
MÉNINGES 
Why yet another magazine? 

REMUE-MENINGES is a project 
that got underway just over two 
years ago at La Fédération Na-
tionale des Enseignants et Ensei-
gnantes du Québec (CSN). How-
ever, even before this time, for 
some years actually, several 
teachers who were also members 
of the Federation had expressed 
their desire for such a forum — a 
literacy vehicle within which they 
would be able to communicate 
with their colleagues in the teach-
ing profession and express their 
concerns about all Issues con-
comittant to this field. REMUE-
MENINGES was designed to be a 
medium of communication where-
in teaching professionals would 
be able to express and exchange 
ideas about the field of education, 
about their research and their 
experience of what they knew best 
— the art of teaching. 

This is how the idea of a project 
such as this was conceived — as a 
journal to be published by the 
teachers themselves and primarily 
with teachers in mind, at the same 
time making use of the communi-
cations channels within the whole 
union network. More than 15,000 

teachers belong to this large 
organization, throughout both col-
lege and university levels as well 
as the private-education sector. 
This project was basically in the 
experimental phase throughout 
1986-87. Those important nego-
tiations at the Federation — par-
ticularly those for CEGEPs and for 
part-time teachers — were so 
urgent, aroused so much of our 
interest and took up so much of 
our attention that we had time for 
little else. Unfortunately, we were 
unable to put our literary project 
into full operation ; but, hopefully it 
was well worth the wait. We 
believe that the delay served only 
to enrich the developmental pro-
cess involved in getting our first 
issue out, and allowed us to 
produce a magazine with the best 
quality material and presentation. 
The additional time also permitted 
us to get even more people 
involved in this first issue and to 
secure from everyone a greater 
sense of sharing and commitment. 
We feel that this is only a begin-
ning. We are hoping that your 
reaction to this first issue will 
generate even more interest in a 
project of this kind and will en-

courage people to contribute ar-
ticles of the highest quality for the 
winter issue. We have only a 
certain amount of energy to devote 
to this project, strapped as we are 
by both human and financial 
constraints. Besides, think of the 
kind of attention and preparation 
our readers need to devote to the 
numerous lectures they must give. 
Thus, we have limited ourselves to 
the publication of two issues per 
school year, one in the autumn and 
one In the winter. 

REMUE-MENINGES is pub-
lished in French with an English 
translation of the text inserted into 
some 2,000 copies destined for 
our Anglophone members. The 
magazine is distributed free of 
charge to all FNEEQ members 
through the cooperation of local 
unions and 

If you have any articles, 
comments or suggestions for 
REMUE-MENINGES, please 
address them to : 
La Fédération Nationale des 
Enseignants et Enseignantes 
du Québec 
1601 de Lorimier, Montréal 
H2K 4M5 

FNEEO 

CSN 
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Is school dofined 
simply as the teacher? 

To set the tone for REMUE-
MININGES, we organized a round 
table discussion among teachers 
from the different groups belong-
ing to FNEEQ. In order to stimulate 
discussion, we asked them a ques-
tion about their relationship to their 
environment, their profession, and 
society: is school defined simply 
as the teacher_ 

In our opinion, their statements, 
though not comprehensive, reflect 
the current concerns and attitudes 
of a number of their peers. Al-
though this session was recorded 
at the end of January 1987, we 
believe it remains pertinent. 

The teachers were: Bernard 
Elie, Professor at the Department 
of Economic Sciences of UQAM ; 
Yves Gaudreault, Professor of Man-
agement Techniques at CEGEP 
de Jonquière; Suzanne Rouleau, 
Professor of Biology at CEGEP 
Montmorency in Laval ; Hugo Roy, 
French teacher in Notre-Dame de 
Lourdes school in Longueuil (a pri-
vate high school for girls) ; André 
Paré, teacher of Religious Studies 
at Collège Notre-Dame de Mont-
real; and Christiane Malet, part-
time teacher in charge of student 
teachers at the Permanent Educa-
tion Department of UQAM. 
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Yves Gaudreault : I teach at 
CEGEP Jonquière. I have been 
teaching for several years in admi-
nistration, in management techni-
ques at the college level. When the 
question, " Is the school the teach-
er?" is asked, an affirmative ans-
wer is less obvious in a school 
where there are several thousand 
people than it is in a small school or 
in high school. As a teacher in the 
professional field, you must be a 
bit creative, you cannot limit your 
interest to the technical training 
level for your students, you must 
make them follow a certain pro-
cess to find work and to face the 
workplace. So, we get involved at 
this level and counsel students 
about it I teach in the field of human 
resource management, in which 
we introduce a complex world 
which is difficult these days. Stu-
dents appreciate a teacher who 
gives good courses, one who is 
interested in them. I think that at my 
level, at the college level, my field is 
perhaps associated with a certain 
label an institution, a department 
or a module is trying to acquire, 
that of making itself humane. We 
are trying to do this and I agree 
with this goal. We are human beings 
and we work with human beings. It 
is fine to try to transmit technical 
knowledge but we must also work 
at the level of the personality in a 
certain way. We try to create a cer-
tain dynamism here, which seems 
to be difficult to create in society. 

Students work manually 
Our work goes beyond strictly 

teaching, it includes counselling, it 
is on the human level. On the other 
hand, we live in a society that is 
changing very rapidly, our courses 
are crowded and we try to give as 
much as possible. This is new, this 
is a new concern. Finally, it is as if 
we were going through inflation. 
Even though we are in the era of 
the computer, we are still dealing 
with human beings who work ma-
nually, not automatically. Through 
the years we go through cycles, 
we progress with our students for 
six months, a year, two years, so-
metimes more. Then, when we 
come into contact with new stu-
dents, we think they are as ad-
vanced as the others we have 
almost finished preparing for the 
future. We forget the latter are new, 
that they are at the beginning of the 

process. Thus, as years go by, we 
become more demanding. 

Too much Information, not 
enough support 

I work in a field where there is 
little technology, but a lot of soft-
ware. We managed to get a budget 
to buy equipment, even to get re-
training. But the teacher who uses 
this software, who applies it in his 
courses, sees a large gap between 
what he teamed and what he needs. 
There is a lack of support. Thus, 
the mythical resource person who 
is going to come to the rescue of 
the teacher who wants to apply 
such a programme in such a con-
text, does not exist. 

My field, and that of other col-
leagues, involves a lot of new infor-
mation. Sometimes you choose a 
textbook, but the second edition 
appears not four or five years later, 
but almost the next year, and its 
approach is totally different. You 
had chosen such a resource, you 
had become familiar with it, and 
the next year it is no longer availa-
ble. A new, totally changed version 
exists, but when you teach two, 
three or four different subjects, you 
cannot keep abreast of this many 
changes. 

I think pertiaps I'm sick, because 
when I was a young professor, it 
often happened that I took two or 
three weeks to correct an exam or 
a term-paper. Sometimes it even 
took a month, and no student was 
too worried. Today you give an exam 
and the next day some students 
come by your office to ask, "Are 
the test results out vet _ "You say, 
" This is impossible. Have you seen 
my schedule I have other cour-
ses, you know. " 

The first few years I would pre-
pare my courses and ask myself, 
"Do I have enough to fill three 
hours? " Today I need three hours 
just to figure how can it fill in. That 
is a source of pressure, and I tell 
myself "That can't be". I don't use 
any pedagogy and that also makes 
me sick. I have no time to even 
wonder whether I could have pre-
sented the subject in another way. 

It is harder to be a discussion 
leader 

When I began teaching, my stu-
dents were maybe 23,24 years of 
age because for many a CEGEP 
was a way to improve their lot They 
almost all had work experience. 
They had a certain maturity. I was a 
discussion leader. They had some-



thing behind them, and they talked 
in class, and it was very, very easy. 
Today, students have qualities for-
mer students did not. On the other 
hand, t)ecause of their lack of expe-
rience and incapacity to express 
themselves, when you try to lead a 
discussion, it is very difficult. Now 
it often seems like you are repeat-
ing the same thing, or that there is 
little to say. You may be a good dis-
cussion leader, but you still ex-
haust yourself doing it. So I have 
become more of a lecturer, which I 
had never been before. There are 
no more average students. There 
are students who are very weak, 
almost unable to read or to ex-
press themselves, and are very 
weak academically, yet there are 
others who are very, very strong. 
You have to teach French and oral 
expression, and analyze their work 
in a spirit that allows for these reali-
ties. 
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Hugo Roy: I teach in a private 
school in Longueuil. I teach French 
in the Second Cycle, at the level of 
third and fourth year high school. I 
say that the school is the teacher. 
You said that administrators often 
try to make people believe this, but 
we really do believe it! We really 
believe it in a small institution with 
only 42 teachers. In the private 
sector, in fact, everything depends 
on the teachers. The school's image 
depends on the teachers; the 
school's advertising depends on 
the teachers; the school's finan-
cial health depends on the tea-
chers' participation or lack thereof; 
and the pedagogical organization 
depends on us as we must get 
involved in all these decisions. All 
the problems of the students' 
supervision, discipline, and family 
life depend on you and your fellow 
teachers, you must get involved, 
you must make decisions. In our 
schools, teachers invest their ener-
gy in helping : teaching help, but 
also personal help. Contrary to the 
image of private schools, we are a 
middle class school. I know that 
there are other colleges where there 
is a strong skimming process, but 
because of the strong competition 
in our area (there are three private 
colleges on our street) this is not 
the case at our school. There is an 
image of the private college, which 
is created by the teachers, but there 
is also an image created by the 

beautiful school, and the nice 
amphitheatre which are elements 
in the strong competition between 
schools. What we have done over 
the past few years is to develop 
services to help students with a 
broad range of learning disabili-
ties, thus increasing our work load. 
The statement, "The school is the 
teacher" is all the more true for us 
because we absolutely never see 
our boss, which is a private corpo-
ration. We often have to make de-
cisions the consequences of which 
we have to live with, without having 
a chance to d iscuss them because 
our boss, the corporation, often 
places administrators in the school 
whose main job is to make profits. 
This makes the teacher's job much 
more difficult and we must take on 
many extra things because the 
administrator gives no support on 
the pedagogical level. The acade-
mic side in a private college is in 
the hands of the teachers. 

