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socie 

n pt O multiculturalism conjures p he i O in ac. 
r n thnic groups, ~,ho share the same geog aphic gion an i~n a ng 

i O ocial institutions created to respond tote ne0 5 c lex 
rp A multicultural society reflects varied migra 10 ren s ese 

rou • l d • t 1 t • · r 
1 rent parts of the wo~ • recen or ong e:171 1grat 10n, ase on 

r sons as varied as the im~rovemen! o'. economic. sta ~s O he sea ch 
or political asylu~. Inevitably, 1~1grants b~,ng with h heir total 

11 e experiences which. represent the, r cult~re rn the broades sense of 
th term. It is the s1m~l taneous and ~ynamic prese~ce of these d"fferent 
"cultures" which gives birth to a multicultural society. However the 
different elements which make up this new society, arriving with their 
own distinct experiences, have each been socialized according to the norms 
of the society from whi.ch they originate. They face the problem of social
ization and resocialization of their.children within a new framework. 
It is at the school that the process of 11sorting selection 11 for the future 
begins, accomprnied by the usual labelling. As this labelling is often 
decisive for the future of the youth, it is imperative that school author
ities attempt to adequately prepare all those who must participate in the 
development of useful and productive future citizens of the society and 
that they restrict the use of unproductive labels which hinder the positive 
growth and development of the young people entrusted to their care. 

The Mandate of CoAII 

T~e double mandate of CoAII includes the cultural aspect of education which 
aims toward positive integration of the ethnic groups in the Quebec school 
sy5tem. As a result of this mandate the 81 ack Community Work Group was 
created in order to: ' 

1• Inform the CoAII of the expectations and aspirations of the 
Black community of Quebec. 

2• To keep the CoAII abreast of the major anxieties and concerns 
of the Black community of Quebec 

3
• To present conclusions and recommendations in the form of a report. 

We feel that we co . 
Black corrmunit _uld not inform the CoAII of the expectations of t~e 
~ommunity in t~ewi;ho~t exploring the history and development of thlS 
~n a contextual f~rovince,_so as to present their anxieties and concerns 
ecommendations in~~!· Fi~ally, we will situate the conclusions and 

reality that we will have described. 



Kdg. Grade I Grade II Grade III Grade IV Grade V Grade VI Sec. I Total Grand -ELEME TARY SCHOOLS B G B G B G 8 G B G D G B G B G [) G Total 
' Montreal West High - - - 1 l l - 2 - - - - - 2 - - 1 6 7 

\ 

Ahuntsi~ .. • - - - .. 1 - - 1 - - 1 1 2 - 4 2 6 
Algonquin 4 4 5 3 4 2 6 4 8 3 5 5 1 5 3 3 36 29 65 
Dancroft - - - 2 - - 1 - - - 1 - - - - - 2 2 4 
Oannantyne 2 - 1 1 4 2 4 4 3 - l - 4 l 3 - 22 8 30 
Barclay 3 - 1 1 - 5 2 2 2 1 1 2 5 5 - - 14 16 30 
Bed ford 2 7 10 3 3 9 4 10 8 5 9 7 7 10 - - 43 5 ·1 94 
Oeect,wood 1 - - 1 - - 2 l 2 - - - - - - - 5 2 7 
Bronx Park - 2 3 2 - 3 4 3 2 1 2 2 2 1 - - 13 14 27 
Cedarcrest 1 2 1 1 - - l 2 1 l l - - - • - - 5 6 1 l 

Central Park - - 5 2 l 2 1 1 2 5 2 l 4 3 - - 15 14 29 
ConnutJgh t - - - 1 - 1 - 1 1 1 - 1 1 - 3 4 7 -
Coronation 16 13 16 18 16 14 23 21 20 17 15 11 14 17 - - 120 1 1 1 231 
Courtland Park - - - - - - - - - - - - 1 - - - 1 l 
Oalkeith 2 2 - - 1 - - - 3 - 6 2 2 4 - l 14 9 23 
Devonshire - l 1 1 2 2 1 - 2 - l 1 2 2 - - 9 7 16 
Dorval Gardens - - - - - - - - - l - - - - 1 l l 2 
Edward VI I - 1 1 l - 2 l - - - 4 2 1 3 - 7 9 16 
Eliz. Ballantyne 2 - - l 2 1 1 2 3 - 1 - 3 - - 7 9 16 
Elmgrove - - - - - - - - - - - - - - 4 - 4 4 
Guy Drum1nond 3 1 1 3 1 5 2 5 5 3 6 3 - 18 20 38 
Hampstead l - - l - 1 - - - 2 - 1 l 3 - 2 8 10 
tterbert Purcell - 1 2 - 1 1 1 1 l 2 2 - - - - 5 6 1 1 
llerbert Symonds 4 6 10 7 10 8 5 7 9 9 16 10 7 6 7 7 68 60 128 
Iona Avenue 1 5 6 6 4 3 5 5 2 8 3 7 4 4 3 j 28 41 69 
Keith 1 l 7 3 1 7 8 8 9 15 10 9 8 15 11 - - 68 54 122 
Lachine Rapirls l l l l 1 2 l 6 5 2 3 3 9 16 20 36 
Laur·cnt 1 de 5 2 5 2 6 3 3 6 4 3 6 2 2 - 26 27 53 

f~d is onneu ve l 3 1 - l - 3 2 1 2 2 2 2 - 14 6 20 

-- ----
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Kdg. Grade I Grade II Grade III Grade IV Grade V Grade VI Sec. r Total Grand ELEMENTARY SC~IOOLS B G B G 8 G (3 G B G - 8 G 8 G B G B G Total 
Map 1 e l~i l 1 1 - .. 2 l 1 1 l 2 - - 1 - 1 - 2 5 8 13 rtcadowbrook - - - - 2 - 1 l - - - 1 - - - - 3 2 5 Montreal East 1 - 1 - - 1 - - 2 1 - - - - - 3 3 6 
~1ori son 4 - 3 3 5 3 3 3 4 - 2 1 2 3 - 23 13 36 
~1ountrose - - 2 - - - 2 - 3 2 2 1 2 - l - 12 3 15 
Nesbitt 2 - 1 1 - 2 2 2 2 2 - - 2 2 l 1 10 10 20 
Og1lvie - 1 - - - - 1 2 1 2 - 2 1 l 6 5 1 ·1 
Parkda 1 e 1 - 3 1 4 2 1 1 6 3 5 3 7 - - - 27 10 37 
Peace Centennial l 3 1 3 5 8 2 3 7 2 8 5 6 9 7 2 37 35 72 
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Rosedale 2 2 6 2 l 1 1 3 1 - 2 - 1 - 2 12 12 24 
Roslyn - 1 - - l 1 1 1 1 1 - - 4 3 7 
/?oxboro - - - 2 - - 3 - l 2 - 1 1 1 5 6 11 
f<0ya l Arthur 1 1 B 8 12 10 12 10 12 13 13 6 13 21 26 1 1 15 98 l l 1 209 
Russell 1 2 1 2 - - - 1 - - - 1 1 3 2 9 5 14 
S 1 n c 1 a i r La 1 rd 2 2 - - 1 3 2 1 - l - - - - 6 6 12 Stonccroft - - 1 l 2 l - l l - - - - 4 3 7 Strathcona Arademy - - - - - - - - - - 2 1 9 9 l l 10 21 Surmierlea 2 - 1 2 l - - - 1 1 l 2 8 3 11 - -

S rreY Gardens - - - - l - 1 - - 2 2 - - - - - --
Va,1 Horne 2 5 2 6 7 9 8 12 13 9 • 1 l 6 8 6 - 51 53 104 Wentworth - - - - - - 2 2 2 

- - - - - - -i~cs tbrook - 1 5 l 2 - 1 2 1 4 l 2 1 l l 1 1 1 22 - -\lcs tn1i ns ter 1 - l l - 1 - - l 2 3 5 
- - - - - -\•les tn1oun l Park l 3 - 1 - 3 l 5 4 1 7 4 5 15 24 39 - -\·les tpa rk l - l - 2 - 3 - 1 - 1 1 1 9 2 1 1 - - -
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flEMENTARY SCliOOLS 
Willington 

Woodland 
\ 

TOTAL ELEMENTARY 

TOTAL HIG~I 

GRAr4D TOT AL 

-
Kdg. 
8 -

5 

--
97 

Gr·ade I 
G B G 

6 ' 6 9 
1 1 -

86 l 23 1 1 1 

Grade II Grade III Grade rv 
8 G B G B G 

5 3 4, 4 2 2 
- 2 - - - ? -

= 

109 126 134 131 112 135 

*The totals for Secondary I are inclu<led in the high school total 

Lurnc and Kensington elementary schools did not sypply figures. 

April 1977 

C •, 

Grade V Grade VI Sec. I Total Grand B G B G B G B G Tota 1 = 

2 7 5 1 4 2 33 34 67 
- 1 1 l 2 2 4 9 13 

136 131 145 158 *61 *59 916 878 1794 

571 736 1307 

1487 1614 3101 
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HISTORICAL BACKGROUND 

The Arrival of people of African origin 

Thornhill (1977) surrmarizes the history of Canadians of African descent 
as follows: Black people did not arrive in Canada only yesterday. The 
first Black person to set foot on Canadian soil was Mathieu Da Costa, 
linguist and interpreter, who was part of the Poutrincourt-Champlain 
expedition. He went to Nova Scotia and served as an interpreter for 
Champldin, since he knew the language of the Mic Mac Indians. This was 
obviou ly not his first visit to the New World. uf good education, 
hapt1s"d in the Christian faith, he became a member of the first 
C;,1adian social club "The Order of Good Cheer". The Kirk brothers, on 
thr1r ~art, brought a Black slave from Madagascar with them to Quebec. 
He •,.iJ, lat~r sold to a v,ell-placed man, Olivier Tardif, who, in his turn, 
m~~~ ,1 g ~t of him to the Couillard family. This slave, as well as a 
)O•Jl~ lnd1an, were among the first students of the Jesuit College founded 
by F~ther LeJeune. He took the name of Olivier LeJeune (1629-54) at his 
bapt·i m. This "domestic servant" died at the age of 25 and it is not 
vno whether he was a slave or free man. On May 1, 1689, Louis XIV gave 
New france permission to engage in the slave trade, which continued until 
its abolition by the Imperial ~arliament in 1834. On the night of April 
11, 1734, Marie-Joseph-Angelique, servant to the widow of the rich merchant 
Oefrancheville, launched a statement against slavery. She set fire to the 
residence of her mistress located at the time on St. Paul St. in "Old 
Montreal". Among the 40 buildings destroyed were the Hotel-Dieu, a convent 
and a church. She was later burned at the stake for her act of defiance. 
Some eminent persons of the time were also slave-owners: James McGill, 
Marguerite Bourgeois, three Catholic Bishops of New France, the Baron of 
Longueuil, the Reverend James Lyon, first Minister of the Presbyterian sect 
in Nova Scotia, and the Reverend David Delisle, Episcopal rector of Montreal 
(who purchased a slave in 1781 for the sum of 20 pounds). There is also 
proof that people of African descent participated in the development of 
Canada as entrepreneurs, businessmen, guides, interpreters, explorers, 
domestics, cooks, etc. 

If slaves and the children of slaves made up the majority of Quebec's first 
Black residents, there were also Black citizens who had never been deprived 
of their freedom. In 1788, around 42,000 Loyalists sought refuge in Canada. 
Twelve per cent of them were of African origin and the majority of them 
settled in the Maritimes, while the others colonized the areas now known 
as Quebec and Ontario. Another group who contributed to the growth of the 
Black population were the Maroons (escaped rebelling slaves). Six hundred 
of them were exiled from Jamaica to Halifax in 1796. But the majority of 
them left Canada in August 1800 for Sierra Leone. 

As well, refugees of 1812 arrived in Canada, and approximately 2,000 settled 
in the Atlantic region. Elsewhere Underground Railroad(l)passengers came 
to add to the Black Canadian population. Most of them settled in Ontario 

(1) UNDERGROUND RAILROAD: The secret network of roads, contact people etc. 
by which Black slaves escaped from the Southern U.S. and slavery to the 
Northern States and Canada. 
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and during the 1850' 1 tion 
of 953,000. S 5 there were 75,000 Bl~cks in a_total Onta~io ~opu ~n 
Victoria B -t~v~ral hundred people of African origin made their liv~s 
peo le ' ri is Columbia. The gold rush attracted large numbers O •ca 
In ~838 ;~om th e Caribbea~, Central and South America and even from Afrin • 
1930 h e Black population of Canada was estimated at 100,000 people:ng 
d . '. ?Wev~r, 40,000 of them had to leave for the United States, fleei 

i scrimination. 

Meanwh~le in the decades of 1880-90 and 1890-1900, immigrants coming fr~~o th e United States settled around the urban centres of Montreal and T~ro
5 

' 
attracted by the work generated by the construction of the railway li~e • 
!0w~rds 1900, the government launched an appeal for European and Ame~ican 
immigrants. However the Black Americans were wrong to think that ~his, 
appeal was_directed at them. They were quickly dissuaded from thei~ p'.anstion 
Moreover, 1n 1912 a Bill which would have effectively banned Black imm~gra 
had to be blocked. As a direct result, today 80% of the Black_populat,o~ 
of Canada is of Carribean origin. Nevertheless it was not until after~ e 
second World War that irrmigration from the Caribbean reached an impre~s·,~e 
level. For all the governments, from the government of Sir Wilf r,d .au
rier (in 1897) to that of Louis St-Laurent (in 1957) erected enough barriers 
to limit the number of non-White immigrants to Canada. 

During the decade of 1950, a new programme was launched - designed to brin~ . 
domestics to work in the wealthy homes of Canada. The governmental auth~rities 
bonded the9e young women, imported from the Caribbean and special~y trai~e~ 
them in order to do domestic work in the homes of well-to-do Canadian families. 
These women later brought their men - husbands, fiances or suitors - in o~der 
to start a family. The only jobs available to these newcomers were as railway 
porters, factory workers or domestics. 

An important barrage of publicity was conducted on the immigration question 
during the following years. At the same time, in 1962, the Conservative 
government developed new regulations. An increase in the number of immigrants 
to Canada was the result. The formerly rigid immigration laws were relaxed 

• • 

I 
I and encouraged the settlement of an ever greater number of immigrant workers. 

As we emphasized at the outset, it is in large part the children of these 
immigrants and their positive integration into the Quebec school system, which 
raises the major anxieties treated in the study. One can easily obsPrve the I 
real problems linked to the fact of their being born and raised in a minority situa
tion, in which "significant others" do not represent or reflect a cross-section 
of soc!o-ec?nom!c_con~itions ?r more precisely are symbols of victimization 
by soci~l discrimination, their pr?gress is constantly impeded by racism, 
oppression ~nd absence ?f o~port~nity. This complex problem and the negative 
~all-out which ~ccompanies it will be the object of a more detailed std 
in another section of the report. u Y 

I 
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THE BLACK STUDENT POPULATION OF QUEBEC 

Introduction 

Bla~k people represent approximately 1% of the total population of Canada. 
Car1bbean people, those persons who are descended from the inhabitants of 
the chain of islands in the Caribbean sea, bordered on the north by the 
Bahamas and o~ the south by Trinidad, make up approximately 70% of the 
Bl~c~ population. The other 30% is made up of Black people of Canadian 
or1g1n, Americans, Africans and South Americans. 

