.



Confidentiality

All student work cited in my thesis will remain confidential. Only the gender of
the student will be attached to the quotation because the student’s gender may be
important for contextual purposes. given the subject of this thesis research.

Any student work I wish to cite in mv research tindings will onlv he used after |

have received approval by the student.

Compensation of Participants

Participants will receive compensation in the torm of a grade assigned by their
teacher based on the class work (e.g.. tinal essay) they produce. Although much of the
work being graded will form the basis of my thesis research. I will not be involved in the
grading of said work in any manner; as with all schoolwork. this is the teachers

responsibility.

Feedback to Participants

Participants will receive written teedback.



Appendix I-4
Interview Questions

Pre-intervention Steering Committee focus group.

L.

2

v

Are the project objectives teasible?

How can critical pedagogy be made to work most effectively in their classroom?
Does the project have an etfective tramework tor action”

How would vou complete the MET checklist for implementation of equity in the

curriculum”

Mid-intervention evaluation:

l

[

What do vou think of the guest educators” presentations”?
Do you have any recommendations or changes to suggest’

Do vou have any personal satetyicomtort issues that we should be aware ot

Post-intervention class discussion and final essay:

1.

t9

(9%}

What have we learned about racism and sexism in our society. the curriculum. and
ourselves”’

What was this experience of critical pedagogy like. and was it worthwhile?

What recommendations would we like to make to schoolteachers and administrators,

the Board of Education. and the Ministry of Education?

Post-intervention Steering Committee focus group:

l

8]

Ly

Should this project be done again. and if so. would vou change anything?
What are the next steps to have the school move toward equity in the curriculum?
Has your understanding of oppression altered noticeably? How would vou complete

the MET checklist for implementation of equity in the curriculum now?



Appendix [-B
Steering Committee Questionnaire
Reflect on these questions: how do each of these statements’ compare with vour own

education and that of your classmates”?

Discussion Statement

I We were taught to recognize minority values as well as the dominant values in our
society

tJ

The school curriculum included intormation about women. Aboriginal people and
diverse racial and ethnocultural groups The curriculum also included a diversity of
role models trom each ot these groups.

)

Accurate information was conveved about a broad range of cultural values. life
experiences. and the diversity within cultures.

4 The school supported and integrated the perspectives of all students to assist us with
living in a diverse society (e.¢.. diversity retlected in the contents of school library.
displays. celebrations. school events. calendars. and food services).

'

All students saw themselves as active participants in the curriculum.

6 Teachers addressed any racism or sexism contained in the school curriculum (e.g..
content. language. and illustrations).

7 The causes and patterns of racism and sexism in Canada and the world were explored
and challenged.

8 Active participation in school programs and learning was expected by staff. parents.
students. and community members. including female and male representatives of
Aboriginal and racial and ethnocultural minority groups.

* Each of the above statements was adapted from the Ontario Ministry of Education and Training’s (MET.
1993) Antiracism and ethnocultural equity in school hoards: Guidelines for policy development and
implementation. See Appendix A for a comparison of the verbatim MET guidelines and my questionnaire
statements.
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