If students like to return to their 
schools so much it is not because 
it is a private school, or a CEGEP, 
or a university. I think that they re-
turn to see their teachers, no mat-
ter what level the school is. They 
do not come to see if the cafeteria 
has been expanded. They come to 
see us! I think this is an aspect that 
increases our self-esteem. It is one 
thing that keeps me on the job, 
after seventeen years of teaching. 

Transformations in the family 
increase our workload 

This week we just finished a lit-
tle project which made us aware 
that a third of our students (I must 
say that our school is only for girls) 
come from single-parent homes. 
We then examined the conse-
quences of this fact, what it had 
changed in our teaching. We are 
no longer merely teachers of a par-
ticular subject, we are also a sup-
port to the family, we are the other 
partof the family who must answer 
questions. For instance, we must 
say, "Don't worry, she is commu-
nicating better, things are impro-
ving ". This is another factor in the 
transformation of our role. 

Isolation 
What I find hardest to take as a 

teacher in a private school is the 
isolation. When you are the only 
teacher at a given school level, there 
are very few opportunities to dis-
cuss your work. You can't even 
discuss these subjects outside the 

school with teachers from other 
private colleges, because this is 
private territory, you know. If they 
have an excellent method, they 
won't share it with you. You have 
no pedagogical counsellor, and 
the only support you have is within 
the policies set out for updating 
your skills. According to some stu-
dies made of private colleges, these 
policies are pathetic. You must 
know everything, and you must 
make your own arrangements for 
upgrading your skills. 

The exams from the Ministry 
Another thing I find terrible is 

the exams from the Ministry. I feel 
that they are like the whip for sla-
ves. The administration uses them 
in such a way that they can destroy 
a teacher because of the failures of 
their students. The number of failu-
res can put the teacher's compe-
tence into question. At our school, 
two teachers were victims of the 
incredible pressures generated by 
the Ministry exams. 

We French teachers are parti-
cularly aware of this right now. We 
try to remain indifferent to it, but 
then what happens? The next day 
our fourth year high pupils ask us 
as we begin our course, "Hugo, 
have you read this or that article? " 
Then you cannot remain indiffe-
rent, you call yourself into ques-
tion. What kind of French teacher 
are you? 

Burnout 
I ask myself what a teacher can 

do. How can he solve his problem 
when he is really, really tired, fed 
up, you know, when he has lost the 
sacred flame? Because ultima-
tely, it is hard to explain. You love 
what you do, you love being in con-
tact with students. I tell myself that 
if I still love doing that, it is mainly 
because I am an actress. I am a 
good actress and when I get to 
school, I take up my role as a tea-
cher. 

I taught first year high school 
for nine years. Last year I was atxDut 
to crack up in first year high. I could 
not take it any longer, I was no lon-
ger able to mother the girls in first 
year high school, I was empty and I 
was ready to take any union task I 
could and I did. At one point or 
another, in this work, you need to 
raise your self-esteem, you need to 
bring something new to it. When 
you feel you have nothing new to 



contribute, when sometimes you 
no longer believe in yourself, it is 
serious. I think you have to leave 
right then. I had the choice to quit 
or apply for a new job. I chose the 
latter. It's funny, I am working har-
der than I have for the past ten 
years, and I feel there is still a 
challenge. 

But when I think about teachers 
who are really trapped, it makes no 
sense, it is too hard! They take 
long sick leave, or other things like 
that. I find it terrible to say that this 
solution is the only one you can 
find. It is hard to answer this ques-
tion, each of us must find a way to 
replenish his resources. 
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Suzanne Rouleau: I teach at 
CEGEP Montmorency. It is a big 
school with 4,000 students, a 
CEGEP in Laval. This is a subur-
ban milieu, where people are com-
fortable economically. I teach stu-
dents in pure sciences - health 
sciences. Generally, most of them 
are well-off, but they want more. 
We have problems with work be-
cause students go looking for work, 
and they work at night, or week-
ends because they always want 
more, more than their cars. Howe-
ver, even at the CEGEP level, the 
school can be defined by the tea-
chers. When I look at the students, 
I realize that the same is true as in 
university, the students remember 
the good and the terrible teachers. 
The professors whom the stu-
dents consider good ones see the 
same students again. Students go 
back to them, because they re-
member the good times. The good 
times they remember are not relat-
ed to the subject matter, but, for 
instance, a moment in time when 
the teacher understood them, or 
was attentive to their needs. I think 
that for the most part, for the stu-
dents, the schools are the teachers 
in them. They expect a great deal 
from us : they expect us to listen to 
them, they want role models, wrhich 
are very important to them. I don't 
know if it is due to difficult condi-
tions at home, or other reasons but 
sometimes they are seeking a 
mother, or a friend, or a father. They 
want us to listen to them. Compe-
tence is important to them t)ecause 
they want to take courses in which 
they learn things, but they want 
more than that. 

To management, 
teachers have 
a different role 

It is still true that you cannot 
please everybody all of the time. In 
teaching, there will always be stu-
dents who fail. They want an atmos-
phere of trust around them, it is 
difficult to define what makes one 
teacher more popular than the 
next. To the students, the teachers 
are the schools. To the administra-
tion, at least where I work, it is also 
the teachers, because they want 
the teachers to improve the institu-
tion's image. They will try to encou-
rage this. On the other hand, the 
schools are also the students to 
administrators, which is why they 
find it important to have students 
evaluate their teachers. They the-
refore inform students about their 
rights, and students increasingly 
supervise teachers. To the admi-
nistrat ion, consequent ly, the 
school is the teachers when it suits 
them, while at other times it is the 
students. To students, teachers 
are part of their environment, that 
is why schools are the teachers. 
They come into contact with the 
teachers, not with the administra-
tors. Their contacts are in the class-
room, thus with professors. To the 
administration it is the teachers 
when they can improve the colle-
ge's image. 

For the administration, for ex-
ample, it is not important to have a 
professor who gives his class the 
best possible course and whose 
class runs smoothly. What is im-
portant is the teacher who gets out 
of his classroom and works on 
new projects. This is what they en-
courage because the college's 
image is important, but a teacher 
who does a good job in his class is 
not recognized. For this teacher 
things are fine, the students like 
him. For the college, they will ap-
preciate a teacher who writes a 
book, exhibits his work, or some-
thing like that. In architecture, for 
instance, in Laval where there are 
many shopping centers, it is more 
important to go beyond classroom 
walls and hold an exhibit in a shopp-
ing center, because this improves 
the college's image. This is a good 
professor, he has done something 
important. 

Working with students and 
red tape 

I think the fact that students 
work puts us under terrible pres-

sure. The students' lack of availa-
bility to teachers is to me at least, a 
terrible source of pressure. Then 
there are the daily pressures of 
administration and red tape. If you 
want photocopies, you lose a lot of 
time getting them. 

A heavier workload 
I remember ten years ago, we 

required laboratory reports for each 
laboratory period. We corrected 
those reports once a week. Now 
we have to comment on supplies, 
the library consults us for our opin-
ion on science books to be pur-
chased, our jobs never end. So we 
cut back on our work where it is 
possible. With our heavier work-
load, I ask for fewer laboratory 
reports than before. With increas-
ing experience you say to yourself 
" There are things I used to do but I 
probably was less effective then, 
because I had less experience. " 
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André Paré : I am a teacher of reli-
gious studies in the second cycle 
of high school at Collège Notre-
Dame, across the street from the 
Oratory. Where I work, school is 
both the teacher and the student. 
In our school it is chiefly the stu-
dent because it is a college that 
selectively skims off the cream 
since it is one of the few boarding 
schools still left in Montreal. The 
demand for entrance to our school 
is very high, and every year, good 
or bad, more than 500 appi ications 
to the school are turned down. This 
gives the students a very im-
portant place in the school, espe-
cially since in addition to taking the 
top students, the schools seeks 
students whose parents are fa-
mous. 

The dictatorship of the 
students ! 

I realized something recently 
that goes beyond our school. I no-
ticed during the past four years 
that the school was no longer the 
teachers. On the contrary, the dic-
tatorship of the students has al-
most come with the developments 
in education that took place during 
the sixties. How often have we seen 
extreme cases of violence? I have 
a friend who was assaulted by a 
student in Le Gardeur, and the stu-
dent was not expelled. Yet it was 
known that this student was extre-



mely violent - he finally died violen-
tly. I also came to the above con-
clusion w/hen I examined the new 
programmes. What we see most 
often now is teaching by objecti-
ves. I'm not against teaching with 
objectives, on the contrary. How-
ever, sometimes this is taken so far 
that it is as if the teacher were 
denied the right to act professio-
nally on his own. The teacher has 
simply to perform a defined task. 
This finally creates a vicious cycle : 
the teacher is fed-up, he now wants 
pre-set programmes. But since 
the programmes are pre-set, he 
loses self-esteem and becomes 
more fed-up. This realization sca-
res me a little because what builds 
a teacher's self-esteem is the feel-
ing that he has an important place 
in the school. I think that he does, 
he is a professional. This does not 
mean that all he has to be is a pro-
fessional, he also has to build 
human relationships with his stu-
dents. This is very important, but if 
students are the dictators in the 
school, dialogue becomes impos-
sible. Dialogue is also impossible if 
the teacher is the dictator in the 
school. What happens then is the 
same, you have two monologues 
instead of a dialogue. This is the 
reason I believe a certain balance 
must be maintained. 

I am not only talking about Notre-
Dame. I have some experience in 
public schools as well as the pri-
vate sector, especially through our 
association which has brought this 
home to me. I think we must be 
very careful to see that the schools 
are both the teachers and the stu-
dents. We must not simply reverse 
things and say to students, "You 
had power for a few years, now it is 
our turn ". There would be no pro-
gress in that. 

Job security 
We also have demands. The 

first, which concerns all teachers 
at Notre-Dame, is to become per-
manent staff. Working without te-
nure is terrible because as long as 
you are not on permanent staff, 
you do not know if you are a good 
or bad teacher. But after March 15 
of your second year, you are not 
told, "Welcome to our staff! ". You 
get the information in a negative 
fashion. If you did not get a notice 
dismissing you, you know that you 
are a good teacher. 

Another source of pressure, 
which I think we have in common, 
is the image of the college. If you 
are a good teacher, you will attract 
pupils, and the school will keep its 
good image. Our pupils are at least 
relatively well off economically, 
and we must not hide the fact that 
this makes it difficult to reach cer-
tain students. 