The examination of the differences between Canadian Blacks and Caribbean 
people living in Canada must consider the physical environment in which 
each group has spent their formative years, and the attitudes of each 
society toward its members. This contextual approach will pennit us later 
to evaluate the real or imaginary influence of the environment on the 
fundamental attitudes of individuals - particularly in the area of self
concept - on educational and occupational aspirations, as well as on their 
performance in the Quebec school system. We have pointed out that Black 
Canadians on the one hand, and other peoples of Africc11descent dispersed 
by slavery on the other hand, although generally considered homogeneous in 
their "Blackness", are in fact different with regard to their respective 
realities and philosophies of life. This requires explanation. Here is 
an example that will help us understand the trauma that affects Caribbean 
people transplanted to Canada. The evaluation of an adult of Caribbean 
origin of his situation in Canada 20 years after the transplant follows: 

"fli thin that period, I have been a Zterna.te ly 
amazed and confounded; elated and dismayed; 
enlightened, confused, and yet never reaZZy 
changed." 

r:any factors combine to weave the complex web of adaptation problems for 
Caribbean people. They include among other things: 

a) models of socialization - particularly different in criteria 
for the respect and good manners; timidity and reserve consid
ered good behaviour in the Caribbean may be passed over as 
shyness or lack of intelligence in Canada; 

b) recreational activities - variations in the form of music and 
dance; 

c) food - variation in type and preparation of food; 

d) urbanisation - the passage from a generally rural environ
ment in the Caribbean to an impersonal, noisy urban environ
ment accentuates the alienation of new arrivals; 



e) climate _ acce t . 
new it mold ~huates the problem because, in addition to being 

' s e way of life so differently. 

f) th e passage from majority to minority status; 

g) often the change of socio-economic status. 

ihe difficulties in adjustment are unknown to the Black Canadian or at 
eaSt f~lt_to a lesser degree. But his differing experience is not less 

traumat,~ i~ other respects.Robin Winks (1971) has already laconically 
noted this in the following citation: 

"The Negro Canadian thought he had no national 
heritage to fall back on for self-identification. 
Unknown, unobserved, unwanted, the Negro in Canada 
seemed content to wait for other times and other 
men to do hiro justice. Paradoxically, until he 
did that which white ethnic groups had always 
e.xpected of him --- embrace his Negritude --- he 
would remain to most Canadians an invisible man." 

If Caribbean and Canadian Blacks have a common origin, they have each had 
'shaped their respective philosophies differently. At the end of 40 years of 

forced separation, the products of this migration find themselves with 
dissimilar attitudes even though the similarities between the two groups 
are on the whole greater than the differences. The distinction that we 
are drawing is entirely guided by technical motives for analyses which 
we hope to detail and explain in order to arrive at a precise, unambiguous 
diagnosis. We feel that this distinction is explained in large part by the 
fact that one group has developed in a society in which Blacks are the 
majority (the Caribbean Blacks) while the other has always been a minority 
within a white majority (the Canadian Blacks). 

The role of an individual in a given society, his attitudes and his psycho
logical stability depend to a large ~xtent on the relationship that exists 
between his ethnic group and the societr. The Caribbean people in their 
society are surrounded by Black professionals who serve as significant role 
models and represent symbols of success, capable of inspiring the young 
The Caribbean students feel that the school is their school just as the· 
c?untry ~s theirs. A~ well, they cannot_prev~nt t~e~selves from identif in 
with their place of birth, even after emigration, Joining national a ~ t~ 
in Canada and refusing to allow themselves to be swept along by the ssociafions 
acculturation and assimilation... wave o 

The different roads travelled by these two groups explai·n 
• h • d • the difference ,n t e,r a aptation to the Quebec school system. Moreover 
d 'ff t l • it Points to 1 eren so ut,ons to the problems of Black students. 
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The Black Child of Old Line Canadian Families and the Schools 

On an article in the book Must School Fail? edited by Niall Burne and 
Jack O~arter, Jules Olivier reveals many of the problems such a child 
faces 1n ~he s~hoo~ system. His point of view easily applies to the 
present ~1tuation 1n Quebec. He states, in essence, that the average 
Blac~ child could no longer listen to the numerous, incessant voices 
stat~ng loudly and softly that Blacks are intellectually, emotionally, 
phys~cally and morally inferior without concluding after a certain length 
of t1me that maybe "Black is bad". Moreover, it would seem difficult 
fo~ the Blac~ man to escape the conclusion that possibly he is of an 
evi~ natu~e inasmuch as the social order from top to bottom seems rigged 
against him. How can he ever preserve a true self-image? The breakdown 
of t~e B~ack personality under the pressure of stereotyping is certainly 
not 1nevitable but unfortunately occurs more often than not. 

On the other hand, the school system offers no program capable of counter
balancing such effects. 

The perspective of limited available social and economic opportunities 
and the fact that he cannot find himself in the system permits the growth 
of a profound sense of alienation. It is not surprising to find the 
concept of "image transfer" used as a mechanism of self-defense in 
reaction. 

Image transfer is a mechanism whereby the individual raises his self-concept 
hy modelling himself on another person. 

The use of image transfer (in moderation) can be useful and stimulating and 
frequently produces excellent results. This phenomenon plays an important 
role for all because the development of self-awareness appears to be directly 
related to the inculcation of values. The Black person received unreal, 
illusory and goading stimuli. 

The young Black person gorges himself on Tarzan films while identifying with 
the character of the same name. He would not know how to be anything else, 
because the Blacks are depicted as stupid idiots. The young Black girl will, 
in her turn, vainly try to make herself into Cinderella, Snow White, or 
Sleeping Beauty. The absence of heroes and heroines with which to identify 
validly is accompanied by a lack of easily accessible prof~ssion~ls and para-. 
professionals of his race. The role models pre~ente~ ~o h1m bas1cally transm1t 
a negative image of himself. One completely st1gmat1z1ng example for the . 
Black man is the missionary's Africa with the biased image of Blacks that 1s 
presented. The supposedly realistic descriptions . 
of the living conditions of Black people outside_of Canada_giv~s a false ~1ew 
of the Black reality abroad and, still worse, this distortion 1s systemat1cally 
devalued by ~orth-American society. The narcissism necessary to the adolescent 
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(not to speak of the ind' 
a hard blow from all lSpensable self-acceptance and self-esteem) takes 

of ttis With dire consequences. 

The Black Immigrant n..1·1d 
- u, and the Schoo 1 s 

Upon his arrival th • · 1 sest to his ho e 1mm1grant child is placed in the public school c 0 

ten • _me. Everyone recognizes that a new school creates a climate of 
Sl?n ln most individuals. This problem is amplified when the physicahl ther 

exterior is d1'ff t . . t t w e ou eren • : • therefore visible! You pres~nt a con ra~ ~ . ual ! ~ant to ?r n?t. Th1s becomes particularly depressing for the i nd!vid 
ho 1s_exper 1enc1ng culture shock at the same time, caused by separa~ion 

f~om his family, his relatives and friends in a school system which is 
different and specific to the English Protestant sector. 

Moreover, this disoriented student is nonnally placed on the basis of age, 
which is certainly not without advantages inasmuch as the child must theore
tically grow with his age peers. The main disadvantage is that the syst em 
from which he comes uses criteria of academic competence for placement 
purposes. Therefore a fifteen year old can be found at the elementary 
level while a twelve year old may be in the third year of secondary school. 
Imagine our fifteen year old teenager placed at his age level, _wel 1 beyond 

·his academic capacity. His problem of adaptation is doubled with a~ 
insurmountable task of catching up - and he will soon present behaviour_ 
problems without anyone knowing why. On his part, our twelve year old is 
no more satisfied. No longer challenged with new work, he loses his taste 
for work. He may then play truant, loitering in shopping centres and around 
municipal pools. 

What can be said about aptitude and intelligence testing, except that they 
present even more problems than classification by age. The administration 
of such tests-which were developed for a particular population-to an 
immigrant from a different culture who is still in cultural shock 
cannot furnish any results capable of approaching a realistic evaluation. 
The supposed objectivity of these tests has been seriously attacked recently 
with the tests being accused of underrating children of less privileged classes 
within Quebec. What can be expected when they are used for immigrant children 
from a different cultural reality? ~aribbean ~aren!s often have the tendency 
to rely on the school for the education of the1r children, naively expecting 
everything to work out smoothly (D 'Oyley). 

An important but frequently neglected problem is the language factor which 
is desc~ibed in the resear~h of Joti Bhatnagar (1969). In a comparative stud 
of En~lish writte~ by Jama1c~n and English children, Craig (1963) notes y 
superior results in the English sample. Here is a case of the mother t 
being similar to the "host" (target) language but spoken differentl ongue 
concl~des that it is generally much more difficult to rectify th d~fi ~hat~agar 
of children who speak a "dialectical" English than to prep e l: ciencies 
those who have total or partial deficiency, b~cause of thei~re P;?~rams :or 
knowledge of the language that has already been acquired. con i ence 1n the 
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Finally how can the numerous problems caused by the separation of families, 
particularly of mother and children, be silently overlooked. Very often 
she will have emigrated first and prepared the home for the reunification 
of the family. 

Beserve (1976) and Da Costa (1976) are of the op1n1on that the reunifications 
often do not meet expectitions. Da Costa emphasizes this importance of pre
paring parents to face the changes that usually take place in the children 
following the original separation. 

Some of the problems to which we have alluded in this section will be examined 
more carefully in the following section on the problems of adaptation of new 
immigrants. 
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J'OAPTATION ffiOBLEMS OF NEW IMMHRANTS 

Introduction 

The particular objective of th,~ section is to introduce problems of . 
adaptation experienced by Cilribb•an c'Jil.Jrcn It is to be ho~e~ ~h~t ~his 
type of infonnation will f ,":ilitt:t•~ LI-Jr i b cf teachers_a 11d ~ minis ra orS, 
involved in the search of solut1 ·-1 t• li.., ;,arr.icular situation of these 
children in Quebec. 

Caribbean society and the coL~w-t£sed class sys~ 

The Caribbean societies have been trdctit,onally divided into three c~asseS, 
essentially reflecting a hierarchy based on colour. At the top we fi~d a 
group composed mainly of Whites. Blacks have been found about ~xclusively 
in the middle and at the bottom of the ladder (Smith 1961; Henri q.Jes 1961, 
1968; Nettledord 1970). An infinitesimal proportion of this population were 
upper class and adopted as their own the manners and ~ustoms of t~e ~uropean 
metropolitan middle classes. The rest of the population - the maJor,ty, 
developed a popular culture characterized by wide borrowing from the West 
African societies. (Smith 1965). 

It must be noted that economic development, political maturity and "social 
responsibility", by a series of measures and social involvement, brought about 
a sort of "revolution", so that Blacks are now in the forefront of the 
Caribbean political scene. The rapid upheavals in the social and political 
realms contributed to some modification of the notion of colour class, which 
lost importance in favour of education and wealth. From this point skin colour 
became a negligeable factor in interpersonal relations. 

Family relations 

Family life in the Caribbean working class is characterized by a strong attach
ment to family ties, transcending the immediate family to include grand
parents, father, mother, sons, sons-in-law, adopted children, uncles, aunts, 
etc. (Smith 1956, Clarke 1957). All children, adopted or not, are treated 
equally. It is to be noted that the situation is different for the wealthy 
classes of society. 

Educational practices 

The masses plac~ great ~mportan~e o~ politeness in the education of the child. 
Physical punishment 1s widespread and children are submitted to it 

from an early age (Clarke 1957). Very early they are required t h 1 · a 
• t f d t. t k Th d • • • o e P ,n varie yo omes ic ass. e ivision of labour is accord· t ·th 

th k • d d h • d b . mg o sex, w1 e coo_in an was 1ng _one y th~ girls, while the boys perform tasks such 
as getting water and car~ng for a~imals. Parents believe that children must 
please them and earn their affection by good behavi·ou Th f 1 ·it r. ey must ee gui Y 
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when the~ do not behave according to the rules, apologize sincerely and ask 
for forgiveness for mistakes that they make (Fitz Herbert 1968). 

Education in the Caribbean 

The syst ~m of education in the Caribbean is based on that of the European 
metr~politan cen~res. For example, Figueroa (1971)° remarks that in ~he 
English Wes~ Indies, with the exception of some innovations, everything 
happens as it does in. England. On the whole, course content tends to be 
based strongly on the humanities and social sciences. The schools are 
often mixed and the law requiring compulsory instruction is not applied. 

The few resources available, particularly space, result in crowding in many 
sectors. Trained teachers are scarce and the number of students per class 
~s h~gh. Teaching is given generally in magistral fashion (which usua~ly 
implies a lecture by the teacher followed by a question and answer period). 
The pupil is required to reproduce the answer correctly even if he doesn't 
understand anything at all. Ole can imagine that such methods give few 
occasions and little encouragement to the pupil to think for himself and to 
form his own opinions. 

The pupil is under strict discipline with the threat of punishment if he 
does not follow orders or learn what is required. There is insistance on 
conformity and passive conformism. In many country schools physical punish
ment is used exclusively. Whether in the form of a threat or directly, 
physical punishment. is recognized by parents and teachers as the only 
effective means of punishment (this opinion is being contested now) . 

Linguistic problems 

Jones (1966) points out that the overlapping of elements of patois/dialects 
and everyday or standard English constitutes the greatest single problem which 
Caribbean students face in the learning of the English language. This 
obstacle is aggravated by the fact that with grammar lessons having been given 
in the language of Shakespeare, the children have never been shown the 
difference between the two forms of the same language (Fitz Herbert 1968). 
The result is a confused situation in which students converse with their 
teachers in the language accepted in their milieu, while they are punished 
when they use the same language in their written work. 

Jones (1966) notes as well that the problem is r0mplicated by the addition 
of "complex sociological factors". Inactual fact, patois is considered to be 
a form of expression void of quality and associated with a lack of instruction 
and inferior social status. Fitz Herbert (1968) and Morrish (1971) point 
out that the children of workers use dialectical English almost exclusively 
in everyday life and do not speak standard English unless under duress, 
as in the classroom or in addressing individuals of a higher social class 
than their own. 
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• t 1 d' s We know ~!c: h:ive ju~t dealt with the problem of the English Wes n ie • . 
that the problem is more or less the same in the French West Indies. 
Thu~ immigrants of Haitian origin are generally considered_ francophone the 
wr,en. in many cases, they do not even speak French, and, in any case• 
mother tongue of Haitians is Creole. 

Co,1clusion 

In concluding this section, it is important ~o note that most pa
1
~enb~s, the 

especially working class parents, see education as a means of c im ,ng . 11 

social ladder and the-reby gaining a better life. They have great "academ~c 
aspirations for their children. A study by Wills (1978) on students parti
cipating in the special 11!)a Costa Hall" summer programme (summer 1977) 
attests to this. Here are the results: 

According to the study of Dorothy Wills (1) , most of the students in the 
sample (there were 325 students in theDa Costa Hall school) planned to. 
complete secondary school (86.5%). The rest (13.6%) did not know. No sig
nificant difference was found between the answers of Black students of 
Canadian and West Indian origin. Those who wanted to quit cited three 
reasons: a) to seek a job; b) the desire for independence and self
sufficiency; c) poor grades. 68.9% were definitely committed to full-
time post-secondary studies. 

Those who were quitting would change their minds under two conditions: 
a) the insistance of their parents, b) to advance in their work. The majority 

. of post-secondary students expected their parents to contribute at least one 
quarter of the expenses. Three quarters of them expected to make ends meet 
with summer jobs while the majority planned to apply for bursaries and loans. 

When questioned about their parents' desire to see them complete high school, 
87.7% answered in the affirmative while 9.1% could not say ( no significant 
difference between students of Canadian and West Indian origin). 

More than half (67.1%) of those who planned advanced studies said that 
their parents wished to see them enrolled full-time. Here there was no 
significant difference between the groups. In the same veio, according to 
61 .9%, the parents would choose Cegep, 21.4%, university, and 4.8: technical 
school. 

The aspirati~ns o~ not only the Bl~ck child but of the parent are easily 
brought out in this study, supporting the hypotheses which we have already 
advanced concerning the educational system and parental expectations. 

( 1) See below p. 24. 
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In an unpublished master's thesis, Ramsaran Ramharack (1976) proposed a 
three-point study. 

l. To compare the academic results of Blacks of Canadian origin 
with those of English-speaking Caribbean immigrants. 

2. To examine whether there is a relationship between self
concept and academic results . 

3. To detennine whether differences in.self-concept exist and 
if they do exist to look at the possible relationship between 
these differences and academic results. 

The immigrants obtained a higher score according to two measures of self
concept that were used and, contrary to expectations, the difference appeared 
significant in only one case. 

The hypotheses of "similarities in I.Q." in the two groups proved well 
founded. In self-concept and academic achievement, test results in Reading 
and Mathematics did not go in the expected direction. In fact, in compara,son 
to Black Canadian students, the immigrants were shown to be an average of 
one year behind in reading. The hypotheses had been that the immigrants, 
having a measurably higher self-concept would demonstrate higher academic 
performance. This was not proven. On the other hand, sexual differentiation 
had no influence on the results. 