Gaining respect for the subject 
matter 

There is another source of 
pressure, more relevant in my case 
than for others in the college. As 
you know, in high school all sub-
jects are obligatory, the student 
has no choice in the courses he 
must take. There are some sub-
jects more important than others. I 
won't hide the fact that religious 
studies are not the most important 
courses in town. The pressure it 
puts on me is that I must show 
creativity in my teaching, without 
downgrading my course into a 
meaningless one. I try to encou-
rage people to see my subject as 
being as serious as the rest. 
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Bernard Elie, Professor at the 
Department of Economic Scien-
ces at UQAM. I think that at the uni-
versity level there is a more sensitive 
relationship to the social and politi-
cal issues we face because " teach-
ing " is only one of many factors. In 
daily living, this confrontation at 
the social level has immediate 
consequences. This dimension is 
very present among the different 
methodological and ideological 
orientations. The above factors give 
the ideal of " teachers " a very diffe-
rent basis than that in other levels 
of teaching. However, it is very clear 
that students do remember their 
professors more than they do the 
curriculum or institutions. They 
remember professors who strong-
ly influenced them, whether the in-
fluence was positive or negative. 
They do not remember the ave-
rage teachers, if we can call them 
that, because in our teaching, we 
are forced to take a stand and be-
come part of the students' world. 

Good and bad teachers 
Students are more interested in 

courses where the teaching, or the 
research is related to their daily 

lives, or at least to their future pro-
fessional careers in the work force. 
You not only see the students in 
their courses, you see them in seve-
ral courses, you see them for seve-
ral years and sometimes in several 
programmes. The relationships 
between teacher and student are 
not forged through the professor's 
ability to sell himself in one course. 
It goes beyond that. It is a living 
environment, such that the profes-
sor or teacher, call him what you 
will, meets the students not only in 
a course, but also in the modular 
activities, in the political activities 
or elsewhere. A whole living milieu 
is created, and the professor must 
do more than merely sell himself 
as a teacher. The student may not 
say a word during a 45-hour course, 
but the professor meets him else-
where. 

Working students and their 
availability. 

If a professor suggested an 
exam in class seven or eight years 
ago he would have been quickly 
shouted down. Today, students ask 
for them. They do not ask for exams 
because they are more individual-
istic, or because they want an indi-
vidual evaluation. This is not the 
point at all. They ask for exams 
because they do not have time to 
write term papers at home, which 
takes more time than an examina-
tion. An exam in class is done with-
in the 45 hours given to a course, 
and the fact is that 70% of full-time 
UQAM students also work. This 
was not the case ten years ago. 
Thus, all these pressures come into 
play. You must give a test in class 
and a whole dimension of student 
evaluations must be neglected, 
because to write a term-paper re-
quires that the student be able to 
do bibliographic research and be 
able to find a method to present the 
paper, a very different proposition 
from class exams. As a result, there 
are many changes linked to the 
economic crisis we are experien-
cing. In the Economics module, we 
have special conditions because 
we have fewer students who work 
than in the rest of the university 
(45% instead of 70%). This greatly 
affects the professor and his avail-
ability to students. Twenty years 
ago the atmosphere was different 
in universities, with respect to the 
way knowledge was acquired and 
the relationships between profes-
sors and students. These factors 



influence our image and the pres-
sures are very real on all levels. 

Ideological pressure 
Ideological pressures among 

colleagues are ever present in our 
work. We belong to a department 
in permanent crisis, that is what 
makes it interesting to students. 
But we must say that all this adds 
to the pressures we feel, some of 
which are on the quantitative level, 
others on the qualitative. 

For example, pressure is 
brought about by the competition 
or struggle at the level of methodol-
ogy and theory among different 
currents in teaching and research. 
Some extremely difficult struggles 
take place based on the profes-
sors' ideology, methodology or 
theory. These struggles are at the 
qualitative level, but others on the 
quantitative level are caused by 
budget restrictions and the current 
problematical economic situation. 

Conditions at UQAM are no long-
er those of 1968 

The student population at UQAM 
is equivalent to 35,000 full time 
students, while the number of pro-
fessors has not increased. The 
number of lecturers, on the other 
hand, has increased. The profes-
sors are responsible for managing 
these lecturers, which renders ad-
ministrative tasks more and more 
difficult. This is particularly true 
because UQAM's structure is still 
that of the small, participatory uni-
versity that it was in 1968. This 
makes sense neither at the politi-
cal level nor at in terms of UQAM's 
present size. 

Research 
Pressure has become stronger 

during the past five or six years, 
because of budget cuts and the 
reduced number of professors. For 
ins tance, great p ressure is 
brought to bear at the university to 
find external funding. Public fun-
ding now often depends on private 
or extemal funding, etc. Thus, there 
is a great deal more pressure 
coming from a new definition of 
what research should be, a defini-
tion that downgrades teaching 
and the professor's administrative 
role. 
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Christiana Malet. This is perhaps 
the first time that I have the oppor-
tunity to talk as a teacher and not a 
lecturer. I really appreciate that. My 
work is to supervise fieldwork. We 
have fieldworkers whom we send 
to public and private schools, so-
metimes to adult education schools. 
So I go from place to place, a little 
bit like a travelling salesman. It will 
soon be nine years that I have been 
a fieldwork supervisor. Obviously, 
I like the work I do, if not, I would 
have left it a long time ago. 

Of course the subject we teach 
is not very theoretical. It is daily 
living experience, thoughts, peda-
gogic currents, applied didactics. 
As much as possible we try not to 
give future teachers detailed ins-
tructions to be used like recipe 
books in order to permit them to 
get by in the school system. To do 
this would be too simple, too easy. 
I think students in our module see 
us as resource persons, always 
present. If we were available seven 
days a week, we would have peo-
ple in our office seven days a week. 
Three of us share very small quar-
ters and there is always a queue of 
students waiting to ask "What is 
that school like? What will we do 
there? Is the principal okay? Do 
you know if many of the teachers 
are old? Do you think they will be 
hiring soon?" All kinds of interes-
ting questions on subjects of daily 
concern to students who will very 
soon enter the job market. It is not 
very easy, particularly since we also 
play the role of censor. At certain 
times we must say that a particular 
student does not fulfil the norms 
set up by the Ministry for teachers. 
It is not easy for us, but the head of 
the module is not the person who 
knows the students and who can 
assume this role. The head always 
refers to us on questions about ttie 
school milieu. Such questions are 
never taken to the head of the mo-
dule, we are the ones questioned. 

Pressure comes from 
students first 

For those of us who are part-
time teachers, most of the pres-
sure comes from students. We are 
almost like teachers paid for piece-
work. As fieldwork supervisors, we 
must know everything, must have 
seen everything, must have read 
everything including the latest books 
and the latest magazines which 

talk about the new French pro-
gramme in Secondary III, or IV, or I. 
We must also be familiar with the 
latest teaching software, have read 
the related literature and know 
what is in it. 

Pressure also comes from the 
Ministry, from new programmes, 
from the school milieu and from 
colleagues at work because if 
anyone knows something, we must 
know it too to share it with stu-
dents. 

On top of all this, you are only a 
part-time teacher 

Being a part-time teacher is not 
easy. We are teaching 3,6,9 hours 
a week. The rest of the time you are 
not there, but we are there for forty 
hours a week. This is another source 
of pressure. We have no time to 
look for another job, therefore our 
salaries are very low. If I made more 
than $18,000 last year, it was a 
very good year. I work like a fool, 
and have no choice but to accept 
research jobs. We do research 
constantly, yet we have no time to 
publish, even though we have 
something to say. We could do it 
during the summer, but we are a lit-
tle tired, so we rest to prepare for 
the next session if we still have a 
job. 

Giving youth a chance. 
Young people have less expe-

rience. This is a fact. But we must 
give them a chance to do fieldwork 
as in my job, or to learn the subject 
matter as in other jobs. I think we 
must try to understand how they 
function, to give them what they 
lack, without trying to block them 
in the same way that previous ge-
nerations tried to for us, but were 
never able to. We also will never be 
able to do this, we must have no 
illusions about that. I think it always 
comes down to the same thing, life 
goes on in circles indefinitely. 
When we are teachers, and we like 
our work, we have ways to replen-
ish our resources all around us, if 
we take the trouble of to use them. I 
think the most important sources 
of renewal are the students them-
selves. It is strange to see how well 
things go when we are working 
with a good group I Our motivation 
is high then, because our students 
are highly motivated. We call our-
selves into question, but this is a 
good thing. Are there new challen-
ges? Do we rediscover the love of 
teaching? Yes. Have we lost our 
love of teaching? I don't think so. 
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YOUNG PEOPLE AND 
THE ECONOMIC CRISIS 

Sometimes people ask me what 
I do, what I study. I feel bad, I don't 
know what to answer. I feel I have 
done nothing. I would like to have 
more diplomas, be more equipp-
ed. sometimes I feel less than noth-
ing, I have a complex because I did 
not study, especially these days. 
When I looked for a job, I realized 
that I can't do very much. In fact, I 
don't even know if I will keep my 
job, they may sell the restaurant. I 
don't know what will happen to-
morrow, I live each day at a time. I 
don't know if my girl-friend will leave, 
if we will be together next week. I 
know nothing. 
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During the summer of 1986, 
four professors from the Collège 
Ahuntsic Social Sciences and Psy-
chology Departments published a 
study on the conditions experienc-
ed by young people during the eco-
nomic crisis : Les jeunes et la crise: 
au jour le jour... (Young people and 
the economic crisis : their day to 
day situation) 

The following article tells about 
the origins of the project, the dif-
ferent stages of the study, its publi-
cation and the use made of it within 
our sociology courses. 

The idea of writing " les jeunes 
et la crise" originated in an anima-
tion project carried out by the CRI, 
a group of workers and users at 
the Collège Ahuntsic founded in 
September 1983 to work in the 
milieu on students' living condi-
tions. The CRI's objectives were : 

— to acquire a better know-
ledge of student's living condi-
tions ; 
— to become aware of and re-
flect on social change taking 
place at present ; 
— to make a list of the different 
existing alternative ideas and 
practices ; 
— to work in the college in 
order to give students the 
means to be heard and to im-
prove the ability of workers and 
students to adapt to a changing 
worid. 