In conslusion, the studies of Ramharack (1976) and Wills (1978) allow us to 
see that the groups differ in culture, attitudes and self-concept which 
implies a variety of approaches to treat multiple problems which we will 
examine in our final recommendations. 
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DA COSTA HALL: PIONEER PROGRAM IN EDUCATION OF BLACKS 

Ori in and develo ment of the ro ram 

~any factors mitigated against the educational development of Black _people 
Ht Cariada: the social structure and the school system, negative at~1tudes 
tU1' r(c; Blacks, low family incomes, overcrowded homes and lack of Job 
01,1,.1 L•mities. All this has contributed to the building of poor self-
t;,;r,.:p'l, accompanied by limited educational aspirations and very low 

,jdil'vProont levels for a great number of Black students in Canadian schools. 
1 c_degree of alienation of these students, resulting from the fact that 
th it· parents are considered second-class citizens isolated from the rest 
of society, can well be imagined. It was necessary to find solutions that 
would restore dignity and pride to this segment of society. 

Recent literature deals with studies undertaken on both the theoretical 
and practical level in the field of ill1lligrant education in Toronto (D'oyley 
1976). Parents, professionals, progressive groups, infonned of the results 
of these studies, did not fail to pinpoint what they perceived as sloth
fulness and weakness in the quality of the School Board's response. They 
now feel that to undertake even more research would be the equivalent of a 
conspiracy to maintain these children in a state of alienation. 

In Montreal, a concrete, although partial, solution to these types of 
problems, was set up in the anglophone sector. 

Many Black students were dropping out of the public school system before 
graduating from High School°. The prevailing assumption supported by a study 
by Bertley (1970) was that teachers and administrators were clearly communi
cating to conscientious students, that they should not even aspire to University; 
they were simply being channelled into the Technical-Vocational courses. The 
Da Costa Hall summer program was therefore instituted to salvage drop-out, 
academic under-achievers, unmotivated and badly streamed students. As we have 
previously started to explain, the aim was to salvage these students from the 
morass of their despair, in order to prepare them where necessa-ry_ to enter 
CEGEP, University and professional careers. 

Through this process the organizers wanted to insure a controlled psycho
logical environment for the students which would permit them to encourage 
the students to develop their potential and organize a tutorial system after 
the formal lectures, while providing the peoples with positive role models. 
This would enable them to feel more comfortable with and better a~out them
selves and would cause them to have higher educational ambitions. It was hoped 
that this racially homogeneous groupina would reducP ne~ative "vihrations faci
litate peer relationships and positively influence their self-concept and all 
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The parents represent a cross-section, from blue collar to professional. 
The ~tudent population comes from various schools in the anglophone sector 
and 1s_composed of immigrants and non-immigrants, directly proportional 
to their numbers in the community. 

Cc;11_•~ and Course content 

l nth~ whole, the norms of the Ministry of Education are respected. As a 
tool o raise self-concept, a course has been added in Black history, 
l1nkea with two experimental courses on the evolution of Black music an& 
!he sociology of the family. Students, who were previously not informed 
1n these areas, were very satisfied with these courses. 

A study of "self-concept" and educational aspirations of Black youth 
in the Costa Hall Programme, Summer 1977 

The study by Wills,from which certain conclusions have already been 
mentioned above, consisted of research on the possible differences in 
self-concept between immigrant and non-ilTTiligrant students, and if these 
differences were shown to exist, a study of the relationship between 
them and the differences that might be found in the level of educational 
and professional aspirations. 

The study proposed to first assemble all the data on the population 
registered on July 5, 1977. Nevertheless, only 75 of those who finished 
the course completed our questionnaires at the beginning and end of the 
program. Only their answers were included for purposes of evaluation of 
the results and the hypotheses. This process, according to Wills, had 
the advantage of a more representative sampling of the average student 
in the system, considering that it eliminated those, wh~ for one reason or 
another, would not complete the questionnaire. 

A second advantage was the homogeneity thus obtained. Sixty-eight of the 
subjects were of Caribbean parentage. Moreover, the distribution of the 
final sample nearly approached the distribution of immigrant children and 
Canadian children of West Indian parentage. 

Only thirty-eight in the group live with their father and mother. The rest 
are with one-parent families, adoptive parents, or more or less distant 
relatives. Thus many factors linked to the family were not taken into 
consideration. The study, however, brought out a point that seems worthy 
of mention: the mother 1 s job. The children of mothers who held prestigious 
positions showed more self-confidence and had higher ambitions than the 
other children. 
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The students generally aim high in regards to education and, the more recent 
the irTTTiigration (2 years and less) the higher their aspirations. In addition, 
those who are not born in Canada have higher aspirations than the Blacks 
of old line Canadian origin, according to the Weidman scale. An important 
fact to note is that, using the Tennessee self-concept scale, it was possib~e 
to verify the hypothesis that Black students of Canadian origin would experience 
gr •atest transformation in self-concept. Nevertheless, it is enough to note 
th~t it was not due to the frequency of interaction, measured by the level 
of relationships among peers, students and teachers. On this subject, it was 
noted that the frequency of interaction was markedly less in our sample than 
in the schools normally attended by the students. From this fact, it was 
hypothetized that the important element in the interaction variable was 
quality rather than the quantity. This could easily form the basis for 
future research. 

Broadly, results obtained, although not statistically significant at the 05 
level, supported our beginning hypotheses in most cases. 

Here is a summary of the hypotheses and results: 
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HYPOTHESES 

1. The higher the self concept of 
pupils, the higher their level of 
aducational and occupational 
asp, rations. 

2. Black students of Caribbean 
ori~11n have a higher self-concept 
th,1n I ti se of Cana di an origin; and 
rl!r., r t il1'l!lli grant students have a 
h14i1l•t :.elf-concept than those long
term immigrants students. Conse
quPntly, the level of education 
and professional aspirations would 
be as follows: recent immigrants 
> longer-term immigrants :> 

Canadian_origin. 

3. The self-concept for the whole 
group is higher in T-2 than in 
T-1. (1) Morever, within each 
group, the degree of elevation 
is po~itively related to the level 
of interaction among peers, between 
teachers and students and with 
course content. 

4. An increase in educational 
ambitions is directly related to 
improved self-concept. 

26. 

TEST RESULTS 

1. On the whole, they all had hi~hblam~~
tions. Nevertheless, it was po7s 1 e 
establish a positive relations~,~ between 
self-concept and students' amb1t1ons. 

2. On the whole, hypothesis upheld. 

ll 
I 
I 

I 
I 
I 

3 The general spirit of this hypothesis was I 
c~nfirmed. It would be necessary to re.t:ormulate 
the first part as follows: The self-c?ncept 
of the group is closer to the norm in T-2 
than in T-1. As for the second part no J 
relationship was found between self-concept 
and the three variables as expected. Never
theless, it is apparent that the quality of J 
interaction should be taken into consideration. 

4. Hypothesis supported. Tests were for 
the most part significant. Still, it would 
have been better to reformulate it to say 
"the more self-concept approaches the norm, 
the hi g.her are the aspirations ... " 

5. Even without considering self- 5. Hypothesis supported. 
concept, it can be said that recent 
immigrants have higher educational 
aspirations than long-term immi-
grants and those of Canadian origin. 

6. Whether or not •~elf-concept"is 
taken into account, the level of 
educational aspirations is higher 
for the whole group in T-2 than in 
T-1. Moreover within each group 
the level varies positively with 
the level of interaction with peers, 
between teachers and students and 
with course content. 

(l) T-1: first administration of test 
T-2: second administration of test 

I 
6. Hypothesis supported with same comments as I in 3. 

I 
J 
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Another important finding was that the self-concept measure at the end 
of the program was positively correlated with significance at the .05 
level, with the educational aims of the students. It would be important 
to fully pursue the analysis in this direction. 

Compared to other variables such as age, sex, origin, socio-economic status, 
immigrant status appears to be the most important variable differentiating 
the three groups: recent immigrants, long-term immigrants, Blacks of 
Canadian origin. This carries important implications for the interpretation 
and generalization of research in the field of minority and immigrant 
education in Canada. Most studies focus their attention on ethnic origin. 
Following our study, it can well be asked whether the variable of immigration 
is not more important than the variable of ethnicity. The same goes for a 
certain level of "self-concept" in relation to minority status which is 
linked to the opportunity structure at the level of Canadian society as a 
whole . 

Jn summary, although our study is only preliminary and exploratory, the 
results obtained are encouraging enough for us to recommend the investment 
of greater research efforts along the same lines as well as the use of varied 
qualitative and quantitative methods in the collection of data. 

It is surely possible to foresee and suggest certain policy lines. Neverthe
less, because of the limited scope of our work, we will not risk making 
specific recommendations at this point. 

N.B. Information on the QBBE and the Da Costa Hall Program were obtained 
through the courtesy and cooperation of Mattison Hall, co-administrator of 
the 1977 summer program, of Eric Mansfield, exexutive secretary of the 
QBB~ and Ashton Lewis, president of the Board, had previously accorded 
permission to proceed with this study. 
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PRINCIPAL CONCERNS 

Language and the irrmigrant child 

Inasmuch as an immigrant child cannot begin to function in the scho~l sr st em 
if h dos not speak the language of the milieu, and because comm~n,c~t,~n 
pr t~ ms are so evident, the researchers were interested in the l1ngu1st1 cf 
difficulties of the newly arrived student. A study by the Toronto Board 0 

Edijr~t, n (1965) revealed that 40% of its students spoke a language other 
th21. E glish (exclusively or alternately) in the home. On his part, 
Gol~uctn (1973) classified the linguistic difficulties of immigrant students 
in tht e categories: 

a) Total absence of the language, affecting children who speak 
or write only the foreign language, and having about no know
ledge of the new language before their arrival in the coun!ry. 
The younger the child, the grea'terare his chances of learning, 
especially if he is not confined within his own ethnic group. 

b) Partial knowledge of the language, affecting those children 
who speak the language of instruction more or less well but 
who generally converse in another language at home. The 
writing of the mother tongue is often, but not always, based 
on the Roman alphabet. 

c) Obstacles caused by a dialect: that is found where the mother 
tongue of the child is the same as the "new" language, but is 
spoken in a different dialect. This can sometimes involve 
a "sub-language", such as a type of English or French jargo_n 
which, mixed in its turn with Caribbean Creole, nearly becomes 
another language. One can wonder whether such "dialects" might 
be used as a medium of instruction in the schools ... 

On the whole, it would appear more difficult to effectively remedy the 
linguistic problems of the children in this last group (because they 
believe that they have mastered the "new language") than those that are 
related to total or partial deficiency of the the language. 

The Gendron Commission (1972) uses the expression "new Canadian" to explain 
cultural and linguistic factors. This expression is used to designate 
Canadians of other than British or French origin. The Commission considers 
that each newly arriving person should be considered a "new Canadian" until 
he acquires Canadian citizenship. Once a citizen, he becomes simply a 
Canadian. An appropriate definition should consider, on the one hand 
lingui~tic and cultural factors, and on the other, the effective length 
of residence. 
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!migrant children would include therefore: 

a) those born abroad of immigrant parents or children, one of 
whose parents emigrated to Canada during the last 10 years; 

b) those whose mother tongue is other than standard English or 
French. 

29. 

This definition would include a large majority of Black Caribbean children, 
including naturally, those of Haitian origin. 

Language handicaps seem to be a major obstacle to scholastic achievement for 
the immigrant child. We have gone from a total absence of language learning 
~rograr:,mes. (the child having to acquire the host language only through 
1mmers1on 1n the milieu) to standard ESL programs. It is now necessary to 
accentuate the organized development of these programs so that they can 
respond to the specific needs of different immigrant groups. 

Group influence on the school-age child 

In the normal development process, the child is progressively socialized by 
his parents, according to their socio-economic status in society. At first 
completely dependent upon his parents for the satisfaction of his basic needs, 
he progressively broadens his scope of interpersonal relations, extending to 
his brothers and sisters and ultimately his peers, who gradually acquire an 
importance of the first order. His peers are generally people of the same 
aqe, from the same milieu, molded by similar experiences, whose aspirations 
(social and educational) do not greatly differ. 

The peer group influence begins at about age six and attains 
its peek in adolescence (between 17 and 18 years) before maturity. To be 
identified with a group is a normal phenomenon for each child, its influence 
being distinctly greater than that of the parents at a certain age. Parental 
values are therefore devalued in favor of the group's values (parents being 
considered "old fashioned" and not "with it"). 

The fundamental role played by peers in the emotional and psychological 
equilibrium of the child, makes identification with a peer group and, more
over, a positive peer group, indispensable. In effect, the child is literally 
subject to the influence of the peer group, whether this influence be positive 
or negative, unless there is an effective aid to help him oppose this irresis
tible pressure. 

The Black child sometimes suffers from not being able to identify with a peer 
group due to the lack of human resources; he must therefore identify with 
other students with whom he has nothing more in common than attendance at 
the same courses. For this child, the peer group unfortunately becomes a 
i1egative experience. In .:.his painful situation he sees his image brutally 
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ejected by those with whom he hopes to identify and who do not recognize 
him as one of''Them" (Cooley's reflecting mirror theory}. 

For other Black children, it is possible to identjfy with ~ultiracial peer 
groups, with certain aspects being equal i.e. soc10-econom1c status, age 
etc ... Nevertheless, even in this case, it is necessary to see_ref~ected 
a positive image of oneself. This is very difficult for a m~lt1rac,al d 
group in North American society because of the social confusion engendere 
by the pernicious ideas of racial superiority. 

Con eque~t1y, the positive effects of beneficial peer group relatio~~_arfnade
not u~udlly ~xoerienced by Black r.hildren, who must compe~sate !0r t'.s lating 

-qu cy w1tn strong parental i~fl~ence, wi!h po~itive relat1ons,with s ,mu 
role mo~ ls, or with close s1bl1ng relat1onsh1ps. 

The school system, by wilfully neglecting the positive role played by 
Blacks in the Founding and Building up of North America, has scijrcely . 
helped the Black child find his rightful place. As well, it has compromised 
the development of a positive relationship.between this child and his peer 
group! a stage necessary for growing up. 

The teacher-student relationship and its influence on academic success 

As the individual grows, new relations develop between himself and others. 
These relationships, more or less psychologically and intellectually 
stimulating and charged with varying degrees of emotion, will not all 
last a long time. Nevertheless, each one adds its own particular colour 
to 1 ife. 

In this respect, the teacher-student relationship is very important in spite 
of its limited duration (teachers are changed from year to year). The 
relationship draws its importance from the fact that it undeniably affects 
the student, even detennining his motivation, and consequently his academic 
performance. In reality, this relationship should be primarily professional 
with little reciprocity. The role of the teacher should be to stimulate 
the student to think, to learn, and to assimilate not only the academic 
subject material, but values as well. Moreover, he should inspire him to 
work by instilling in him good habits as well as the desire to learn more. 
His own habits of punctuality, professional conscientiousness and grooming 
are as much signs that transmit messages (non-verbal but effective) to the 
student and e~courage him to foll~w.his example. At a certain age, the 
~eac~er con~t,tutes the mo~el to 1m1tate. How many children literally 
1dol1ze their teacher, hoping to be like him and planning to teach later 
on? 
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One consequence of this state of affairs it that the attitudes of the 
teacher, what he says and does, become Gospel Truth. In the same way that the 
parents cannot make mistakes for the child of a certain age, later it is 
the teacher that cannot be wrong. How many times has a child supported 
a statement with this ~remptory phrase, the ultimate argument: "My 
teacher said so!" Q.E.lJ. It is just this which makes the attitudes and 
behaviour of teachers so important with young impressionable minds. 
If a teacher has racial, religious, sexist, political or ethnic "prefer
ences" (and consequently reservations), the student will soon get the 
messa~,whether verbally transmitted or not. The result: this biased 
vision undermines the student's personality by giving him a sense of 
inferiority with the inevitable--negative consequences for academic achieve
ment, for educational and professional aspirations and for social behaviour. 

Sometimes, when a teacher hopes for only mediocre results from a student, 
that student's performance will be affected. And when a teacher seems to 
have developed little hope in the future of a student, he will progressively 
lose all motivation. 

A positive teacher-student relationship is part of the educational process, 
because there is a tendency to learn more from someone who appears to wish 
one well or, at least, seems neutral and impartial. People only do their 
best in a milieu where equality of opportunity prevails without intimidation, , 
where they can reasonably hope to be evaluated on the basis of their true 
worth. If this is not the case, they feel underrated, they react in pro-
portion to what is expected of them, without motivation and they do not 
push themselves towards a reward which they know to be illusory in a context 
of prejudice. 

Studies by Spence (1976) and Wills (1978) on the Montreal school population 
show that students work better and think about continuing their studies, 
with a positive teacher-student relationship that transcends the simple pre
sentation of course content, to include the field of extra-curricularactivities, 
when there is a personal interest of the teacher in his students. 

Sometimes students have academic difficulties due to emotional problems or 
learning problems. A beneficial student-teacher relationship could remedy 
this by referring these students to guidance counsellors, in the school or 
via school to community organizations. The needs of these young people 
would be met and their equilibrium re-established. Because of the fundamental 
importance of the teacher in the life of the child, all teachers should be 
sensitized to the particular needs of Black children. 

In conclusion, if a teacher conveys a verbal or non-verbal message (via 
paralinguistic cues) indicating that he feels a child is incapable of 
academic success, without regard to his I.Q., this child will not know how 
to go beyond the limits that have thus been set for him to realize his real 
potential, unless another teacher gives him another opportunity. The 
question is not only an administrative one of choice of teachers, but it 
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also concerns the university, responsible for the professional training of 
future teachers. All the problems discussed in this section are every-d 
d y experiences in our corm,unity, and student teachersshould be prepare 
for them. 

-_f..Q,n~:£.£!: of Black student and the 
C urse1 ors 

ossible im lications for 

t~ a definitions of self-concept, but in 1902 Cooley introduced 
reflecting mirror" (to which we previously referr~d) thus_ 

n·~g t~e fact that an individual perceives himself as he_is perceived 
oJ other:., c seq~ently, if the social image of an individual is debased'. 
t~at indiv"dual will learn to accept himself through the de~alued p~rception~ 
Self- ma e is learned by each person through personal experiences _wit~ other 
and ~ith the reality of the outside world. This concept has a maJor influence 
on human behaviour. 

Sclare stated in 1952 that racial discrimination is an element in character 
fonnation and that overcoming aggressive impulses poses a serious problem 
for many Black students. So many restrictions are placed on them that 
simple survival requires more sensitivity from them than from White men. 
The social environment unquestionably plays a fundamental role in the 
formation of attitudes, and the behaviour of the individual. Blacks are 
poorly placed in this regard because they seem to face a hostile and 
malevolent environment. 

Nevertheless, although the research of the 50's and early 60's seemed to show 
a negative self-image among Black people, this tendency has gradually changed 
and, today, more and more appear to have a positive self-image. 

Thus Spence (1976), in a study on Black students in Canadian high schools, 
concluded that most of these students had a positive self-image. The study 
revealed some interesting things, for example, that young Black girls 
demonstrated a better self-concept than the boys. This is significant 
because we live in a society dominated by males, and takes on more meaning 
when it is realized that Africa is also dominated by males. 

If Black people must find means to effectively raise their self-concept 
ethnic identity is indubitably an important element in this search. Th; 
struggle for identity among North American Blacks (and, from this point of 
view, all minorities in the world) is a manifestation of efforts to acquire 
a heightened self-concept. Counsellors and teachers should encourage such 
efforts, not only for the good of the Black student, but also to increase 
the efficiency of the school system. It therefore becomes doubly important 
for_Black professionals to become "visible" in the community, thus over
coming the disadvantages of the minority status of Blacks in Canada. 
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Caribbean students, making up a sample in a study by Spene~ were shown to 
be generally in favour of counselling. One of them cited the same 
argument as Heine (1950), wondering if it was not applicable to Caribbean 
people (to help in their integration into the new milieu via the counselling 
services). Nevertheless, the counsellors were thus seen as sponsors and 
not as collaborators. And while they generally prefer the role of collabo
ration, their effectiveness might be greater if they accepted the role of 
sponsor as well. And why not consider the possibility of plural roles 
used more advantageously and alternately at the appropriate time. 

With Canadian Blacks, the better their self-image, the less valuable were 
the counselling services for them. Literature and resear.ch results have 
show unequivocally that Black students do not feel at ease in the counselling 
model developed for White students. Moreover, expecting traditional coun
sellors to effectively help Black students would seem to be asking too much 
of them. Consequently, it becomes imperative to change the counselling 
programs presently offered so that counsellors are better prepared to offer 
their services to minority students, Blacks and others, or, so that Black 
and other minority counsellors be used to respond to these real but still 
unmet needs. 
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THE EXPERIENCE OF BLACKS WITH THE SCHOOL COMMISSIONS 

Evaluat·on and Counsellin of Haitian Immi rant Students in the Montreal 
csc 

The Ravary Report 

In the francophone sector, the symptons of poor scholastic adjustment 
have been felt even more strongly in recent years. Here also, attempts 
have been made to "get to the bottom of things". In 1976, Tardieu-Dehoux 
was already dealing with the problem (1). The report entitled "The situation 
of Haitian students in the MCSC schools", corrrnonly known as the "Ravary 
Report" was presented by the Director of Research Services, Mr. Viate~r 
Ravary, to the commissioners of the MCSC in May 1977. This report, which 
was intended to be descriptive, attempted to draft immediate solutions 
to the problems experienced by immigrants, e!:-J)ecially Haitian students. 
It was perceived as the answer to all the problems of the "venus d'aille~rs" . 
(those from abroad) which would permit continued and effective integration (assi
milation understoo~of young students in difficulty into the Quebec system. 

At first glance, the report is to be commended for trying to go further 
than quick judgment and categorization of the problems raised. Mr. 
Ravary does note that the Haitian clientele have distinctive characteristics 
other than the common denominator of being behind scholastically. He also 
attemp5 to get to the origins of the problem by considering the situation 
of education in Haiti. We deplore the fact that this hasty incomplete 
reference was tinged with condescending paternalism, but the essential 
fact is that an attempt was made to seek the source of the malaise, a 
logical step since one cannot pretend to cure an illness without a foregoing 
diagnosis. 

Yet, the report is deceptive ... It leaps immediately to recuperation mea
sures without further investigation. We would rather probe and understand 
than patch. The Ravary report proposes a skillful, technical and pedagogi
cally near perfect patch-up. we would like to believe in it. We could almost 
trust it providing we forget that human young are also social beings and that 
the young Haitian does not escape this rule. 

we feel that the roots of the problem must be sought in the unfortunate adap
tation of Haitian youth to Quebec society. And this inadaptation, due in 
large part to the young people's feeling of not belonging, has repercussions 
within the school. In our opinion it would have been more valuable to seek 
the causes of this non-identification and attempt to remedy them. To be 
at ease with oneself has always been the indispensable precondition to 
success in anything. The poor scholastic performance of the Haitian child
ren cannot be attributed solely to differences between the Haitian and Que~c 

(1) Charles Tar~ieu-Dehoux, L'evaluation et 1 'orientation des etudiants immi
grants haft1ens ~ Montreal. Montreal: Universit~Concordia, 1977. 
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school systems. The approach pursued in the Ravary report isolates the 
individual and antiseptically treats this newly created fiction - the 
student detached from the child. 

Certainly, the technique is important and we do not underestimate the impor
tance of academic achievement. But it is merely the clumsy tr~nslation nf 
a state of being (we are tempted to say ill-being). The school authorities 
an among others, the MCSC, have adopted an ostrich position for a long time. 
~i l they now be content to further refine this policy by extracting the 
v·~ible and superficial difficulties of the young inmigrants (and resort 
o r more to the model of "normal II learning) and by quickly shutting the cover 
of Pandora's box. As long as there is not courage enough to question oppor
tunities available to Black Youth for positive valuation and identification and 
harmonious integration and as long as we are colltent to give surprising but 
paternalist verdicts on the 11incidents 11 that they represent, the basic prob
lens ~,iil persist. 

But the Ravary report does have other merit which was not taken note of 
at first glance, which we appreciate. It will provoke healthier and 
more generalized discussion of these problems, basic to child and to the 
society, and will thus add to a better overall understandina. Th~ office 
of the Ha it i an Christi an Communi t.v of Montreal ,- consc1 ous of the , mp act of the 
adaptation problem on the development of these youth, .anxious to foster the 
total development of these· youth, anxious to encourage the total develop-
ment of this important sector of the Haitian community, constantly 
approached by parents and youth workers in private conversations and 
public meetings, after several contacts with the members of Jarry-Viau 
branch of the CSSSM, decided to gather more precise data on the subject. 

II The Survey of the Haitian Christian Corranunity of Montreal on Haitian 
School Children in Montreal 

Upon the suggestion of the CSSSM, the office of CCHM submitted a research 
project to the Local Initiatives Program (LIP) which was accepted for spon
sorship by the Federal member of the Papineau riding (Montreal). 

The office had planned to carry out a vast quantitative survey to be 
analyzed by computer, but due to the restrictive conditions imposed b 
L.I.P., they had to be content with a qualitative survey. This type of 
survey seemed to them to be better adapted to a milieu which is less 
familiar with the demands of modern technology and easily distracted by 
too rigid methods. The qualitative survey would allow the obtention of 
more detailed and subtle data, more apt to reveal the specific situation 
of the Haitian milieu. 
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Throu h undirected interviews with the principa] intervenors in the lives 
of the_Hait~ n school children in Montreal, an attempt was made to discern 
the a ly l1f of these youth and to draw up an inventory of problems which 
they co front. Te task was to arrive at an overall view of the situation 
of t, ·t s 11ci .ts in order to develop a rationale for intervention in this 

:i{'l • , ~ '.\t\ r he ground for more effective action by the person who 
1 ~I! e responsible for the file. 

For .IF• hle •iews, the office of the CCHM contacted school principals, 
tech~~ • Cv ,nsellors, social workers, and pastoral animators in several 
sch o1s presently involved with the daily problems of these youth, without 
forgetting the Haitian parents and the students themselves. 

For statistical information, officials of the MCSC were consulted 
because this is the Board with the largest number of Haitian students in 
Montreal. In effect, of a total of ~ □ proximately 2,500 Haitian students, 
1,561 attend MCSC schools. 

The statistical analysis of the MCSC (see table in annex) elicited the 
following observations: in addition the students registered in regular 
courses, the tables include those registered in Adult Education. This 
involved two different realities: consequently these two categories were 
separated. By substracting the adults from the 1,784 Haitians registered 
in the MCSC for the school year 1976-77, the figure of l ,561 was obtained 
- giving the following table: 

Number of Haitian students in the MCSC l ,56 l 

Number of Haitian students academically behind 790 50% 

Number of Haitian students academically behind 
by one year 459 29% 

Number of Haitian students academically behind 
by more than one year 331 21° 

The figures do not say much, nevertheless: besides the measurement of 
scholastic slowness and the geographic division, the essential factor 
is missing. For, in the Quebec school system,sector and level count. 
It is these two variables that would permit us to really situate the 
child and unfortunately the table does not mention them. 

Those responsible for the survey used the Ravary report as well. 

The interviews, covering 13 schools, were divided as follows: 
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he survey was able to uncover four main sources of problems for the a 
st ents: 

a. The differences between the Haitian and Quebec school systems. 
b. The classification process. 
c. The language question and welcoming classes. 
d. Culture shock. 

It is unpleasant to hear a Quebec school principal say 
Ee.it· hild.Pe who in e r te east ea i- -;;,; 

esveaia -L the sec ndar e e ,, . Sti 11 , in~ a 11 the 
schooi- principals, teachers, social workers, functionaries o 
used the same language. One social worker even said: 

"Child.Pen belongi~.q to other ethnic group 
easi y to the Quebec school system than the 
hose daptation is slower and more ,._ • u 

nd a pastoral animator in another school revealed: 

,, he Haitian roup is slower, les -· th II 
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If it was difficult to receive these observations with levity, it was necessary, 
rather than become alarmed, to understand the why and wherefore of this 
situation. From the interviews and reports, it came out that not all 
Haitian children had difficulty in school. In fact, children born in 
Quebec or children who arrived before school age or children who had 
attended school for only two or three years got along as well as their 

White·cl s mates. But it was especially those who had studied four years 
or m re in Haiti and .particularly those who had begun secondary school 
who had i·1f ·i .ult integrating into the Quebec school system. 

The i rv 'i ~ 1iis encountered by these youth occur main 1 y at the 1 eve 1 of 
adapt io 1d stem from in the four factors mentioned above. 

A. DIFFERENCE BETWEEN THE HAITIAN AND QUEBEC SCHOOL SYSTEMS 

During one interview, a social worker justly remarked: 

''To say that the adartation of young immigrant students to 
the Quebec school system happens easily is going too far, 
because the adaptation of students to a different school 
system, in a different milieu, is always very difficult." 

If we compare the Haitian school system to the Quebec school system, we 
note that there are differences in more than one respect. Let us consider 
six (6) of these points of divergence: 

l) HAITI 

Behind in science and 
mathematics 

QUEBEC 

Greatlu advanced in science 
and mathematics 

A Hatian teacher at Paul Gerin-Lajoie school emphasized that the Haitian 
school system is quite behind in the teaching of science and mathematics 
while in Quebec great importance is accorded these subjects. In the 
majority of Haitian schools, modern mathematics is not taught, and in 
final grades, integral and differential calculus is not taught. In 
contrast to the situation in Quebec, biology is scarcely considered an 
important subject. Languages are taught on a grammatical and lexicological 
base, so much so that the student is never in a position to speak them. 
Moreover, great importance is attached to subjects such as Greek, Latin, 
History and general geography, while here these subjects are neglected. 

Therefore, it is easy to understand the complaints of teachers and principals 
in the interviews about the deficiencies of the Haitian students in science 
and mathematics: 

"On certain subjects, they have difficulty in functioning: they 
f ai Z in math and science'' 

confirms the Guidance counsellor in Emile-Nelligan school. 
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Even the students are conscious of this fact. o ne of them says: 
"The math program here is very advanced, h muc more advanced than in Hai ti ". 

Anothe continues: 

2) 

1'It is only now, thanks to laboratory experiments that I 
(JJ'n beginning to understand chemistry and physics.~, 

Haiti Quebec 

PASSIVE STUDENTS ACTIVE STUDENTS 

39. 

Research done by the Research carried out by students 
teacher 
LECTURE COURSES FEW LECTURE COURSES 
Important place to memorization Few lessons to memorize 
of lessons 

Another Haitian teacher explained that the student in Quebec has research 
to do and makes up a certain number of cards from notes of lecture courses, 
which occupy a minor place among the other courses where the student is 
primarily involved in practical work. As we have already emphasized in 
Haiti, and in the Caribbean in general, the student has no research to do 
and nearly a 11 the courses are 1 ectures. In Quebec 1 itt 1 e i nporta nee is 
given to memorization, because the student learns from his research and 
practical work, while in Haiti much more importance is placed on memoriza
tion. 

Testimony of a Haitian student: 

"I did not like school in Haiti because I ha.d too many Ze~sons 
to learn by heart. I did not learn much becaus~ I_was horrified 
by this way of doing things. Here, more emphas&S &Son under
standing and that is better." 

In the same vein, another affirms: 

"In Haiti, you are made to learn all subjects by heart. It is 
cramming that is only good for exams. Here, on the contrar', 

b "d' t" you are not ur~e &n no es. 

Even parents observe the following: 

"In Haiti, my daughter was always studying lessons· 
the contrary, she only does homework." 

Hr , o. 
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Such a situati~n is far from reassuring to all Haitian parents, many of 
whom have remained attached to the system in their country. Among the 
~tude~t~ thems~lves, some fans of lessons and homework that were given 
1n Ha1t1 experience a sort of nostalgia: 

'~Je abse ae of lessons and lack of homework has made me 
0111t;What w,P sy." 

confess. or~ f th.m. 

3) 

4) 

Haiti 

Mother torzgue: Creole, 
dif erent from the 
language of instruction: 
Fr1ench 

Emphasis placed on grammar 
and written language 

Haiti 

Marking system: 
average 5 

Quebec 

Mother tongue identical to 
the languag~ of instruction 

Emphasis placec on oral expression 

Quebec 

Different marking system 

Used to obtaining an average of 5, which is satisfactory in Haiti, the 
student tends to overrate himself when he is given a mark of 7. It 
follows that this student is liable to rest on his laurels and even to 
let things go. 