This reflection resulted in a cer-
tain number of projects during the 

1984 winter term. Being profes-
sors in the Psychology and Social 
Science Departments, we wanted 
to participate in these activities. 
From the beginning, economic 
conditions, particularly those of 
young people, were at the center 
of our concern. It is within this con-
text that we wanted to give our stu-
dents a clear picture of living con-
ditions experienced by some young 
people five to seven years older 
than they were. It is important to 
point out that many of our students 
seemed unaware of or denied the 
existence of the crisis situation. 
Therefore, our objective to raise 
their consciousness preceded the 
elaboration of our project. 

Our project was to set up a pho-
tographic exhibi t i l lustrat ing 
excerpts from interviews we had 
with young people who had unsta-
ble employment situations. We 
used photographs because we 
wanted to present a limited num-
ber of real case histories, made 
more profound through the sub-
jects recounting of their lives. 

TRAPS TO BE AVOIDED 
Two traps had to be avoided : 

first, that of concentrating on the 
most negative aspects and thus 
giving a tear-jerking image of young 
people ; second, that of giving an 
idealistic picture of the " alternative 
movement" which would mask 
real social relationships. We think 
we avoided both by structuring our 
questions around the contradic-
tion between constraints and choi-
ces applied to material aspects 
and to the values and social rela-
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tionships experienced daily by the 
subjects of our interviews. 

Our procedure was as follows : 
after choosing the subjects through 
personal contacts, we held a very 
broad first interview to establish 
contact and informally learn about 
the person's living conditions. After 
this initial meeting, a first in-depth 
interview was recorded on the 
organization of the material aspects 
of daily life : food, housing, cloth-
ing, work and income, transporta-
tion, leisure time activity, etc. We 
then analyzed this interview to 
chose the most significant excerpts 
to prepare a second interview on 
the persons's values and social 

relationships, where the same steps 
were followed. After we had cho-
sen these excerpts, we laid out the 
exhibition of these excerpts for 
each theme we wanted to cover. 
Based on this layout, photos were 
taken. This attempt to give a visual 
image to written texts went further 
than simply illustrating them, the 
photographic medium was used 
because of its powerful capacity to 
evoke symbolism. 

At this point, a last meeting was 
held with the interviewees to give 
each of them a chance to approve 
our selection of pictures and texts. 

At the end of this first experiment, 
in May 1984, we presented an 
exhibition of two cases at the col-
lege library, each one containing a 
dozen layouts of photographs and 
interview excerpts. 

In September 1984, we decided to 
continue our work, this time aimed 
at producing a pedagogical tool 
including two new cases. 

PRODUCTION OF "LES 
JEUNES ET LA CRISE: AU 
JOUR LE JOUR". 

We felt this new dimension re-
quired resources going beyond our 
involvement in the milieu. We pre-
sented a project to the Secretary of 
State within the framework of the 
Canadian Studies programme 
iDecause we were preparing print-
ed teaching material since the 
DGEC does not fund the produc-
tion of pedagogical material for 
general education. It took eight 
months of work to find out that we 
were not eligible for the project 
because we were CEGEP profes-
sors. 

Despite this setback, we decid-
ed to go ahead by spreading our 
work out over two years because 
the only support we obtained was 
a rescheduling of our work hours. 

We were aiming for an anima-
tion tool including the photogra-
phic articles, augmented by two 
new case histories and comple-
ting the whole with statistical infor-
mation and a user's guide. 

We kept the existing photogra-
phs and articles and added two 
new case histories chosen because 
they would complete the two first 
ones with respect to age and 
education. 



We now have four illustrative 
cases, using several variables of 
cross references, such as : 

— two men and two women 
— two subjects who had not 
finished high school and two at 
the university level 
— two subjects in their early 
twent ies and two c lose to 
their thirties. 

The statistical information (con-
sisting of 21 index cards) con-
taining pertinent references and 
other information allowed these 
cases to be situated with res-
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pect to the general condit ions 
young people experience. They 
inc lude tables wi th var iables 
tracing a portrait of young people 
between 15 and 29 years of age : 
activity rate, income, education, 
mental health, and leisure time 
activity. A bibliography rounds out 
this general background informa-
tion. Canada census age ranges 
are so broad (15 to 24 and 25 
to 44) - an almost unique occur-
rence in western countries - that 
they did not permit us to make 
fine measures. 

PUBLICATION 
As the project progressed, we 

made contacts for publication with 
the Maison du Fier Monde, an eco-
museum in the Centre-Sud neigh-
bourtiood of Montreal. Our depart-
ment had already established col-
laboration with this group (guided 
tours of the neighbourhood for a 
sociology course). 

UQAM's financial support and 
that of Collège Ahuntsic permitted 
a publication of 1,000 copies dis-
tributed by the Maison du Fier 
Monde which received the profits. 
This also led to an exhibition of the 
photographic layouts and excerpts 
of interviews at the Econmuseum 
belonging to the Maison du Fier 
Monde in the fall of 1986. 

HOW WE USED THE STUDY 
We used the material during 

the fall of 1986 and winter 1987 
with students in humanities, police 
techniques, legal techniques and 
social sciences, in other words 
with a heterogeneous sampling. 

The study of the paper lasted 
from three to six hours in three sta-
ges : 1 ) reading and analyzing the 

statistical tables ; 2) analyzing the 
contents of the photographic files 
and 3) using the medium. 

a) Reading and Analyzing the 
Statistical Tables 
After a brief explanation of what 

the tool is and how to use it, stu-
dents filed the 21 statistical index 
cards according to certain sub-
jects. For instance, all cards deal-
ing with work... activity and unem-
ployment rates, job structures, full-
time and part-time jobs. 

Groups of two or three students 
were required to be able to : a) read 
a statistical table ; b) find percenta-
ges; c) highlight important ele-
ments in the tables ; d) understand 
their graphic representation; e) 
cross-reference certain variables. 
Students worked on the following 
subjects : life expectancy, causes 
of death, leisure time activities, in-
come, education, etc.-

At the end of this exercise, the 
student was able to see himself in 
relation to the rest of young people 
in society. 

b) Analysis of the contents of 
the photographic files 
By using the user's guide, many 

approaches are suggested to stu-
dents: for instance, to compare 
the four cases with respect to the 
same theme, and see their rela-
tionship to the statistical tables; 
study each complete case and 
analyze the different elements that 
stand out from the excerpts of inter-
views and analyze their own social 
situation, or that of people they 
knew. 

c) The Methodology 
With respect to methodology, 

we used our paper two different 
ways: as a model for interviews 
and as a tool for reflection on the 
photographic medium. 
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The method of interviews is very 
commonly used in sociology to col-
lect information on social actors. 
We used excerpts of interviews 
from Les jeunes et la crise... to make 
this technique better understood 
by students. We asked them to 
read each card and to try to find the 
questions that allowed us to obtain 
information. We then asked each 
student to build an interview out-
line and finally, to conduct an inter-

view with a young person. The in-
terview had to deal with the same 
themes contained in the cards ; this 
made the task easier for each stu-
dent who could easily find the 
questions to ask and could take 
advantage of pertinent examples. 
The proposed model also allowed 
them to easily identify the main 
and sub topics of the interview, 
gave interesting hints on the order 
in which to deal with each theme 
and how to connect the level of 
factual data to that of values under-
lying that data. 

The cards also gave a model of 
how to transcribe information ob-
tained in interviews. This example 
also illustrated how to gather ex-
cerpts into a significant text per-
mitting a sociological analysis. 

d) The Photographic Medium 
There is no equipment availa-

ble at the college to allow each stu-
dent to take photographs. We had 
to settle for less. We asked stu-
dents to identify one or two pho-
tographs that struck them most. 
They told us how they were repre-
sentative of the interview excerpts 
and how they best symbolized, 
according to them, an idea express-
ed by the young people interview-
ed. This exercise made them aware 
of the richness of this medium in 
illustrating social values. This effort 
brought the students' attention to 
the symbolic content of each pho-
tograph and its aesthetic aspects. 

CONCLUSION 
How do we evaluate the use of 

this tool? We are quite satisfied 
with our students' reactions. First, 
it became apparent quite quickly 
that photographic index cards are 
more attractive to users than text. 
We succeeded in getting their at-
tention more easily. The photogra-
phic index cards look like a comic 
strip (a medium very familiar to 
young people), which presents the 
information in a direct, simplified 
and lively fashion. 

Furthermore, the students great-
ly appreciated learning about the 
experiences of other young peo-
ple. They understand their lan-
guage more easily. Obviously, 
some of our students refused to 
see reality (unemployment, sui-
cide, unstable income...) and con-
tinue to think "that will never hap-
pen to me ". We can, however, state 
that the majority of students we 



reached with this document were 
affected by the life experienced by 
these four young people: they 
became aware of this socio-polit-
ical problem ... which was one of 
our aims. 

Christian Barrette, 
Annick Bève, 
Edithe Caudette, 
Pierre Paquette, 
Professors at Collège Ahuntsic 
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FEMINIST PEDAGOGY 
KNOCKS AT THE DOOR 

by Hélène i^force 

Have you heard about feminist 
pedagogy? Since feminism is 
much less fashionable these days, 
it may be surprising to hear that it is 
trying to influence educational 
methods, especially at the col-
lege level. 

The FNEEQ Women's Commit-
tee has also taken up the issue of 
feminist pedagogy, holding two 
sessions on the topic in the fall of 
1985 and 1986. And judging from 
the response to a questionnaire 
whose results will be available 
shortly from the SEECL ^ union of-
fice, teachers continue to be inter-
ested in the issue. 

SOIVIE BACKGROUND 
Feminist pedagogy stems logi-

cally from ideas developed by all 
feminist groups since the 1960s. 
Feminist concerns, couched in 
terms of what was then called non-
sexist education, were part and 
parcel of the overall questioning of 
pedagogical models (progressive, 
humanist, research-action) that 
shook up teaching in the 1970s. 

At the time of the Quiet Revolu-
tion in Québec, American femi-
nists were exposing and con-
demning the way women were 
treated — or ignored — in the cur-
riculum in education. They insisted 
that the curriculum had to include 
women and that the perception of 
women had to be rethought. 