5) Haiti 

Str1ict discipline. 
Severe teacher's. 

Quebec 

Great peT1f11issiveness. 
Flexible teachers 

According to the principal of Jean-Jacques Ollier school: 

''If Haitian youth are in a class with a liberal teacher, t.eu 
become very unr,uly. If, on the contrary, the teacher i 
strict, they ar1e calmer. " 

Another teacher remarked that the young Haitians needed to feel the presence 
of authority in order to behave better. He adds: 

''Each year, I proceed this way and it has always worked. Theu 
react more quickly than even the Canadian students." 

The parents are also aware of their children's habit of obeying authority. 
Also some asked the principal of Jean-Jacques school to apply strict 
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discipline in the classroom, but discipline that does not exist in Canadian 
schools. 

If it is easy to understand that from early childhood, it is necessary to 
teach.the young good behaviour, not through fear of a higher authority, 
but simply because _an orderly and disciplined climate is necessary to 
work and develop better, it is nevertheless difficult to conceive that a 
child or adolescent can create the atmosphere himself without being in a 
f~am~wo~k. The Haitian student, recently from an environment of strict 
d1sc1pl1ne, finds himself disoriented by this great permissiveness and 
tends to abuse it. 

6) 

A student can be found 
in any class at any age. 
Repeating system. 
Absence of "streams". 

Quebec 

The student mu.st complete his 
primary and secondary studies 
betl,)een the ages of 6 and l?. 
For each class there is a 
corresponding age. 
Absence of repeating system, 
replaced by the "stream" 
sustem: enriched, regular ar-...i. 
sl(Jl,) or remedial. 

The usual age of school entry in Haiti is around six years, altnoug~ certain 
children, especially in the cities and privileged areas, can begin at the 
age of 4. Nevertheless, because of the at times lackadaisical keeping of 
records (e.g. birth) by state authorities, and other difficulties, it is not 
unusual for a child to begin classes towards the age of 9 or 10. Thus due to a 
late start, even a brilliant student may find himself in elementary school at 
age 16. 
The Haitian system still allows repeating. A student can therefore repeat 
a class for having been sick or for not obtaining the required grades in the 
basic subjects; and the proportion of repeating students is large. In spite 
of elimination along the way, academic delays increase from primary to 
secondary. (1) 

In the Quebec school system which sees that at a certain age a child is in a 
certain class, progress is assured by streaming: 

The enriched stream dea 1 s with the "cream 11
, grouping a 11 the "good e 1 ements" 

and preparing them for university. 

The regu.Zar stream groups together the "average elements". 

(1) Tables tracing the evolution of class sizes in Haiti, but not of the 
numbers adacemically behind may be foll"d in Pour une r~forrne de l '~du
cation en Haiti, Joseph P. MOROSE, Fribourg (Suisse), 1970, as well 
as in Probl~mes d'alphab~tisation en Haiti, Paul DEJEAN, Paris, 1963) 
(photocopied report). 
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db selection. 
The S'Zow or Remedial stream ; s especi s lly made up of those not reta i ne Y 
They find themselves in "short vocational" classes and are restricted ~o 
l arning some sort of trade or, more likely, elementary notions of cabinet
m kingp mechanics, electricity, etc. 

lf ~; MS the.-SZ.ow or Rtsmediai str@CQ1l contains most of the children classified 
~ being scholastically behind, and, therefore, many Haitian youth. 

11t'S diff"'1 ences that have been summarized-between the Haitian and Quebec 
c ,101 r·,_ms would lead us to believe that, for the young Haitian, 

ac·.1: nine to a Haitian school and parachuted into the Quebec scho~l, the 
sl oc ibr o Gspecially painful. ~~ould it not be correct tn ;ic;k }f the 
st~rl ,ii n,i 1~1t have adapted more easily if he had evolved under optimal 
cr1 d11·1on~ ir. Haiti? 

In fact, in Haiti the school situation is not a secret. Foreign organiza
tions are well aware of what happens in Haiti in this area as in many 
others (e,.: Ravary Report, MCSC). 

B) CIASSIFICA~ION PROCESS 

If it is undeniable that the Haitian school system is obsolete in relation 
to various systems in the Western countries and dangerously elitist, it 
must still be recognized that this system has produced elements of value 
that can be found almost all over the world in all disciplines. Even here 
in Quebec, according to certain responsible people at the college and 
university levels, the success rate of Haitian students (who did their 
secondary school in Haiti) is above average. The fact that the Haitian 
system is deficient is not a sufficient explanation for the nearly total 
failure of young Haitian students parachuted into the Quebec school system. 
Other factors must undoubtedly intervene in the explanation of this failure. 
Let us ask about the classification process of the MCSC, and as a corollary, 
about the level of motivation in each system. 

It has been previously observed that many Haitian students are placed in 
slow and special classes, sometimes in spite of a brilliant performance 
in their studies in Haiti. This may be attributed to the tact that classi
fication is according to the child's age and not his capacity. This problem 
has already been previously mentioned. In addition, the general bias against 
Black people's aptitudes which is 11revealed 11 by intelligence tests, appears 
to us to be highly contestable. Moreover, it is taken for granted in the 
MCSC that the Haitian children speak French, whereas, in many cases, it 
would have been desirable for them to be referred to welcoming classes. 

One is forced to observe that everything combines to place these Haitian 
students at an impasse, unless the school principals agree, in the interest 
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of the students, to rigorously apply the resolutions passed by the 
Executive Council of the MCSC at its regular meeting on May 10, 1977: 

l. 

2. 

3. 

It is resolved to recommend to the Council of commissioners: 

to ENCOURAGE the MCSC services and all its educational officers 
to be understanding and welcoming towards immigrant students; 

to ACCEPT that, within regular norms, the administration of 
each elementary and secondary school apply the dispositions 
provided in the collective agreements and organize part-time 
recuperation classes according to the need; 

to ASK the regions to organize week-end courses for Haitian and 
other irrunigrant students experiencing learning difficulties; 

to ASK the regions to organize surruner courses for immigrant 
students, and, if necessary, for other students who are 
behind academically in: 

. French language 

. Mathematics 

. English (second language) 

. History (Quebec institutions) 

5. to ASK the Adult Education service to welcome those irrunigrants 
who are no longer of school age; 

6. to ACCEPT that schools' special projects necessitating additional 
teaching, professional or technical personnel, are presented by 
the regions to meet special needs resulting from pedagogical 
deficiencies, be carried out to the extent that they are accepte 
by the M.E.Q." (Z). 

These resolutions, based on the CCHM report, reflect a certain broadness of 
v1s1on. It is unfortunate, however, that too much latitude in the applica
tion of these resolutions was left to the school principals. It is also 
regrettable that no one thought of making some exceptions to the rule of 
classification by age with regard to the Haitian youth. The MCSC should 
have been able to bend these norms from the pedagogical and psychological 
points of view, so that, in certain cases, a 16 year old child could be 
in the same class as a 14 year old. 

Apart from pedagogical delays and deficiencies in certain subjects, the 
most important criteria for placing a child in the basic stream is verbav 

luency. This led to the treatment of the linguistic question and 

(1) M.E.Q.: Ministere de l 'Education du Quebec 
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welcoming classes in this study. 

The mother t?ngue of the young Haitian is Creole; but paradoxically, the 
language of instruction in Haiti is French. Thus it ha~ens that the 
young Haitian student learns to read and write in French but experiences 
gr at di'.ficulty in expressing himself orally in this language o~ in • 
formulating questions coherently. It must be admitted tha~ out~ide of 
class~oom, the student in Haiti is rarely placed in the situation of 
sp,. king Fr nch, even at the university level. This is probably one 

ti most tragic and fata 1 errors of the Hai ti an authorities: to 
, , r ·.~ in considering French as the language of the country (l) wh~le 
, % Gf th population speaks only Creole. It is this phenomenon which 

Y : _O ,JAN justly qualified as francofolie in his book: Di~emme ~n 
~· .i : fran~ais en peril (2) or (Haitian Dilemma - French in peril or 
Fr_t.ch r ril?lf): 

''Demesvar Delome wrote at the end of the l9th Century with pride: 
"This country speak French." This lie has been repeated and 
intensified with impunity since then. The impuZse is "franco
folie". 

"Why say that Haitian people are French-speaking rather ~hC1;n 
Spanish-speaking or English-speaking? There are more Ha~t~ans 
that speak English (more than 200,000 in the Bahamas and the 
United States) and who speak Spanish (200,000 in Cuba and the 
Dominican Republic) than who speak French. I do not call 
speaking French: reading, writing or uttering a few French 
phrases. 

Unfortunately, many people think that because the Haitian children under
stand and pronounce a few rudimentary French phrases, they can therefore 
understand and speak well enough not to be entitled to the welcoming 
classes; most school principals, teachers, social workers and even, 
in confusion, the Haitian students themselves are conscious of the 
problem. To illustrate what we are saying here, these are the words 
of one student: 

"At the beginning I had great difficulty in expressino myse Zf 
in French and also in understanding Quebecois speech.'' 

(1) Even if French was not legislated as the official language of Haiti 
until the 1918 constitution. (See: Paul DEJEAN, op. cit., p. 45). 

(2) Editions Connaissance d1 Haiti, Inc. Collection "Aujourd'hui" (E), 
N:Y. _1~75. See also t~e ~ame_aut~oc~Commen~ ecrire le creole 
d Ha1t1, doctoral thesis 1n l1ngu1st1cs (University of Bloomington 
Indiana, U.S.A.), August 1977, esp. Chap. v. ' 



Another student confides: 

"Sometime , among Haitians, we speak Creole at school. It 
is much ea ier. But the principaZ's office notified my 
mother, who then forbade me (to speak it)." 

The Principal of Jean-Jacques Ollier School: 

"Some young Haitians speak French perfectly weJ.:l, but most 
of the time they speak only Creole or a mixture of French 
and Creole. Fortunately we have one teacher who spent 
two years in Haiti. She serves as an interpreter between 
the Administration, the young Haitian and his parents." 

According to one teacher: 

"Most of the ·time, the Haitian students of the secondary 
school get along as well as not in French, especially in 
composition and comprehension, but not in oral expression. 
Certain do not even understand French and, last year, it 
was necessary to seek the services of a psychologist to 
administer a test to one of them." 

45. 

One social worker who seems to have grasped the question quite well 
has this reflection: 

"The Haitian children, considered francophone, do not attend 
welcoming classes. But we do know that many Haitian children 
do not speak French upon their arrival. Although the policy 
of the MCSC is strict at this level, we were still able to 
have some Haitian children admitted to the welcoming classes 
at the beginning of the year. They have not yet returned to 
Lambert-Closse school, which shows that they really needed 
them; and in spite of everything, at the MCSC, the belieJ 
that Haitian children speak French has not changed, there
fore, they cannot be admitted to welcoming classes." 

Other examples of this type could be cited which prove that, generally, 
the young Haitian does not speak French or, at least, experiences great 
difficulty in speaking it, unless he comes from a bourgeois family where 
French is 11de rigueur 11

• This point did not escape a pastoral animator 
at Ecole Emile-Nelligan who: 

"noticed that there wer•e t-wo social groups within the school, 
t-wo groups very distant from each other. I became aware of 
this", he says, "the day that an intercom message was broad
cast in Creole. One small group showed its displeasure because 
the message was broadcast in a vernacular language." 
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We h h d .ff . . . bl ms of children ave seen ow , icult it is to remedy l1ngu1st1c pro e (3 defiency 
who must handle another language similar to the first language 
categories). 

Therefore, it would be necessary for the MCSC to envisage a sySt em of 
welcoming classes for the Haitian students but special welcoming classes. 
These students have already spent several ~ears studying in French; th ey 
understand.the language a little, but they do not speak it fluently. 
To automatically accept a young Haitian, purely and simply as fra~co-
pho~e~ ma~ be flattering his vanity at first, but very quickly, his real 
def 1: 1enc1es will handicap him. Placing him with others who have never 
studied French risks slowing him down considerably. The ideal would be 
to plac: him in a special welcoming class where the poverty of oral 
expression and deficiencies in certain subjects would be accounted for: . 
Beca!se even if the MCSC is in no way responsible for the fact that Haitians 
~re Creo1 -speaking, it nevertheless has a moral obligation to co~rectly 
,ntegrat. them in the French school system by allowing them to enJOY th e 
Sdrne privileges which they accord to other immigrant children who speak 
a 1.:i..-19e· ge other than French. 

In the light of these facts it can be better understood how it is that 
the Haitian group could be ~onsidered the one that adapts least easily 

'to the Quebec school system. They come from a country in which a 
deficient school system reflects the generalized bankruptcy of an 
entire political system. This is not the case for all the other immigrant 
groups. 

The young Haitians transplanted to Quebec are still, unlike other immigrants, 
victims of a classification process and a linguistic arbitrariness which 
force them into slow and special classes, by removing any possibility of 
access to welcoming classes; and,we must admit, the chances of catching 
up are very low. 

This already difficult situation is aggravated by a group of other problems 
which confront the uprooted immigrant and cause what is knoW1as culture 
shock. 

D. CULTURE SHOCK 

Under the label of culture shock can be included all of the difficulties 
in adaptation that accompany arrival in a foreign country. Most of the 
time, it is a renunciation of many of the values and nearly all of the 
habits acquired at every level. For many people it is usually the loss 
of their cultural identity, in order to live like the others. 1his is 
surely the tragic side of immigration. Conscious people try to adopt the 
best of the host country and keep the best of their old way of life. 
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And how many adults can boast of having perfectly succeeded in such a 
complex blending. Therefore, how can we not understand the young 
immigrant school child, unable to proportion the two cultures for a 
harmonious adaptation. 

At school, the young Haitian appears uprooted, still filled with home
sickness. One of them confided during an interview:. 

"I remember Champ-de-Mars, the sea, and especially my aunt. 
I would like to return because it's beautiful. I am a bit 
homesick". 

Most of the time the Haitian is taken as quarrelsome in school. He is 
constantly fighting with his classmates by whom he is not well-regarded. 
Nearly all of them confirm that fairly often the others have told them 
things like what follows: 

"The children call me anything that co;,es to their heads: 
fugitive from the planet of apes; 'chocolate~ They pull my 
hair and hit me. In order to avoid being crushed I have 
to retaliate. " 

Very often, these f~ghts go beyond the fra~ework of the school. The 
children complain to their parents, who react by complaining to the 
Administration about what they feel is a manifestation of racism. If 
certain principals refuse to see the racism when it is obvious, 
fortunately, others recognize it. Thus, a social worker related this 
fact: 

'~t Emile Nelligan School, a child in the short vocational 
course had a class in carpentry. He complained to the 
Administration and wanted to change h1'.s option. After doing 
some research. the Administration discovered that the source 
of the problems of this child was the teacher. And it was 
necessary to change teacher for the child." 

This case of racism coming from a teacher is not unique. One student 
confirms that having been hit by a teacher, he complained to the 
Administration. Furious the teacher said: 

"I should not have dirtied my hands." 

Another student recounts: 

"I have a teacher that I do not like because if I do not 
understand and I ask for explanations, she answers that she 
cannot explain the same thing twice and it's up t et it n. 
Funny thing, she only does th t to me and I'm the on Bl c"r:.. 
person in the class." 
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. . . • th t the young Haitians In such circumstances, 1t should not be surprising a 1 within a class and even within the school tend to group together t 0
1
P ay 

and talk, sometimes have a hostile attitude towards the teachers. n 
addition to the difficulties due to the differences between the s·ch00 \ 

sys terns, to the cl ass ifi cation process and to cul ~u~e sh~ck . ( ag~~av~'t)e 
by the fact that they belong to what is called '~~s~bZ.~ unm~gra~~0 ~ 
ther are for the Haitian students the rigors of a climate for which 
they were not made. One social worker told us: 

"C~n.e aHy, 1.Jhen. it gets veriy cold, the Haitian child is not 
dreosP-d 1.JarmZ.y enough or is overdressed, 1.Jhich leads _th~ 
o • h1::r• ahiid.I>en to make fw: of him. To counteract th~s ~naonve-
1'!ience I sometimes contact the parents to teach them ~hat 
o do. Apart from the problem of adaptation to the cl.mate, 

the Haitian child is given certain responsibilities because 
both parents 1.Jork. For example - cooking, looking after a 
younger brother, eta." 

On the human plane, the Haitian child comes from a country where he 
socialized only with people of his own race. Now he is plunged ~nto 
a White society where, for the first time, he is conscious of being the 
exception. He realizes v2ry quickly that the doors in this society are 
closed in many respects. He feels isolated, and is, in fact, to the 
extent that his immediate environment (classmates, teachers) rejects him. 

This isolation also extends to the family situation. Often, the parents 
precede the child overseas; he remains separated from them during a period 
of up to ten years. When he sets foot on the foreign soil, they face him 
- strangers - who are nevertheless his biological parents. It is therefore 
very difficult to re-establish the previous relationship. Moreover, the 
absence of the extended family (uncles, aunts, cousins, etc.) disturbs 
the emotional equilibrium of the child, requiring him to be happy with 
the reduced North American family. 

Finally, this child is deprived of vital space: in Haiti, he passed his 
spare time in all sorts of outdoor activities. When he returned home, 
it was to find a house with doors and windows open, while, here, he feels 
like a prisoner within the four walls of a completely closed apartment 
where he must avoid noisy activities. It brings to an end games in the 
open air; it brings to an end outside community life; it means the sudden 
appearance on his horizon of a little screen that he will adopt as an 
inseparable companion. 

In brief,the survey ~arried out by the CCHM supports in nearly all respects 
the general observat,ons_made_ ~bou~ the school situation of Blacks in 
Canada: problems of non-1dent1f1cat1on, culture shock, linguistic problems. 
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The Experiences of Blacks with the School Boards PSBGM 

The PSBGM, one of the largest Boards on the island of Montreal has an 
important m~nority of anglophone Black students. Until 1969, there were 
~any complaints about the treatment to which these students were sub
Jected. A group of concerned parents and teachers established a group 
cal le? the Quebec Board of Black Educators Inc. whose object was to find 
solutions to the situation. 

Th ~r fir~t step was to obtain an interview with the Board's representatives, 
during which they exposed the following complaints of the community: 

a) Dissatisfaction with the more or less systematic placement of 
Black students into dead-end courses - i.e. technical or voca
tional, presumably because they could not go any further. 

b) The lack of Black teachers in schools with a large concentration 
of these students. • 

c) 1he lack of Black administrators in the Board itself. 

d) The use within the classroom of texts portraying deprecating, 
even insulting literature about Blacks. (For more information, 
consult the detailed list of the appendix). These preliminary 
talks were the prelude to the establishment of a long relation
ship between the two groups. 

At first, the Board required documented proof of all allegations. They 
were submitted an almost endless list of names of qualified Black teachers 
who werE refused jobs. Cases of students placed in classes for retarded 
or emotionally disturbed children were presented. After an investigation, 
these cases were resolved to the satisfaction of everyone. Following 
labourious discussionsand recommendations, the positions of 11Black liaison 
officer 11 and 11Greek liaison officer 11 were created. These two officials 
work for the amelioration of conditions in their respective communities 
(see the job description in the Annex). This act attests to the fact that 
different ethnic groups can experience similar problems, differing only 
in degree and intensity. At present, many other corrections have been 
made. Books dealing particularly with Black people can now be found in 
the libraries as well a~ nthers including storie~ in which the children 
can see themselves reflected. (We hope that this will continue.) 
There were several training sessions in the schools led jointly by QBBE and 
certain people recommended by them. Placement is carried out more positively. 
There is a Black psychologist who serves as a role model for the Black 
children. Black children, still under the effects of culture shock are no 
longer subjected to testing. The Liaison Officer makes himself available 
to handle the problems of the children with the school, parents and teachers. 

l 
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A certain number of Black administrators were appointed, two v~ce
principals and three school principals. To the extent that th1~gs are 
progressing, the QBBE maintains vigilance to avoid having the r1~hts 
of these children eroded and to ensure that positive recommemdat,ons 
be made to confront these problems and to eradicate them when they 
appear. 

In 1970, a parity committee was established, made up of members of th e 
PSBGM nd .he QBBE; it continues to meet to discuss problems of the 
Bl k m nity. 

Br· fly, 1c tave exposed here the relationship between the PSBGM and the 
Bl a •· cur .. uni y. Structures to surmount the di ffi cult i es encountered . 
by Black people in the system were established. Solu~ions were found ,n 
an a mosphere of respect and understanding, Frustrat1ons gave way to 
tolera ce while honest attempts were made to respond to grie~ances: ~~k 
are led to believe in the possibility of not having to negotiate ,n 1 e 
manner with each school board of the province. To this effect, ~e_would 
suggest that global solutions be envisaged at the level of ~he Mi

1
n)st fY f 

of Educaion so that these children of Quebec can all learn 1n a c ,ma e 0 

respect and dignity • 

Jer6me-LeRoyer School Commission 

Antoine de Saint-Exupery School of the Jerome LeRoyer School Commission 
has a fairly large number of Haitian students. This relatively recent 
situation, which is the same in certain schools of the MCSC, is a pre
occupation of the school authorities as it is accompanied by unrest. 

From the beginning of the 1976-77 school year the Haitian youth quickly 
faced a variety of problems. From the administration's point of view 
it would probably be more accurate to say that they cause three categories 
of problems: 

1) With the teachers: In addition to scholastic difficulties, dis
cipline problems arose: the Haitian students amused themselves 
by making !un of the teachers in Creole, refused to comply with 
usual requirements (homework_and lessons) and inexorably became 
prob~em cas~s. Confronted with closed, ~ostile expressions, quick 
to hide behind outrageous banners of racism, many of their teachers 
seemed to be totally helpless. 

2) With the building c~retakers: To gain respect for themselves, 
the Haitian youth literally terrorized the caretakers going so 
far as to hit one them. ' 



51. 

3) Among themselves: To assure perfect group cohesion, leaders 
suddently appeared who maintained their position through daily 
increasing intimidation. Those who left the group were 
violently repressed, sometimes in provoked pitched battles. 

In short the Haitian school population was disrupting. 
authorities were concerned about these new, different, 
b~t did not succeed in reaching them, either at school 
with phantom parents (too busy working or doubting the 
rneeti ngs with the teachers). 

The school 
closed students, 
or by meetings 
worth of fruitless 

The fact was that these noisy, awkward manifestations were only the visible 
consequences of the painful inadaptation of the Haitian adolescents. 
Transplanted onto Canadian soil, drowned in a Wnite majority whom they 
knew to be hostile (traumatizing incidents experienced by them or told 
them by their parents and others - stories about immigration, employers, 
etc.). !hese uprooted, surprised youth, erected a Black-White barrier 
for their own protection. The White society in which they found themselves 
could hardly seem stimulating to them, especially when learning and peda
gogical difficulties seemed to systematically aevalue them. To escape 
what appeared to be a negation of their values, the youth instinctively 
oriented themselves towards a highly controlled organization which gave 
them security vis a vis the others. 

But this refuge turned out to be uncomfortable, not only because of the 
constant, effective marginalization it engendered, but also because of 
the internal functioning which faithfully and painfully reproduced the 
dictatorial structures familiar to Haitian adolescents. This group, which 
could have been profitable, consecrated the leadership to a few insecure 
elements who based their domination on bribery and intimidation. Moreover, 
the marginalization of the group facilitated the perpetuation of myths. 
Constant unreasoned fear of any symbol of authority (school, administration 
in their case), regulatory ·organizations of established structures, immi
gration officials, police, always further shortened the dead-end. Haitian 
values themselves were unfortunately distorted, conveying sordid and 
frightening stories.· 

Two words can summarize the state of mind of these youth, two words which 
served as the name of one of the group's subdivisions: "Ghetto Gang". 

Be that as it may, at the end of the school year 1976-77, the school author
ities appealed specifically to one Haitian teacher and, generally,to all 
Haitian teachers in the school. In addition, two White teachers sponta
neously offered to do their part in the work which had begun. The Remedial 
contribution of the school was realized in one hour of time devoted to 
"recuperation" work with the Haitian students by the teacher responsible 
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(we'll call him P.) and by the effective support of the two White 
teachers. Needless to say, this hour was insufficient. In any case, how 
could a human problem as vast as an entire race be circumscribed within 
the regular chool hours. But the need was there. And this generously 
allocated hour was the indispensable pretext ... 

Thi nt ·no Hell",as this experience was supposed to be, did not 
n,~t ly smoothly. It was a question of finding an opening which 
P: lal o the Haitian group in order to realize the four objectives 
·1 1Pd for h·imself: 

1 to break down the myths and suspiciousness of the group; 

2) to develop a welcoming and confident attitude; 

3) to inform, open a window on the world; 

4) to give recognition to a culture with which the young feel an 
overwhelming need to identify. 

Frequent, open meetings allowed P. to opt for most immediate means to 
give confidence back to the youth. They loved to dance, doubtlessly 
because this allowed them to channel their energy and show off their 
talents at the same time (real talents for most of them). 

Before opting for this activity, P. experienced a certain hesitancy: 
would he not fall into the social trap of a destructive conformity to 
stereotypes? It is striking how much White society generally confines 
Black adolescents to a gesticulating and squealing :category. Did the 
choice of dancing not signal the death of all attempts of amelioration? 
This hesitancy was quickly rejected. In the name of all these children 
who asked for help, was it again necessary to let it be stopped by 
a Western pre-conception (probably grown out of self-defensive reflex of 
their own values) which devalues without real justification? Consequently, 
three dance groups were set up: the Ghetto Gang (inevitably reminiscent) 
and the "Nair Pale" (pale Black) (who had accepted a White in the group) 
which were modern dance groups and the "Nan Ginin11

, a Haitian folkloric 
group. Through this framework of extra-curricula activities, the youth 
were brought into an awareness of themselves, their enormous potential 
and their cultural values. They wanted to express this transformation, 
or rather, this new and marvellous awareness. The Haitian milieu was 
really having fun. And the evening of the show (which they had requested 
feared and in which they were persuaded to believe) they were able to 
renew their friendship with the world. That evening a great thrill went 
through the auditorium ... 

,. 
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But the activity itself was only a means, a pretext, which continues 
elsewhere and was effective. As well, the youth went to dance for 
sick children in Rivi~re-des-Prairies Hospita\ spontaneously. The 
social integration of these children continues. Showing more and more 
curiosity about Haitian culture, some joined cultural centres outside 
the school. All or nearly all today feel concerned about the callee-
ti We. An effective identification has been made and social 
i teg ation has begun. It would be risky to predict that they will not 
m~et other impediments. But, at least, these youth have a positive self-
111u ~- Should we attribute this entirely to their experience this year? 

difficult to judge the effective impact of the experience on the 
and the inevitable maturation which took place in the meantime. 

ch the help of aae and corresoondina maturation. would they not hav~ 
,d pted to their milieu anyway? No one knows. Whatever the case, this new 
~a eness had a decidedly favourable effect on their academic results. 

Unfortunately no statistical study has been made for the simple reason 
that the experiment attempted was not for research ends, but for motives 
of survival. Nevertheless, a notable improvement was felt by the principal 
of the school in the area of general behaviour of the Haitian youth, to 
such an extent that a renewal of the experiment is being considered. 

This experience was therefore positive. But it is one~ With 100 Haitian 
students, out of 2,000 registered in Montreal and vicinity, this is quite 
a small number. The problem remains fundamental. But if it is primarily 
social at the level of the subjects affected, it remains economic at the 
level of the authorities. One can become indignant about the disparity 
between the availability of resources which the school wishes to accord, 
the available volunteer potential (monopolized by other essential needs 
- hunger, unemployment) and the total amount necessary to satisfy the 
needs of our youth. What should we expect from the future if the 
given problem remains constant? Will youth have to demonstrate as noisily 
as at Saint-Exupery, at the risk of losing everything, in order to have 
their expectations answered? 
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CONCLUSION AND RECOMMENDATIONS 

lntroduct·on 

Educat,o~ ·s an institution extremely dependent upon society. The attitud~s, 1 perc P 1 0 1 and values disseminated have a decisive influence on the e~u~at!ona 
field. It h very important that students from "visible ethnic minorities 
recei~r l• ~qvate support from the social environment in order to be able to 
devel P the•r talents and abilities and to gain the motivation ~ecessary 
for surces . Consequently, it is incumbent upon us to work act:ve'.y to 
influenc~ ·he thinking of the large community, to counteract ex1st1~g. 
prejudi es. This is valid for Black people as well as for other "visible 
minoriti s" who traditionally have had to fight hard to make their way 
through the bustle of Quebec urban society. We are conscious of _the _fact 
that our demands for flexibility and innovation in existing inst1tut1ons 
are being made in the context of inflation where austerity is being empha
sized. Nevertheless, the larger society should consider that the costs 
of programs of institutional adjustment are short term,principally bec~use 
there is a tendency to slow down the arrival of new members to the society. 
It will be necessary to emphasize the benefits the majority receives from 
the presence of minorities, in certain intergroup exchange projects. 
Consequently, in search of the greater good of all, we can call to the 
attention of the Ministry of Education the following recommendations, 
which are to be seen as a stage useful to the ironing out of the problems 
raised. 

We recommend the creation of an Office of Ethnic Services within the Ministry 
of Education, administered by a coordinator of Ethnic Services. The purpose 
of the recommendation is not to introduce a new course or a new program, 
rather, it aims at a new approach which would seek to understand the eth
nicity and culture of all members of Quebec society and, more specifically, 
to encourage cultural exchanges between the different ethnic groups. (1) 
These exchanges are essential and prerequisite to any significant change, 
because real understanding is necessary for those whose influence, authority 
and power come into play to bring about the required changes or to effective
ly remedy the existing situation. The creation of this Office of Ethnic 
Services would therefore lead to a study of cultural groups, their origin, 
their characteristics, etc ... The positive utilisation of individual and 
group differences will probably bring about a multiracial approach in 
education, and a commitment to equality and fraternity essential to social 
justice which is implicit in democracy. This type of innovation will 
probably motivate our efforts for correction and compensation of the situa
tion of those whose needs are a priority. And it will certainly lead to 

(1) Persons belonging to ethnic minorities have the right to maintain and 
to ~dvance their own cultural life with other members of their group. 
Article 43, La Charte des droits et libertes de la personne du Quebec 
Loi 50, Quebec, June 1975. ' 
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1) To promote the representativity of ethnic groups at the level of 
school boards, administrators, professionals, teachers and 
support personnel. 

2) To include in professional training programs a course in multi
ethnic and multicultural pedagogy which counteracts the negative 
effects of ethnocentricity, on the one hand, and, on the other, 
accredited courses in "Black Studies" (the Ministry of Education 
shall ask for the collaboration of the Black community). 

3) Systematic elimination of books, texts, and of audio-visual 
material which portray racist values (direct or indirect) 
from the libraries and schools. 

4) Precise directives from the Ministry of Education to assure the 
introduction (in cooperation with the Black community) to school 
private, municipal and government libraries, of books written 
by and about Black scholars and writers, in order to help readers 
understand that, contrary to the history traditionally taught, 
the Black race has made a contribution to human progress. 

5) To take steps so that current attempts to put the history of 
Quebec into a prooer perspective with resoP.ct to the debased 
image of the Native Peoples, continue, and also deal with the case 
of Black people in the history of Queoec. 

6) The employment of welcoming classes in greater conformity with 
the particular needs of each milieu. 

As can be observed, the task is difficult. But, at the end of this shines 
the hope of a more integrated and therefore harmonious society. It is 
pleasing to think of a better way of life, renewed and satisfactory for 
a11. Quebec society has a great potential for a living humanism, rich 
and diverse, like the ethnic groups that make it up. It would suffice to encour
·age these vibrant forces to make us wiser, _more humane and more tolerant. 
in short, more democratic. This liberation by mutual respect could only 
make us grow. 
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APPENDIX I 

Dear Sir/Madam, 

l31 ck Community Task force on 
Educc1tion 
c/o Superior Council of Education 
600 Fullum St., 10th floor 
Montrea 1 

July 4, 1978. 

. On April 25, 1978, the Minister of Education held public 
hearings on the Green Paper on Elementary and Secondary Education in 
Quebec. On this occasion, a brief representing the specific interest 
of our_community and prepared by the Black Corranunity Task Fo~ce on 
Education was presented to the Minister, Mr Jacques Yvan Monn. 