This was the first stage. In Qué-
bec, the English-speaking aca-
demic community was the first to 
really plunge into this work. Cour-
ses on the status of women were 
developed as early as 1970 at Mc-
Gill and Sir George Williams Uni-
versities. UQAM and the adult 

education service at Université de 
Montréal did not follow suit until 
1972. Vanier was the first CEGEP 
to offer Women's Studies, in 1975. 
No such programme was offered 
in any French-language CEGEP, 
although there was a whole wave 
of courses with feminist connota-
tions offered to students for a cer-
tain time. 

The second stage of the pro-
cess began in 1972 when women 
(and some men) from teaching, re-
search, unions, the left and go-
vernment institutions joined to-
gether and condemned education 
as a factor in socialization and ste-
reotyped roles. They went further 
than the first wave of feminist criti-
cism had, attacking not only the 
curriculum but teaching materials, 
teachers' attitudes and problems 
of sexual harassment and equal 
opportunities as well. 

Historically, the women of the 
Laure Gaudreault Committee 
(1973) pioneered this work. They 
followed up on the manifesto 
L'école au service de la classe 
dominante (The school in the ser-
vice of the ruling class) (1972) by 
publishing Les stéréotypes 
sexistes dans les manuels sco-
laires (Sexist stereotypes in text-
books) (1974) and Pour créer de 
nouveaux rapports hommes-
femmes (Towards the creation of 
new relationships between men 
and women) (1981). The CSF 
(Québec's council on the status of 
women) continued the debate in 
practical terms with its general 
analysis and plan. Pour les Qué-
bécoises: égalité et indépen-
dance (1976) (the recommenda-
tions were published in English 
under the title Québécoises! 
equality and autonomy in 1979). 
As a result of the work of the CSF, 
the Ministry of Education publish-
ed a guide for evaluating discrimi-
natory stereotypes in 1982. The 
existence of this working tool is 
now being put into question. 

The CSF made many, many re-
commendations in 1976, but its 
recommendation on teacher train-
ing 2 is probably the one most clo-
sely related to feminist pedagogy, 
although it has also been the 
most ignored. 

1) Syndicat des enseignants et des 
enseignantes du Cégep de Limoilou. 
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WHAT IS FEMINIST 
PEDAGOGY? 

Taking an interest in feminist 
pedagogy does not mean that we 
have nothing more to learn about 
non-sexist pedagogy; on the con-
trary, it reflects our conviction that, 
in a society that is still profoundly 
patriarchal and that still discrimi-
nates against women, the only 
way to succeed in producing a 
pedagogy free from sexism is 
through a more thorough, resolu-
tely feminist commitment on the 
part of teachers as well as institu-
tions and the teaching environ-
ment as a whole. 

Lise Horth starts with "the hy-
pothesis that teachers tend to re-
produce society's sexism in their 
teaching practices and their rela-
tions with their students." Feminist 
pedagogy is based on the realiza-
tion that prevailing relations be-
tween men and women in our 
society are reproduced in class, 
regardless of the intentions or 
wishes of the teacher. 

We believe that developing 
feminist pedagogy entails explor-
ing ways of changing these rela-
tions of domination both in the 
classroom and in the rest of 
society. It means an commitment 
to altering our perceptions, atti-
tudes, practice, roles, relationship 
to knowledge and to our students, 
values and, obviously, the course 
content of what we teach. 

BRIEF DIRECTIONS 
FOR A FEMINIST PEDAGOGY 

What resources do we have for 
creating a feminist pedagogy? 

First of all, it should be kept in 
mind that feminist pedagogy is an 
orientation rather than a technique. 

The first step is surely an 
awareness of what happens in our 
classes, in our relations with 
students: we have to scrutinize 
our perceptions, attitudes and 
behaviour in various different si-
tuations and try to identify where 
sexism creeps in. The work done 
on progressive pedagogy can be 
useful here. 

2) "That the ministère de l'Éducation... 
recommend to teacher-training and 
educational institutions that their 
teaching and administrative staff be 
made aware of the issue of sexism ; 
and make available to them, appro-
priate resources to correct sexist 
attitudes and promote a fuller under-
standing of the values in question." 



Should non-sexist or anti-sexist 
practices be distinguished from 
feminist practices ? We don't think 
it would really be very useful to do 
so, since there is no clear-cut 
dividing line : anti-sexist practices 
are already a major part of feminist 
pedagogy, and if practices are 
feminist they certainly ought to 
have an anti-sexist effect. 

While we cannot give an ex-
haustive list of what feminist 
practices are or could be, we 
would like to outline some areas 
that should be explored. 

Learning conditions 
at school 

The College should undertake 
to ensure that students graduating 
from CEGEP be able to recognize 
sexism in themselves and others 
how to react to combat it and try to 
eliminate it. 

If possible, it would be good to 
ensure that students had as many 
women teachers as men teachers, 
regardless of the programme in 
which they were enrolled. There 
are practical steps that can be 
taken to achieve it, such as em-
ployment equity measures. 

The College should also make 
sure that it provides women with 
special resources to encourage 
their struggles for equality: a 
committee to combat sexist and 
sexual harassment. And why not a 
research and study centre to 
centralize and focus all available 
resources on the goal of elimina-
ting sexism ? The goal extends bar 
beyond the jurisdiction of an 
institution like a CEGEP, but 
CEGEPs have a share of respon-
sibility for initiating social change 
in Québec. 

Programmes of study 
The College should make the 

study of sexism part of its pro-
grammes, so that students will 
understand where it comes from, 
the reasons for it, how it is 
perpetuated and what its effects 
are. An understanding of sexism 
should be accompanied by an 
effort to influence students' values 
and attitudes, developing their 
sense of justice and encouraging 
their commitment to combatting all 
forms of discrimination, including 
sexist discrimination. 

Course content 
Feminist pedagogy requires 

that course content be reviewed to 
ensure that it pays attention to and 

incorporates women and the reality 
of women's lives as a major 
aspect. Women are half of the 
population: this is a fact that 
should never be forgotten, a fact 
that should be reflected in course 
content. 

Having a session or two dealing 
specifically with women in a course 
is good, but it is much better to 
make feminist concerns a general 
part of every course, informing a 
substantial part of the curriculum. 
This is the best way of bringing 
women out from the shadows of 
history to which they have been 
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related for so long, examining the 
role they play in the economic, 
social and political life of society, 
and taking account of their needs 
and contributions in science, in-
dustry, etc. 

Course materials 
Using materials written or 

produced by women (books, arti-
cles, reports, audio-visual re-
sources, etc.) is a good way to 
reflect the reality of women and to 
become acquainted with a femin-
ist, or at least a feminine, view of 
the world. 

Another simple way of taking 
women's reality into account is to 
use examples drawn from their 
lives and experiences to illustrate 
theoretical points or as exercises 
in the practical application of 
principles and theories. 

Language 
Feminizing one's language 

leads to speaking out to correct 
textbooks and challenging what 
students say or how they say it to 
stimulate them to feminize their 
language. 

Feminizing is only the first step 
in combatting sexist language; 
there are also rules of grammar, 
expressions and pejorative mean-
ings of certain words (e.g. mistress) 
to be challenged, new words to be 
invented. 

Speaking up, speaking out, is 
an important stage in the liberation 
of women ; women must learn to 
make language more affirmative 
as they learn to affirm themselves 
in their own lives. 

THE TEACHER'S ROLE 
AND ATTITUDES 

The fact that girls are more 
passive than boys in class is no 
coincidence. Early social condi-
tioning certainly accounts for 
some of this difference, but not all 
of it. The teacher also plays a vital 
role. While many teachers believe 
they call on girls as often as boys in 
class, studies done in the United 
States have proven the contrary. 
Here are some examples. 

Teachers were shown a video 
in which there was much more 
talking by male students than on 
the average. Despite this, when the 
teachers were questioned, all of 
them — including convinced fem-
inists — said that the girls had 
spoken up more than the boys. In 
other words, a teacher's percep-
tion of reality can be biased. 
American research indicates that 
be it in science or literature, boys 
talk three times as much as girls in 
class, dominating it verbally. 

According to Myra and David 
Sadker, boys get more attention 
because teachers pay more atten-
tion to them. Boys are noisier, 
more direct and provocative, while 
girls put up their hands and wait. In 
fact, they are labelled as ag-
gressive when they act like boys. 
And that is not all. Lisa Serbin and 
Daniel O'Leary (1975) report that 
teachers listen for longer and more 
attentively to boys than to girls — 
up to three times as much when it 
comes to explanations. Further-
more, they tend to explain how to 
solve a problem to a boy, while 
with girls they will set in and solve 
it. The result is that boys tend to be 
taught to be more autonomous. 

Female students have expecta-
tions too, and feminist pedagogy 
should take them into account. 
Marie-Josée Desrivières studied 
women students who returned to 
university after having interrupted 
their studies for some time, and 
found that : 

1- women feel better in small 
groups; 
2- they appreciate experimental 
courses accompanied by exper-
imenting; 
3- they like general approaches 
combining rational and non-
directive intuitive approaches that 
open up new horizons ; 
4- when it comes to evaluation, 
they prefer assignments combin-
ing experiments and discussions 
to exams. 
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The teacher's attitude is ob-
viously the major factor in feminist 
pedagogy, and it is perhaps the 
factor that is the hardest to change. 

BY WAY 
OF A CONCLUSION... 

Feminist pedagogy is still in its 
infancy. Input from everyone who 
is interested in it is needed to 
develop it and make it more a part 
of teaching practices. 

Feminist pedagogy can help 
change unequal, unfair situations 
by recognizing that such situa-
tions do exist in schools and the 
learning process, and working to 
correct them. It can also promote 
the development of more egalitarian 
relations between men and women 
and help rid our relations to 
knowledge and power of all traces 
of patriarchy. 

In short, it is part of a more 
general process of changing the 
world. 
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THE PEACE GAME 

by Lyne Beyer 
Cegep Limoilou 

"When they asked me to talk 
about my experience as a teacher, 
my immediate reaction was to say 
yes — without really thinking 
about it. We were in the process of 
wrapping up a very exciting pro-
ject. But, once I found myself sit-
ting in front of a blank piece of 
paper, I started to ask myself : How 
could I convey the meaning of a 
project and its every facet — emo-
tional, pedagogical, political — 
without either reducing it to the 
mundane of making it so ideal as 
to be unbelievable. The "hour of 
doom" was fast approaching when 
I finally took pen in hand. Here then 
is our little story of "The Peace 
Game". 