-

The very importance of the issues raised in these docu
ments aroused a general interest in the corranunity. Consequently the 
members of Task Force have decided to forward copies of the brief to those 
persons who have been working towards the same goals and have shown a 
marked interest. 

It is our hope that this document will contribute to the 
debate on Education in our Corrrnunity. 

Membres of the Black Community 
Task Force on Education. 



Made oi sel le, 
Mada e, 
M nsieur, 

Le 25 avril dernier, ~ l'occasion des audiences publiques 
s r le iv e vert sur l'enseignement primai e et secondaire au Quebec, 

: oire a ~te pr~sente au Ministre de 1 'Education, Monsieur Jacques 
1' ·n. Ce memoire, d'un interet particulier pour notre communaute, 

• e e repare par le Groupe de travail sur 1 'education de la Commu
ire. 

Face a 11 importance des points soul eves et a l I interet 
s s ·te par ce document, les membres du Groupe de travail ant juge ban 

2 ~aire parvenir des copies a tous ceux qui de pres ou de loin partici-
e • e·a a notre travail ainsi qu'a toutes les personnes susceptibles de 

s 11 in eresser. 

Les membres du Groupe de travail croient que cela permettra 
oursuite du debat sur l'education dans notre communaute. 

ll9:alaz£iialiillo.:.iiiiiiiiiiii==;;;.... 

Les Membres du Groupe de travail sur 
l 'education de la Com~unaute noire. 

I 
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APPE DIX II 

(Not translated) 

MEMOIRE SUR LE LIVRE VERT 

presente au Ministre de l 'Education 

par 

Le Groupe de Travail sur 

l 1education de la Communaute noire 

Montreal-Quebec 
avril 1978 
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LE GROUPE DE TRAVAIL 
SUR L1EDUCATIQN DE LA COMMUNAUTE NOIRE 

INTRODUCTION 

Le Groupe de Travail sur l 'Education de la Communaute Noire est un 
comite forme en septembre 1977 sur la demande du Conseil superieur de 

l. 

l 'education afin de lui faire part des attentes et aspirations de la 

Communaute Noire dans l 'education. On retrouve. chez les membres du 
Comite une bonne representativite des divers organisrnes qui oeuvrent au 
sein de la Communaute Noire, et anglophones et francophones. 

Le Groupe de Travail sur l 'Education de la Corrmunaute Noire se doit de 
faire part de ses commentaires sur le Livre vert au ministre de 1 'Edu
cation et est content d'avoir cette occasion de se prononcer sur ce 
projet d'education. Nous avons juge bon de faire une presentation a 
part, en dehors du Conseil superieur car s'il ya des groupes qui ant 
tendance d'accepter le Livre vert dans son ensemble, il nous est irre
cevable. D'ailleurs, dans la presentation globale de toutes les mino
rites que represente le Conseil superieur, il va sans dire que les 
preoccupations particulieres de notre corrununaute perdront inevitablement 
de leur dimension. 

Ce n'est pas par pur hasard que les Noirs fonnent partie du Quebec. Nous 
avons ete presents ici, a cote de et aussi longtemps que les 11groupes 
fondateurs 11

• Voila un fait reel que la societe quebecoise a tradition

nellernent su nier et que le Livre vert ne reconna,t pas. Nous sommes 

des Quebecois "invisibles". Le Livre vert ne nous accorde pas la recon
naissance ni l 'importance dans le Livre vert donne a d'autres groupes du 

Quebec. 



l 

2. 

u v v t, 11 ya 13 images sur la page cou-
n r pr l 1int~rieur. Ces images totalisent 34 

n ifi s qui representent 19 figures masculine~, 14 figures 
t 1 non-identifiable clairerrent. Toutes ces images presentent 

de type caucasien pur alors que la population scolaire au 
a un pourcentage de pas mains de 17% de non-caucasiens. Cette 

n n representativite pictoriale devrait etre vue tout au mains comrne le 
symptome de la non-sensibilisation des responsables de l'education aux 
differences - et le droit d'etre different - de la population scolaire. 
Cependant, lorsque nous faisons la lecture attentive du document, on 
realise la marginalisation et le paternalisme quand ce n'est tout simple
ment pas de la discrimination pure et simple; nous nous voyons obliges 
de conclure a autre chose qu'a un simple oubli: c'est 1 'expression d'une 
fonne de racisme non-violent, d'un racisme par le silence, par l 'exclu
sion - done d'un racisme qui ne peut etre que des plus pernicieux et 
redoutable pour l'humanite. 

Actuellement, dans la tres grande majorite des pays a demographie ethnique 
similaire a celle du Quebec, on accorde une attention toute particuliere 
a la presence pictoriale de taus les groupes en presence a cause notam
ment de l'importance des caracteristiques propres, et non a cause de 
1 'influence de ces phenomenes sur la creation des concepts du soi et 
de ses rapports avec l'apprentissage. 
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3. 

STRUCTURES ELITISTES ET INEGALITAfRES 

C'est un fait connu que la raison d'etre de toute ecole est celle du 

processus de socialisation des jeunes en leur transmettant les valeurs 

et les normes de la societe. Nous savons que notre minorite est tradi

tionnellement vue comme des intrus et des immigrants recemment re~us. 

11 est temps de reconna,tre et d'accepter les Noirs quebecois. Nous 

savons que le rendement scolaire de nos enfants dans le systeme present 

est loin d'etre satisfaisant. Et c'est pourquoi nous ne saurons pas 
appuyer l 'affimation que "le bilan de l •ecole primaire au Quebec est 

favorable ... et 11qu1 uniquement11 l'ecole secondaire exige des renouveaux 
et des redressements 11

• Les prob 1 emes du seconda ire ant l eur source 
au primaire. De nombreuses structures elitistes et inegalitaires 
assurent ce pauvre rendement de la part de nos etudiants. Or le Livre 
vert ne remet pas en question et ne mentionne aucunement ces structures. 
Le "streaming" au niveau elementaire est accepte comme un fait accompli 
au niveau secondaire. 
nalisation de l'ecole. 
changement nous frappe. 

Le Livre vert ne s'interroge pas sur la deperson
Une absence totale de volonte ou politique de 
Les deux hypotheses pour le primaire sont 

deci dees sans ega rd au II turnover" frequent et constant des ensei gnants 
al 'elementaire. Pendant que nous reconnaissons la necessite pour les 
conventions collectives qui garantissent aux enseignants des conditions 
de travail justes et equitables, il faut quand meme etre conscients que 
c'est a la fois un mecanisme qui peut accomoder le racisme et aboutir 
a une exoneration facile du lesant. 



4. 

ASPECTS LINGUISTIQUES 

Au chapitre de la langue, le Livre vert en plus d'aller contre les coup 

rants les plus recents de la science de 1 'education va a 11encontre 
des "p • • , .. 

rinc,pes dune pol1t1que de la langue" elabores dans le Livre blanc 
depose en avr'l 1977 pr le ministre d1Etat au D~veloppement culturel 
detruit ert , s s.poirs uscites par certaines declarations du ministre 
de l 1 Educati01 e ·uin 1977. 

Tout d'abord, le Livre vert tend un piege en ne definissant pas ce qu'il 
entend par "1angue maternelle 11

• Les objectifs de formation, tel que 
presentes pour l'elementaire (2.33) et le secondaire (3.73) entretiennent 
cette confusion puisque rien ne precise que les auteurs du Livre vert 
definissent peremptoirement cornme langue maternelle 1 'anglais pour une 
categorie de gens et le fran~ais pour les autres. En·effet, il faut bien 
lire et rel ire les objectifs definis pour le 11fran~ais langue seconde11 

et 1 'anglais langue seconde d'une part et d'autre part passer a la 
loupe les remarques a la repartition des matieres (3.61) pour realiser 
definitivement que les auteurs du Livre vert ant tout a coup arrete que 
la langue maternelle de plus de 15% de la population quebecoise ne repond 
plus aux criteres du ban sens, confirmes par les sciences de la linguisti
que et de 1 'education, c'est-a-dire la premiere langue apprise, et inte
riorisee et renforcee par le milieu familial et social irnmerliat. Pour 
1 'avancement du debat, il faut bien specifier qu'il ya une coupure nette 
entre langue maternelle et langue d'instruction. 

Partant d'un point de vue purement pedagogique, il est essentiel de 

reconnaitre que le point de depart ne sera pas le meme pour un enfant 

dont la langue maternelle est effectivement le fran~ais et 1 'enfant dont 

la langue maternelle veritable est autre que le fran~ais. 

-
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5. 

Les programmes scolaires quand ils placent ainsi des enfants differents 

sur la meme ligne de depart creent de toute piece les echecs et les ina

daptations. Aussi, il n'est done pas etonnant que les enfants d'origi-

nes autres que caucasienne constituent la majorite dans les classes spe

ciales. Les recherches les plus recentes un peu partout a travers le 

monde (USA, Guadeloupe, Ha,ti, Isra~l, Angleterre, France, Guinee, Bissau, 

Bresil, etc.) ant demontre sans l 'ombre d'un doute la place preponde-

rante que l 'on doit accorder a la langue maternelle. Dans les pays capi
talistes ou l 'on retrouve des concentrations de travailleurs d'origines 
ethniques et linguistiques differentes, de plus en plus de travaux de 
recherche relient etroitement la non volorisation de la langue maternelle 
gener~lement accompagnee d'un rejet de la culture des etudiants par les 
milieux scolaires aux abandons massifs de ceux-ci precedes ou pas d'echecs 
academiques ainsi qu'au rejet du milieu scolaire par ces etudiants. De 
telles attitudes, quand elles ne conduisent pas tout droit a la delin
quance produisent tout simplement une main-d'oeuvre sous-qualifiee et ce 
sans rapport aucun avec les capacites veritables des individus. 

La loi 101 en definissant prudemment et courageusement la langue d'instruc
tion (art. 51 a 59) ne s'etait nullement aventuree a reglementer la langue 
maternelle, mais bien la langue officielle, le Livre vert peche done 
par un exces de zele qui de plus contredit totalement les declarations 
courageuses egalement du Livre blanc, declarations qui reprises a maintes 
occasions par le ministre de 1 'Education avaient suscite certains espoirs: 

On doit deplorer le peu de soutien offert 
jusqu'a maintenant par le Gouvernement 
quebecois aux efforts de nos compatriotes 
de differentes origines ethniques pour 
conserver leur langue et leur culture 
d'origine. Cela est particulierement 
vrai dans le cas de groupes nwneriquement 
importants que les Quebecois d'origine 
italienne, juive et grecque. (Livre blanc) 



r 
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6. 

Ce genre de v~ritable reconnaissance de la position s'appuyait sur une c 

composition pluri-ethnique du Quebec. 

~ . ~ nt au Quebec . ... d'autres minorites e:::~sve b / • ent un nom re En bien des cas, eZ es reun~ss d t 
• ~ de grounes on unposant de personnes ev t t 
l , .. - . ~ t l ·ta ~~e/ ne peuven or~g~nal~te e av~ ~v / d 
etre mises en doute. Dans sa volonte e 
restau.rer une vie sociale commune en 

d n.,/'ec ne fran.9ais le Gouvernement u ti1,,.eo d 
, • ' • __ J_. l, pport e ces des re aucunement amo~n.(,1.r~r a 

aultu.res. (Liv~g blanc) 

Et le gouvernement rejetait du couples solutions simplist set assimila

tionnistes: 

La necessite pour les francophones ~e se 
preoccuper constamrnent d~ l~u:r>_ s~~~~ 
culturelle, leur propre ~nfer~or~te e: 0 -

nomique et politique ont eu pour conseque~-
ce de les porter a negliger les efforts de
ployes par leurs compatriotes italients, 
juifs, grecs et autres pour conserver ~eur 
langue maternelle et leurs ~aleurs ,,°~lr;u- , 
relles. Le modele du ''melt~ng pot ~llustre 
par la societe americaine est, de nos jours, 
heureusement de plus en plus conteste. 
L'assimilation a la vapeur de tousles 
nouveaux immigrants, au point qu'en une ou 
deux generations ils ont perdu toute atta-
che avec leur pays d'origine n'est pas un 
objectif souhaitable. Une societe qui permet 
a ses groupes minoritaires de conserver leur 
langue et leur culture est une societe plus 
riche et probablement plus equilibree. Cela 
pourrait etre le cas du Quebec. 

Il nous semble important de souligner pour taus que nous affirmons avec 
les Quebecois d'origine fran~aise la volonte de dignite du peuple quebe
cois dont nous sommes. Cependant, comme le devine le Livre blanc, s'il 
est question pour les francophones d'origines de revaloriser leur langue 
et leur culture, il en est de meme pour les quebecois d'origines ethni
ques differentes puisque le Quebec n1est pas un bloc monolithique. 
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7. 

STEREOTYPES, INTOLERANCE CULTURELLE ET RACISME VEHICULE PAR L'ECOLE 

Il est vraiment etonnant que devant la conjoncture actuelle quand de 
maints groupes s'interrogent sur le racisme et le sexisme vehicules par 
le milieu scolaire - (manuels, films, orientation, counselling, loisirs) 
- que le Livre vert les passe sous silence. Nous constatons que le Livre 
vert ne reflete pas la realite ethnique du Quebec, meme au plan pictorial 
comme deja signale. Parmi toutes les images qui se trouvent dans 1 'edi
tion reliee, 1 'absence d'une minorite non-blanche nous ferait croire que 
le Quebec est absolument blanc. Le Livre vert ne remet nulle part en 
question les roles traditionnels stereotypes attribues et joues par 
toutes les minorites ethniques et particulierement la minorite noire 
- dont ces roles se manifestent aujourd'hui par la basse position socio
economique a laquelle est relegue le groupe. Le Livre vert propose le 
traitement de 1 'histoire du Quebec a fond; mais quelles provisions sont 
faites pour assurer 1 'evaluation et la correction de la perspective 
historique deja enseignee, et pour garantir la valorisation des groupes 
minoritaires qui y ont ete stigmatises soit par l 'exclusion ou par un 
traitement biaise. Quelle mention le Livre vert fait-il des valeurs 
qu'il propose privilegier? 



8. 

ETHNOCENTRISME ET CHAUVINISME CULTURELS 

Certes, une certaine fiert~ nationale est e.xcellente pour la sant~ d'une 
nation. Mais aucunement l •~ducation; des matieres cornme la g~ographie 
et 1 'histoire devraient-elles ~tre ~troitement d~tourn~es de leur raison 
d'etre. DP loin cu de pres, nous ne pouvons que constater que les pro
gramme" d' h1 sto • :·c et de g~ographi e te 1 s que propos~s sont presque 
exclusiven, · it cri n1~s sur 1 'Hude des pays blancs europ~enS, al ors que 
le Livr vert ~•n~r2ss~ n~cessairement a une clientele multi-e thnique et 
multi-culturell . Le5 ~leves n'auront pas l 'oLcas1on d'appreocire les 
richesses culturelles d'autres civilisatinr~ nc1enncs: asiatique, afri
caine, indienne; ils n'auront pas 1 'occ sio~ d~ d~veloppnr l 'ouverture 
d'esprit n~cessaire pour vivre et s'adapter dans ur: ~n lit~ plu·aliS

t
e, 

dans un monde de pl us en pl us i nterd(lpt;t da11t. Auss , iiU ,, • •1eau de 1 a 
confessionnalite le Livre vert ne remPt m~~ ~a~ en que_t1 n l'~c le 
confessionne..lle. Au contraire, le Livre vert dfffr1r.e quE 1 'fc •ie reSt era 
confessionnelle. Pour l 'eleve noir de l'ecole catholique, des co rs 
pourraient lui etre disponibles qui auront un contenu cultLl,t • Cepen
dant, ce n'est pas un droit assure. L'etudiant noir catnulique sera 

oblige de choisir entre etudier le dogme catholique, ou -tudier des 
origines et valeurs ethniques. Or, ce dernier ne traitera pas necessaire

ment de sa propre culture. L'eleve de 1 'ecole protestante n'aura pas 

le cours de formation personnelle et sociale, et le cours de la langue 

et la culture d'origine reste tres hypothetique. Est-ce a dire que 

l 'etudiant protestant n'a pas besoin de l 'education culture11e? 