How a team works 
One of the key factors that has 

shaped the quality of our work is 
the coming together of a group of 
people who really like each other, 
who confide in each other and who 
have developed over these past 
years (the youngest among us 
having fourteen years of seniority) 
a strong sense of solidarity. With-
out this membership in a group 
which really functions more as a 
team, surely we would have given 

up by now and resigned ourselves 
to our unlucky lot — as has been 
the case with several of our collea-
gues during these difficult and 
sometimes depressing times which 
have followed the decrees. A proof 
of this was that during those times 
when we abandoned the pedago-
gical approach we had adopted 
for some ten years — that of "the 
project" — because of our in-
creased work load, for example, 
we all of us fell into a veritable de-
pression. This experience led us to 
go back to involvement in a project 
as a kind of salvation from this dark 
mood. Oh, I can still hear those voi-
ces telling us that we had been 
miraculously revived ! Yet, even if a 
part of our project seems just like 
volunteer work, we firmly believe 
that this kind of teaching expe-
rience strengthens us and reinfor-
ces our demands for better working 
conditions for all teachers. Through 
involvement in projects such as 
this, we see what is possible within 
an education system. For it is 
through this kind of involvement 
that it becomes more and more 
apparent that there is a flagrant 
lack of organization throughout 
the whole system of educational 
instruction in this college and that 
the practice of our profession can 
sometimes be unbearable. It is 
only through our experience of 
team work that we are attempting 
(and actually succeeding) to bring 
about a level of working conditions 
that will make our work resemble, 
if only slightly, the educational 
experience. The project that I am 
going to talk about is that of one of 
the Chemistry Department teams 
at Collège Limoilou. The team is 
composed of three professors 
who teach Chemistry 101 (the first 
obligatory course for science stu-
dents) : Solange Gobeil, Normand 
Gagnon and myself, Lyne Boyer. 
150 students participated in the 
project. 
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The professors' 
contribution 

In order for you to understand 
how "The Peace Game" ever got 
started, and the procedure we fol-
lowed with this project, let me out-
line for you the revolutionary 
approach that we have been 
taking at the college within the 
chemistry department. Some years 
ago, during the formation of our 
work teams, we lived through a 

period where innovation was the 
order of the day. We enjoyed 
debates on the role of education in 
society and specifically on the role 
of the teaching of sciences. Even 
more, we liked to discuss what it 
was we wanted to get across in the 
way of information, training and 
attitudes in the teaching of che-
mistry at the college level. Even if, 
presently, our situation and the 
work overload are such that these 
debates are no longer possible, 
the principles upon which our pro-
jects are based are still viable and 
we still support them. At least, 
these convictions are confirmed 
in practice. 

A project that 
integrates education 
with social realities 

In brief, this educational project 
takes the form of both political and 
social involvement, its main objec-
tive being to develop individuals 
who will be autonomous and coo-
perative — with a view to establish-
ing a society that is egalitarian and 
free from exploitation. Since there 
exists a relationship between the 
changes to be made at the social, 
political and economic levels, and 
those needing to be effected on an 
individual basis, it is up to the edu-
cation system to alert students to 
the current situation as far as these 
matters are concerned and is to 
say, we must render them capable 
of participating in the resolution of 
social issues that have to do with 
the involvement of science, i.e., 
essentially, to be able to denounce 
the use of chemistry for destruc-
tive purposes and to be able to 
defend themselves against the 
systematic aggression to which all 
citizens may be subjected at any 
time. 

In this way, the teams of teach-
ers each formulated a theme rela-
ted to the theoretical contents of 
their respective courses, as outlin-
ed in the College Teaching Manuals, 
but with emphasis on issues of 
current significance. For example, 
in Chemistry 201 (the Chemistry of 
Solutions), the professors chose 
the importance of water as their 
theme. 

The "project" formula 
We developed a formula for our 

project as something to keep in 
mind — a benchmark of the edu-
cational level we were trying to 
attain while working on a theme 
central to our respective courses. 
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This project is therefore a tasl< with 
definite objectives and measur-
able parameters. It is meant to be 
carried out by a group of people 
who want to come up with results 
that will be useful to both the parti-
cipants themeselves and to those 
in task environments outside the 
group. To publish the results of 
any one of our projects for the 
perusal and use of another group 
in indispensable in making the stu-
dents understand the nature of 
these projects — how essential 
the quality of the research and the 
accuracy of the results are. Fur-
thermore, we feel it is critical to 
allow our students to develop their 
own personal projects related 
directly to their course of studies. 
In this way, they can learn how to 
work by themselves and develop a 
sense of autonomy by researching 
and completing their own pro-
jects. 

The development 
of "the peace game" 

During the preparation of the 
autumn 1986 session, we began 
to ask ourselves about what might 
really be on the minds of the stu-
dents we would be meeting in the 
coming year. It did not take us long 
to discover that many of our stu-
dents were preoccupied with 
serious concerns. Several studies 
conducted during the Internation-
al Year of Youth pointed out that 
young people felt threat of nuclear 
war. Further, these studies pointed 
up another important fact: those 
young people who felt the least 
anxious in the face of this threat 
were also those who possessed 
sufficient information to be able to 
take an active part in these deve-
lopments. 

This discovery quickly led us to 
rescue all the materials we had 
gathered on the nuclear question 
from oblivision. They had been 
stored away since the 1976-77 
session, during which time the 
theme of our course had appro-
priately been energy, for it was 
throughout this period that the 
question of Quét>ec's energy poli-
cies had been so widely debated. 
This material, improved upon with 
research on chemical and biologi-
cal warfare, was finally developed 
into the resource materials for our 
course, the contents of which 
became the theme for our project : 
Armament, Disarmament and 
Peace. As we were right in the 
midst of the International Year of 

Peace in 1986, we kept the same 
theme. But we built upon this 
already well-developed founda-
tion in order to extract the idea of 
political involvement for the stu-
dents from it. Thus "The Peace 
Game" was born. 

The students' 
contribution 

The validity of these principles 
was confirmed by the student 
population at the beginning of the 
session and the project was given 
the rubber stamp. It got underway 
with the cooperation of the college 
and was organized by approxima-
tely 40 teams of students in colla-
boration with their respective teams 
of teachers. It took the form of a 
sort of contest along the lines of 
"Génies en herbe" (budding 
geniuses). 

Objectives 
The objectives of the game as 

presented to the students were 
as follows: 

"It might seem incongruous to 
have organized a Question Game 
entitled 'The Peace Game", seeing 
that the themes of this game refer 
almost exclusively to questions of 
armament. But it appears that 
before tackling the difficult ques-
tion of disarmament — a neces-
sary condition (among so many 
others) for genuine and lasting 
peace —, it is important to have an 
understanding of the entire situa-
tion. One of the main things to 
remember in this whole issue is 
that there has been extraordinary 
growth in the development of clas-
sical, nuclear, biological and che-
mical weaponry. Knowledge of 
these types of armaments, all 
designed by scientists, is a reason-
able point of departure for the 
development of a strong argument 
by the citizenry that would allow 
them to take a stand against the 
arms race. Are students of science 
not the ones best disposed to 
spread knowledge of these recent 
developments in nuclear and other 
weaponry, having first assimilated 
the material in their chosen course 
of study? So there you have the 
principal objectives of the game : 
to acquire knowledge that is lar-
gely inaccessible to the majority of 
people In order to transmit this to 
the greatest possible number". 

Preparation of the game 
Each class had made up ap-

proximately 100 questions. The 

questions had to be of a down-to-
earth nature (understood by the 
general public), and the teams 
which had formulated the ques-
tions had to be able, during the 
game, to explain what each ques-
tion meant if members of the 
Question Bank needed to have 
anything specified. 

Other students took care of set-
ting things up for the game and of 
publicizing it across the campus. 

Conclusion 
Besides the attainment of goals 

having to do with purely academic 
matters — such as the acquisition 
of knowledge, the development of 
research skills, etc. — what this 
game really demonstrated was 
how effective it can be to work 
within a team. The students were 
so impressed with the results of 
their own work. And so were we — 
as much by the scale of their 
efforts as by the quality of their 
work. 

Several indices, both objective 
and subjective, enabled us to 
deem this project a success. The 
great majority of students wore 
clothes sporting their team's colors. 
As far as most students were con-
cerned, the game had not gone on 
long enough. Almost all the stu-
dents stayed for the party that fol-
lowed — one Friday afternoon at 
four o'clock — while generally 
there is a mass exodus from the 
college at this time. 

Several second-year students 
expessed their regret (not to men-
tioned their jealousy!) that they 
had not been able to participate in 
such a project when they had been 
in first year. For our students, most 
of whom were enjoying their first 
session with us, they found this 
activity a very appropriate and 
effective way of integrating them-
selves into the college milieu — 
and very quickly at that. 

Glossary 
A few of the words used in "The 

Peace Game" may require defini-
tion. 

The Question Bank : 
All of the questions classified 

according to sector (questions on 
armament in general and strategy, 
chemical weaponry, biological 
weaponry and nuclear weaponry) 
and classified according to diffi-
culty — 1, 2, 3. 
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Question Bank Team-Members : 
Four people responsible for 

asking the questions during the 
game. 

Animators : 
Two or three people responsi-

ble for running the game — the 
presentation, the game itself, the 
concluding word. 

Jury: 
Group of four people whose job 

consists in evaluating and con-
trasting the participants' answers. 

Scorekeepers : 
Group of four people responsi-

ble for keeping the results accu-
mulated by the participating 
classes. 

Order Teams : 
The four above-mentioned 

teams. 

Representative Team : 
Team which represents its 

class. 
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LECTURERS'S RAP 

Gonna tell you a tale 
To make you weep and wail 
It started out okay 
Till it began to decay 

Once upon a time 
There was a couple so fine 
Who fell madly in love 
It was heaven above 

Now love is a perk 
But you still gotta work 
It was at the "U" 
They got together these two 

He was a lecturer 
She was a lecturer 
And between these two 
It was all cuchicoo 

Every session, every season 
Always the same reason 
The major bind 
Is who gets assigned 

When the courses are named 
Speed's the name of the game 
Deadlines in force 
If you're giving a course 

When the contract's initialled 
The race is on, it's official 
You've got a week to prepare 
And then you're on the air 

When the session begins 
It's really a sin 
The courses you teach 
Ain't no peach 

You've got to put on the perk 
You've got to overwork 
Books and notes is what our 
lovers 
Had under those covers 

And when everything's set 
Students' needs being met 
Their own sleep's what they rob 
But they're doing the job 

But here's where the story 
Gets nasty and gory 
The contract's signed, it's true 
But they can cancel on you 

Lecturers have no recourse 
Though they shout till they're 
hoarse 
For this cancellation 
There's a small compensation 

But not enough to survive 
For anybody alive 
Our two love birds 
Were eating whey and curds 

Well, the end of this mess 
You can obviously guess 
After so many days 
They went their separate ways 

From what we can surmise 
Ranning sure isn't wise 
A lecturer's way 
Is always day by day... 
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THE STRESS OF TEACHING 

Jean-Marc, one of the charac-
ters in Michel Tremblay's(Michel 
Tremblay, Le coeur découvert, 
Leméac, 1986) last novel, a French 
teacher in a CEGEP, describes the 
start of the school year as follows : 

"The return to school took place 
amid general indifference. There 
was no enthusiasm among the 
students, who barely greeted 
me, even those who liked me a 
lot. My colleagues were not 
excited either, I felt they were as 
bored as I was... " 

" I made my usual speech. There 
was no reaction. I didn't even 
feel the anger or boredom I do 
when a class does not go well, 
either because I am not feeling 
well or the students are hope-
lessly lost. I even shuddered a 
little with disgust when I review-
ed what I was going to try to 
teach them until Christmas. I 
hope it was not evident, but I 
even glanced longingly at the 
door two or three times. If they 
noticed it, they did not show it 
and waited until the end of class 
to remark among themselves 
that the French teacher who 
apparently was so nice now 
seemed as stupid as the others. 

I let them out earlier than I origi-
nally planned and took refuge 
in the teachers' room, where I 
could see other people with 
faces as long as mine, some 
even longer, in some cases, 
where teaching had become 
the source of all evil. I have not 
yet reached that point, thank 
goodness, my job still Interests 
me, but that morning I had a 
foretaste of what may happen 
to me if I become as bored as 
they are, and I suddered. "(Op. 
cit., Michel Tremblay, pp. 125, 
127) 

Page 29 

Aside from his talents as a no-
velist, Tremblay seems to have 
clear knowledge of w/hat is happen-
ing in CEGEPs at this time: routine 
... depression ... lack of involve-
ment ... exhaustion... The picture of 
the last few years is a dark one. 

THE CAUSES OF BURNOUT 
How can we explain what is 

going on? According to research 
in the field, it can be said that the 
reasons for burnout are of three 
types: organizational, profession-
al and individual. 

With respect to the organization-
al level, burnout is linked mainly to 
the fact that the job is too heavy. 
We are all aware of how teachers' 
workloads have deteriorated over 
the last few years. At the profession-
al level, this is evident in all jobs 
related to the tasks of the helping 
professions (to which, it is often 
forgotten, teaching belongs, even 
though its purpose is educational 
and not healing) where the worker 
must give a lot and receive very lit-
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tie, a factor that results In exhaus-
tion. Furthermore, currently the 
teaching profession has complet-
ely lost its previous high prestige. 

The last round of negotiations 
demonstrated the incomprehen-
sion and contempt administrators, 
government and the population 
have for our w^ork. It is not too sur-
prising that this provokes a strong 
feeling of discomfort in the teach-
ing milieu. I vi/ill not discuss further 
the external reasons for teachers' 
discomfort, as the analysis of these 
factors has been well developed 
by union organizations. I v\/ill broach 
the problem on another level. 

INDIVIDUAL CAUSES 
I vî ill try to examine, rather, the 

individual causes of burnout, based 
on w^hat I have begun to leam about 
what teachers feel. I think there is 
an important factor there to help in 
understanding the problem. 

What teachers feel, their aspi-
rations, their motivation and in a 
general way, their personalities 
are not very well known. 

In 1977, Ada Abraham, profes-
sor at the University of Jerusalem, 
published the results of her re-
search among groups of teachers 
in a work called Monde intérieur 
des enseignants (Ada Abraham, 
Le monde intérieur des ensei-
gnants, Epi, 1977) (Teachers' Inner 
World). More recently, a collective 
work called L'Enseignant est une 
personne (Collective work, L'En-
seignant est une personne, EJF, 
1984) (Teachers are People) under 
her direction gives, as stated on 
the cover a better understanding 
of " Who teachers really are. How 
do they change as they grow older ? 
If choosing a teaching career 
means endangering their own 
mental health, at what point in their 
career do the crisis and exhaus-
tion occur?" 

However, the titles of some arti-
cles such as: La personalité des 
enseignants... un monde à décou-
vrir (Teachers' personalities ... a 
world to discover) demonstrate 
that this is research at the beginn-
ing stage. This is, as far as I am 
concerned, innovative and basic 
research. "This original approach 
in the science of education gives a 
different light to what is called tea-
chers' discomfort It sheds liberat-
ing light by revealing the anguish 

and traps both real and imaginary, 
which teachers must overcome in 
their interior world. "(Op. cit.. Col-
lective Work) 

My research belongs to this 
current, and it is in this light that I 
have animated groups of teachers 
for the past few years and that I 
have begun to conduct individual 
interviews. 

THE SEARCH FOR 
PERFECTION 

First of all, to talk about tea-
chers' internal life is to talk about 
the desire for perfection. Ada Abra-
ham explains that society imposes 
an image of perfection on tea-
chers. He or she is expected to be 
a role model. He or she is given an 
important social role in an expand-
ing society. (For instance, in Qué-
bec, at the beginning of the Quiet 
Revolution, an investment signifi-
cant both financially and socially 
was made to develop the school 
system.) But in a society under-
going a crisis, teachers often be-
come the scapegoats. Teachers 
intemalize this image, and feel oblig-
ed to conform to it. This internaliza-
tion is made stronger because it 
corresponds to a very deep part of 
the personality... The teaching pro-
fession is chosen for very good 
reasons. 

THE IDEAL IMAGE INSTEAD OF 
REALITY 

This ideal image is so strong 
that when research is done among 
teachers about their teaching me-
thods, their answers are based on 
ideal images, not on reality. Thus a 
teacher asked what his values are 
puts " a dialogue with students " at 
the top of the list, even if he or she is 
very authoritarian. The further the 
teacher is from the ideal image, the 
more he—she will take refuge in 
defence mechanisms. 
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" Since a perception of the real 
forces acting within themselves 
threatens a fictitious equilibrium, 
the teacher is forced to deny his 
own perceptions and feelings by 
imposing defence mechanisms 
such as rationalisation, repression 
or denial through fantasy or acting. " 
(Op. cit., Abraham) 

This desire for perfection is 
omnipresent. In the workshops I 
led, they were to prepare a forum-

theatre * piece on the relationships 
between teachers and students, 
some participants, though want-
ing to take part, were unable to talk 
about failure. They only told about 
problems they were able to solve 
to their advantage. 

THE FEAR OF BEING WRONG 
This fear of being seen in the 

wrong shows up systematically in 
the interviews I conducted. 

They are afraid to be judged 
incompetent (they must know eve-
rything and be completely prepar-
ed in order not to be caught una-
ware). They are afraid to be caught 
having uncontrolled emotional 
reactions (anger, sadness, silli-
ness). They must be perfect and 
never be in the wrong. What an 
exhausting defence mechanism! 
This defence condemns people to 
loneliness, as it never allows peo-
ple to be seen or accepted as they 
are : ordinary, vulnerable, likely to 
have faults and failures like any 
other human being. This is the 
road to exhaustion : if the spirit 
sometimes completely denies the 
dichotomy between the ideal and 
the real self, the body protests with 
stiffness, migraines, diarrhea, and 
insomnia. Each body finds its way 
to protest, but it is so seldom 
tieeded. 

THE LOSS OF CONTACT 
WITH ONESELF 

The final result is a more or less 
complete loss of contact with one's 
body and one's emotions and by 
the very same factor, with other 
people. This is another very clear 
aspect. In interviews, I was struck 
by a dream which recurs in two dif-
ferent ways, but always has the 
same basic meaning. 

In the first, the teacher dreams 
he is teaching but cannot see some 
of the students (the classroom is in 
the form of an L, or has pillars). He 
does not know whether the pupils 
are lis- tening, or if they are still 
there. This becomes unbearable... 

This seems to me to be a sym-
bolic representation of the lack of 
contact with part of the group, but 
also with part of each person. A 

* In forum-theatre, a skit is present-
ed depicting a situation with an 
unsatisfactory solution and partici-
pants are asked to suggest other 
solutions. 
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part of the person is in contact with 
itself or with others (intellect to intel-
lect), but the other is lost, or 
missing... 

In the other dream, the teacher 
is in front of his class and realizes 
that he does not have his notes, or 
that he must teach a course in a 
subject he does not know. Panic 
strikes. He is naked in front of the 
group, and this too is intolerable. 

These dreams demonstrate the 
need for and the fear of real con-
tact. This lack of contact is far re-
moved from the hopes teachers 
had when they began teaching. 
They started teaching because they 
thought they would communicate 
their love for the subject matter 
and through it stimulate the stu-
dents' intelligence. This is not what 
happens, however. Many teachers 
tell the same story, recounting an 
experience of having presented a 
passage or part of the subject mat-
ter they cared most about, and the 
students not listening, but laugh-
ing or protesting instead. This re-
presents a deep narcissist ic 
wound : seeing a beloved subject, 
one which serves as a focus of 
one's identity, being rejected. This 
is tantamount to being personally 
rejected. This moment of almost 
narcissistic pain, were it felt, under-
stood, and accepted could become 
an important turning point. What 
actually breaks down here is the 
ideal myth of generosity according 
to which what is desired is to give 
to others, when in fact what is really 
desired is to be loved through the 
subject matter, i.e., not only to give, 
but to receive also. This would then 
be mainly a passage to a real rela-
tionship, implying a separation ; 
the student could no longer be per-
ceived as an extension of self who 
should love the same things, and 
mature through the same stages 
as the teacher did. The student 
would then become a separate in-
dividual, with his own aspirations 
and interests. 