Le Livre vert propose pour certains groupes des etudes de la langue et 

la culture d'origine. De nombreuses etudes ayant demontre que 1es B1ancs 

du Quebec sent plus reticents a accepter d'autres groupes minoritaires 

que les minorites a accepter les Blancs, il nous semble done que les 

Blancs ont autant besoin d'un programme d'integration culturelle. 

-a-i--~----------------
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8. 
9. 

INTEGRATION MULTI-[THNIQU[ 

Une autre manifestation du courant discriminatoire que soustend le Livre 
vert est l 'attitude paternaliste envers Jes 77% et plus de la population 
quebecoise que representent Jes differents groupes ethniques autres que 
franco et anglo quebecois. Le Livre vert propose al 'interieur d'un bloc 
de matieres, "Formation personnel1e et sociale", un projet de contenu 
susceptible de favoriser une formation multi-ethnique. Mais on voit tres 
bien qu'un veritable effort n'a pas ete fait pour donner ace genre de 
formation 1 'importance que Jui confere Ja composition demographique 

mu1ticu1ture11e du Quebec pays d'immigration et d'emigration. 

Tout d'abord du point de vue quantitatif la place accordee a cette forma
tion 7aisse a desirer. A 1 'e7ementaire, 7a formation personnel le et 
socia1e est repartie sur 150/minutes semaine (2.71). De plus, a l'inte
rieur de ces 150 minutes, i7 faut assurer la transmission de notions aussi 
fondamenta1es que 1a connaissance du milieu, que 1 'initiation pratique 
et experimenta1e a 7a vie socia7e et qu'a 1 'initiation a 1a sexua1ite. 
C'est done dire qu'i1 reste vraiment peu de place d'abord a 1 'enfant de 

1 'ethnie differente pour apprendre a se connaftre Jui et sa culture et 

ensuite a 1 'enfant quebecois pour apprendre a connaftre son compagnon 

autrement que par stereotypes. A 1'eco1e secondaire, Jes choses sont 

encore p1us diffici7es puisqu'on a11oue qu'une seu1e periode par semaine 

a 1a "Formation personne11e et socia7e" et qu'a 7 'interieur de cette 

seu7e et unique periode, i7 faut assurer "7'initiation a l'economie, a 
7a sante, a 1 'education sexue17e, au civisme et, pour certains groupes, 

a la 1angue et a 1a culture d'origine" (3.61), (souligne par nous). 

Ainsi, on laisse d'une part planer une incertitude puisque 1 'initiation 

a 1a 1angue et a 1a culture d'origine ne fait 1 'objet d'aucune garantie. 

C'est tout au p1us une pieuse possibi1ite qui pourra etre facilement 

ecartee a 1a moindre petite difficu7te d'implantation, d'autant plus que 

1a fa~on vague de 1e presenter porte deja 1es germes de 1'echec ... 



Histoire de se donner onn conscience et de pouvoir dire plus tard 

"Yous voyez'. Nau VO!'ls es ay~... C'est irrealiste'. 11 D'autre part, 

on impose al •~tudiant un choix qui n'en est pas un. Le Livre vert 

offre done aux groupe ethniques et culturels le choix de la rnethode 

d'extinction de la langue et de la culture d'origines, rien de plus. 

10. 

Les auteurs du Livre vert sont si peu soucieux de cette dimension de la 

realite quebecoise qu'ils transposent dans leur document public tout leur 

mepris et leurs prejuges - ne serait-ce qu'au niveau de 1 'inconscient, 
et notre obligation de les combattre ne disparaitrait pas pour autant! 
- qui se traduisent notamment par le rejet qu'ils font au nom de taus les 
quebecois de tout interet d'apprendre a connaitre la langue et la culture 
chacun des unes et des autres ethnies en presence. Les auteurs du Livre 
vert en specifiant "pour certains groupes11 

••• 
11langue ( ... ) et ( ... ) 

culture d1 origine 11 decident en effet que les groupes ethniques autres 
que franco et anglo quebecois sont fermes sur eux-memes, ne sont pas ,. 
interesses aux autres ethnies et que les franco et anglo quebecois, pour 
leur part, ne sont pas interesses a la langue et a la culture d1 origine 
des autres quebecois. 

Il suffit de signaler que le bloc "Formation personnelle et sociale 11 

n'existe pas dans les ecoles protestantes et qu'il 11peut11 etre remplace 
par un programme d'enseignement de la langue et de la culture d'origine 
autres que fran~aises et anglaises (3.61) pour faire eclater toutes les 
contradictions et le peu de serieux mis a preparer cette partie. D'abord 
l 'existence du programme est laisse a la bonne grace de nul ne sait qui; 
ensuite la restriction "pour certains groupes11 disparai't. L'ambiguHe 
du projet ne fait qu'augmenter. 

Disons simplement pour terminer que le programme de formation multi-culturel 
reste a construire et qu'il ne pourra se faire qu'apres la destruction 
complete des propositions piegees du Livre vert. Il ne pourrait en etre 
autrement. 
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Pour eviter de tomber dans le m~e genre de pi~ge, cependant, il est 

essentiel d'elaborer avant tout des objectifs precis qui serviront a 
evaluer toute nouvelle proposition: 

Etant donne Za composition muZti-ethnique 
au Qu;bec et son contexte demographique et 
economique axe sur Z'immigration, Z'ecoZe 
doit fournir a taus Zes citoyens des ins
truments de comprehension, d'echange, d'in
terconnaissance et de soZidarite entre 
toutes Zes ethnies en presence. 

11. 
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12. 

PROJET EDU CATI F 

Le projet educatif propose par le Livre vert nous apparait comme une 
hypoth~se de trava1l interessante et positive. Cependant, ce projet edu
cati q i r gionalise la responsabilite de l'ecole et devrait lui permet
tre de 1ni~ux 1emp1ir sa "mission" ~n lui fournissant les appareils admi
nls .t't1t1f· et rnat riels req• is c(\ projet ~ducatif n'est realisable que 
s'il s' ·,. ·e;; a 1 • • ,t .. ; 1c r d1 •n hr 1arg projet educatif, celui-ci 
a 1 •~rhelle du Qul:'!b ,. iaH·e•...1 ~ se .. er.t. _, ! ;vre vert s'est contente 
de touch~r rta.°ns as ects :lut ~ ti;.::.,t, int . wme s'il a maintes 
fois souligne 1•urgent besoin d'obj~~c1f~ P ~.is ct cl !r au niveau de 
1 'ecole, nous n'avons pas retrouve c J objectifs nationaux qui ont seuls 
la capacite d'orienter les objectifs arti ulier~ et r~gionaux des ecoles. 
A la decharge du Livre vert, il nous faut aussi d1re que le debat est 

amerce, dans certains milieux comme celui que nol/S representons avec un 
retard dQ en partie aux conditions objectives du milieu de vie et de 
travail et en partie a la place que les autorites scolaires lui ant faite 
jusqu'a present. Il ne faudrait surtout pas que le debat soit referme 
hati vement. 

Pour que le Projet Educatif soit possible et viable pour notre communaute, 
comme pour toutes les communautes ethniques non-majoritaires, il faudrait 
assez de souplesse pour permettre a des groupes numeriquement faibles 
dans une region de pouvoir participer pleinement selon ses preoccupations 
et ses besoins, sans pour autant restreindre ceux des autres groupes en 

presence. De plus, il faudrait que les autorites responsables de l 1 edu

cation acceptent de considerer les conditions veritables des familles 

interessees de fa~on ace que les projets educatifs ne soient pas l 'occa

sion de renforcer les disparites entre les ecoles des milieux a forte 

concentration de travailleurs d'origines ethniques diverses et les ecoles 

des quartiers des milieux plus "favorises". A cela vient generalement 

s'ajouter une connaissance limitee des structures de l 'ecole, rendant la 

participation effective des parents inefficace et plus que souvent impos
sible. 

l 
l 
l 
l 



I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

I 
I 
I 

' 
' 

13. 

Finalement, il faudrait prevoir la possibilite pour certains etudiants 

de choisir leur ecole non en fonction du quartier et de la confession
na lite, ma is en foncti on justement du 11Projet educatif 11 qui repondrait 

le mieux a ses interets et a ses capacites et a son identite propre. 



APPENDIX III 

MONTREAL STAR, Wednesday, April 26, 1978. 

MSO: Guest artists impressive 
Jaz : ·rwo performers offer contrast 

Showbiz: Canada lowers culture curtain 

School ref o~ ·hearings 

:Bl cks feel unwanted, 
l_spokesmen tell Morin 

. • la Im brief Mr. ~ took 
uceptloo to the g1"eell paper'• assump
tion that little or no reform ls needed at 

, By RILDA 1:EARNS 
Whether they are born here or 110t. 

the province's 80,000 blacks are never 
allowed to feel like real Quebecers, 
according to Charles Tard!eu-Dehoux, a 
member of Momreal'a black communi
ty. 
• He and Esmeralda Tbornh111 
night this point home to F.ducalloo 
linister Jacques-Yvan Morin In lmpec· 
ctble French yesterday, aaying 
Qlebec's school system reinforces the 
inage of blacks as foreigners with no 
reu roots In Quebec. • 

They pointed out that the very cover 
el 11.e government's green paper. 111g
aesfng reforms to elementary and ae<:'· 

ooda-y achoollng, has pictures ci 13 
chlldlell Cll 111 cover and more Inside. 
and mt one la black. 

. Bit even more aerlous, the two 
; aoted In two separate briefs to Mr. 
• Morin'I public bearings on the education 

,reen ,aper, there Is no mention of their 
aisteme In the 147-page document. 

In fact. there Is no mention at all rJ 
1he 1.7 per cent of Quebec's population 
that II mo-<::&ucUWl. And DO effort hi 
,rom1se4 lo cure the Ul1 rl which the 
,1ac1ta are usually victims In the ICbool 
l)'Stlm. \ 

the elementary level 
.. lt'a at the prtmary level that all the 

-.equalities II the tystem are created." 
be said, and wba~ problems emerge 
In high aehool •~ lbelr ~s 
taere. 

Ma. 'nlornhill preem.ed the i,econd 
brief which the two 'WT'Ole on behalf of 
the task force ,!let up by the Superior 
Council of Education to asses the needs 
and aspirations of the black community 
Ill education. 

ll pointed out that while black! have 
been In Quebec as \c,ng as the two 
founding groups, they are made to feel 
• lib "invisible" Quebecen because 
their pre.,en~ ls never acknowledged b~· 

. 1!lose who are not bladt. 
In respcme, Mr. M.,ortn said his 

pernment already bas a polit".' to 
teach the languages rJ origin of'differen.t 
ethnic groups, and that he saw no reason 
•by thia could oot Include the teachmg 
ti Creole 111 10ughl by Mr. Tadieu
Debolll GIi bebalf of Haitians. 



He actnow I edged lb at Ill b Pf"IN!II I 
I.he green paper appeared ID dls· 
&D msenslLM.ty to die ~ of 

cu by oot makmg any specific refer
ence to them and by using wblte cblldren 
• all of its Illustrations 

"But there is no lnlentlon to dis
t'riminat.e, and l thank you for bringing 
I to my attention. . 

Ma Thornhill said that "~lo~y 
or not.. lbe harm bas been done." 

ID the brief abe pn?Sented, Ms. 
Thornhill noted that racwn and sewm 
l&art Ill the school, and yet there la no 
mention of It In the ~n paper. 

Later, In an Interview, the two lin
,ted out "streaming" of student.s In 
element.try achooling a., one of the 
means used by t.be acbool system to 
l&ereatype blacb. 

AJ. an early age, they sa.td, blacb 
aft grouped with law ach.levera, and are 
~ allowed to escape that stigma as 
lllry move through the school system. 

Because of the indifference of echool 
artllor1ties. Mr. Tardieu-Dehou.x said, 
racial frictioru1 among students - and 
between students and school adminl!
trators - are reaching al&rming propor
Uons 

He aid be 1w been thwarted in biJ 
etforu to 11!!1!!5 the real problems fac
)Dg young Haitians because achoo! au
aorities refuse to provide him with 
auti!tics. 

"One study showed that 85 per cent 
~ Haitian students were having prol>
lmls ci one kind or another, but we were 
enable to get ID die root al the prol>
Jtms" 

.. 

••• ·Ma. flaornhill. a •che:r wbo has 
taught la Pro(atant School Board of 
0..-ter Moatreel and .Momreal Cal.hoilc 
lchool Commission achoob. cnUcl..r.ed 
~ac hers for ha vtng low expect.a.Uom for 
•lad students. 
i.: Ma. Tbornhlll. who also worn with 
Ille Human Rights Commission. said 
,Sat mare c011crete recommendations on 
leeded changes ID the ,chool ,ystem 
Will be Included In the report rl the task 
i>rce ol whJch abe IDd Mr. Tard1eu
~oui are membera. 
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APPENDIX IV 

THE GAZETTE, Monday, May 5, 1978 

RIALS 

Tolerance starts at home 
Racism_. like sexism and most other forms 

of bias. is often acquired during childhood. A 
special responsibility thus lies on the schools 
to guard against conditions which might. 
however subtly and unconsciously, encour
age such attitudes. 

Many of the estimated 80,000 blacks in 
Quebec feel that the Ministry of Education 
should be much more sensitive to this prob
lem. Recent reports by members of a task 
force to the Ministry's Superior Council of 
Education argue cogently that schools tend 
to reinforce the notion that blacks somehow 
aren't part of Quebec. 

The ministry's green paper on education 
reform released earlier this year typifies the 
problem: of the 13 children whose pictures 
appear on the docoment's outside cover, all 
are white. And onthe 147 pages inside there 
is not one mention of blacks - or other non
whites - and their needs. 

The authors of the reports, who are black, 
also argue that the schools tend to stereotype 
blacks as being low achievers; as early as ele
mentary school teachers often exhibit low ex
pecbUons for black children. and it is an attJ-

tude which can be tragically self-fulfillmg 
Fortunately. Education Minister Jacques· 

Yvan Morin seems receptive to this kind of 
criticism. ''There is no intent to discnm1· 
nate. and I thank you for bringing (the prot,
lem l to my attention." he told the author~. 
Charles Tardieu-Dehoux and Esmeralda 
Thornhill. at heann~s on the !P'een paper 

But the problem. while it may be particu
larly intense for blacks and other non-white~. 
extends to all minorities. The anglo-saxons -
being the most populous, prosperous and 
physically like the French majority - are the 
best able to defend themselves agaim-t Lt:e 
widespread notion, promoted by some of ~1r. 
Morin's cabinet colleagues, that rninoriues 
are alien to Quebec. 

But it is not just the French who must be 
~ore tolerant (and there are growing indica
tions that they are). Anglo-saxons who in re
cen_t years have felt discriminated against for 
their background are in good position to un
derstand the kind of attitude - rnanv times 
worse - non-whites are subje<>ted to ThcY 
too. should show more tolerance of other~· 
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APPENDIX V 

Black Liaison Officer 

A. Role 

a) Help in the placement of those Black students enrolled 
in the school system for less than a year as well those 
students who need to be placed in special classes. 

b) Help solve certain problems between Black students and 
the School. 

c) Provide the link between home and school in certain 
situations notably, placement, discipline, tardiness, 
absenteeism etc. 

d) Assist teachers in evaluating these students who can 
benefit from special tutorial programs. 

e) Serve as consultant to other professionals in the areas 
of evaluation, placement in special classes, and pro
gramming of school and community resources. 

f) Serve as consultant to the Social Welfare Court. 

g) Assist in organizing community services for Black 
children. Inform their parents on every aspect related 
to education and community services. 

h) Obtain reference materials for teachers for Black Studies 
Programs. 

i) Develop a Black Studies course in collaboration with the 
instructional services. 

B. Region I Schools with High Concentration of Black students 

High School: 

Elemen tar·y: 

a) Dunton 
b) Mal:olm Campbell 
c) Mount Royal 
d) St-Laurent 
e) Sir Winston Churchill 

f) Algonquin 
g) Dunrae Gardens 
h) Laurentide 
i) Maisonneuve 
j) Manson 
k) Parkdale 
1) Westbrook 



C Work Schedule and Time Table 

(· roximately 25% of time allotted to Region I) 

!, . . School visits 

,, - ~m. on call (at office) 