However, this most painful mo-
ment is most frequently hidden, 
and the teacher defends himself 
by establishing relationships of 
power or contempt with the stu-
dents : " I am right and the student 
wrong. I know; he does not..." 
Sometimes the reaction is one of 
seduction. Albert Moyne gives a 
very good definition of seductive 
relationships which he calls mirror 
relationships: 

"The teacher is facing a group 
in his class, and the group faces 
the teachers. Thus, every class-
room resembles a show trans-
formed into reflections where 
each watches the other and re-
flects an image, where each lis-
tens to the other and answers 
as an echo. 

The teacher, (and the students 
too) check whether the pupil 
conforms to the image he wants 
to receive of himself. "(Op. cit.. 
Collective Work) 

The subject matter, which at the 
beginning was perceived as an 
extension of oneself and which 
could have become a factor encour-
aging relationships, becomes a 
screen. No contact is possible and 
boredom sets in. Courses are cer-
tainly rigorously prepared and 
attempts are made to find new tea-
ching methods. 

However, is there a teaching 
method that can replace the es-
sential factor in teaching, which is 
the quality of the relationships es-
tablished? 
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AGING 
At the present time, with the 

lack of new teaching positions, the 
factor of teachers' aging is added 
to the two preceding points. This 
touches the aspect of the adult's 
identity crisis. Given the space 
available for this article, it is impos-
sible to completely develop this 
theme, but generally speaking, we 
can say that the adult goes through 
necessary periods of questioning. 
I would like to quote from Gérard 
Artaud : 

"The adult's identity crisis is 
basically his becoming aware 
of his immaturity, leading him to 
realize that the part of himself 
he has laid aside wants to come 
to the surface, and a confronta-
tion is required, that he did not 
generate himself in one step in 
his education but must 'conti-
nually give birth to himself 
anew'. This rising awareness 
gives birth to the 'individualiza-
tion process' which according 
to Jung consists in recognizing 
what one is, as opposed to 
what one would like to be. "(Gé-
rard Artaud, La crise d'identité 
de l'adulte, 1979) 

Such turning points, such mo-
ments of crisis can, of course, be 
denied. However, the result is that 
life, which could continue to devel-
op, becomes dangerously cons-
tricted. 

THE IMPORTANCE OF THE 
SUPEREGO 

Since teaching brings us into 
constant contact with adoles-
cents, we are particularly faced 
with periods of self-questioning. 
Whether we like it or not, we repre-
sent authority figures, those of the 
parents, father or mother. The au-
thors of the article L'enseignant et 
son mal de vivre (The teacher and 
his difficulty in life) explain: "It is 
important... to know that all careers 
in the caring professions which 
represent family relationships bring 
into play strongly superego-type 
situations : the child, authority, pa-
rents and society are images 
through which interior conflict aris-
ing from the subject's childhood 
can be reactivated. This will bring 
totheforeground highly repressed 
events, and the danger of having to 
relive situations of conflict with 
parents. "(Op. cit., Gérard Artaud) 

The temptation to defend one-
self from painful deep self-ques-
tioning is very strong. I have often 
been deeply affected by the emo-
tions bared in an exercise I do with 
certain groups. First the pupil we 
were is presented, then the pupil 
we would like to have been. Then 
we examine what repercussions 
these things have on our relation-
ships with students. These are 
always very intense moments in 
which people are astonished by 
what is revealed. 

It is never easy to put oneself 
into question, to seek to know one-
self better. However, is there any 
other way to develop oneself? 

Thus, it is through the path of 
self-knowledge that I have chosen 
to work to understand the pheno-
menon of burnout. I do not claim to 
have the answers, but I believe that 
we can look for ways of improving 
things. 

SOME POSSIBLE SOLUTIONS 
It may be possible to set up a 

regional network of help for tea-
chers. This network could permit 
the development of discussion 
groups where teachers could talk 
about what they are- experiencing 
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(thus breaking out of isolation, find-
ing a place where they could allow 
their real image to show). This may 
give support to teachers in tempo-
rary difficulties, instead of waiting 
for extreme burnout. 

It is clear that these are possi ble 
solutions to be closely examined. 

I also believe that if we change 
the way we speak about ourselves 
with each other, allowing oursel-
ves to make known our problems, 
our fears and our desires this could 
also help us get a more accurate 
self-image. I do not say this will be 
easy, just that it can be envisaged. 

Finally, if teaching is mainly an 
act of being in relationships, then it 
is clear that the number of stu-
dents we must meet should be 
reduced. I must say that someti-
mes the union discourse we have 
presented seemed a bit insuffi-
cient to me. I think we must give it 
back its full relational meaning If 
we want to be heard. 

In conclusion, I quote from Pierre 
Ducros who works at Grenoble 
University : 

"To be an educator, the teacher 
must be present with his mind, but 
also his feelings, his sensitivity and 
his emotions. He should be able to 
live and communicate with his fear 
This is not to lye taken for granted. It 
demands training and work on per-
sonal development. 

Because of his ignorance, at 
least in part, of the 'interior life' of 
his students, the teacher must exa-
mine his own, the only one with 
which he has real contact. He has 
to - and this is not easy - recognize 
his wishes, his needs to seduce or 
control, his guilt feelings and his 
fears. " (Op. cit., Gérard Artaud) 

He calls this part of his essay: 
L'outil majeur de l'enseignant : lui-
même (The teacher's main tool : 
himself). I find this a beautiful title. 
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THE EDUCATIONAL SYSTEM 
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Prior to 1960, the completion of 
primary studies often signalled the 
end of schooling for many Quebe-
cers ; now it is a high school di-
ploma which plays that role. This is 
already a significant step, but many 
among us would wish that this lat-
ter certificate would be replaced 
by a diploma of higher-level stu-
dies. Within the field of education, 
one's hopes and dreams are 
accompanied by progress that is 
all too slow and costs that are 
unavoidable. 

Those who plan the school cur-
riculum have consistently attempt-
ed to take all factors into account. 
When they design a program of 
studies for an entire student popu-
lation, they must make it applica-
ble not only to those who are 
pursuing advanced studies, but 
also to those who consider their 
current phase of instruction to be 
their final one. 

1987 also marks the tenth anni-
versary of the consultation pro-
cess to which the governement 
had committed itself through its 
Green Paper. The Péquistes devot-
ed much time and energy to 
making sure that their own wishes 
were understood — all under the 
guise of "consultation". They were 
seeking consensus, all the while 
allowing themselves to indulge in 
considerable anger towards those 
who weren't saying the right 
words. 

The Charter 
of Obligatory Schooling 

One of the consequences of 
these consultations was the draft-

ing of a policy on school curricu-
lum for the primary and secondary 
levels. This was contained in The 
Charter of Obligatory Schooling. 
This document was composed of 
regulations concerning: number 
of school days, subject matter to 
be taught, as well as time to be 
devoted to and the relative Impor-
tance of each. It presented the 
government's vision of an Educa-
tional System, and what it expect-
ed from teachers at the primary 
and secondary levels. In general, a 
document as important as this one 
is not changed at whim; in fact, 
there have been only minor adjust-
ments over the years. That is why 
we can pretty well imagine what 
the future generation will be like 
just by referring to the expecta-
tions and rules contained in this 
document. 

Teachers have always been 
very concerned about the future of 
youth and their progress. Howe-
ver, the principal means of attain-
ing these objectives have not been 
the same for all. The prescriptions 
of theoreticians have often had 
more success (in being heard) 
than the good sense of practition-
ers. Often we have seen theore-
tical frameworks imposed upon 
us, such as those from France and 
the United States. But when we try 
to apply these, we find their truth to 
be ephemeral. 

Let's take, for example, the mat-
ter of shcool integration. Ideally, all 
young people should have the 
same opportunities. During the 
period where there were few 
teachers and few students, each 
did his or her best. Today, eve-
ryone goes to school, including 
people with visual, auditory and 
functional impairments — as well 
as students with behavioral pro-
blems. The school system would 
like to give students the chance 
that life has denied them. 

A glance backwards 
We would wish that all students 

be intelligent, studious and sports-
minded. The school system has 
wanted to mix those who possess 
the above-mentioned attributes 
with those who have difficulties. 
However, it has accelerated this 
process — for reasons of competi-
tion with the private sector, the 
public school system has divided 
students into: a group for gifted 
children and a group for those fol-
lowing enriched courses; while 
among the remaining groups of 
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regular children are found those 
who the system has decided to 
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integrate because of their perso-
nality problems. 

Therein lies the nostalgia for the 
good old classical colleges. These 
days one would not wish to be 
accused of being nostalgic (even 
on pain of death !). We may declare 
our nostalgia for the Quiet Revolu-
tion, for the Referendum defeat or 
for those great union victories won 
by our common fronts. Why deny 
the past ?There is nothing to regret 
and even less to reproach oursel-
ves for concerning our collective 
experience. 

And the colleges 
of yesteryear ! 

Let's go back to the classical 
colleges. The thing for which 
they'll be remembered most is that 
they provided solid training. We 
forget that, at these schools, time 
was never spared. Forget, if we 
can, the real difficulties of Latin 
and Greek, and, if we could, it 
would be necessary to reread the 
texts written during this period. 
What an incredible waste of time ! 

What remains in our uncons-
cious, however, is that these 
schools devoted themselves to the 
development of excellent stu-
dents. In the wave of democratiza-
tion which ensued, human rights 
and equality for all were the main 
topics of concern. Can we be so 
sure that what was really happen-
ing was not simply the imposition 
of the least common denomina-
tor ? (Really, it is far too often that a 
select few impose their will on the 
majority.) We agree, in principle, 
that we must be concerned about 
each and every individual and that 
there must be equal opportunity 
for all. But let others provide some 
of these opportunities as well. It is 
not so much within the private col-
leges, CEGEPS or universities that 
we find the majority of those with 
the above-mentioned difficulties. 

We have succeeded in convinc-
ing ourselves that society has ne-
glected its best elements. On the 
pretext that some students would 
lose a little of their time by learning 
how to live in a society where not 
everyone is gifted, rich, beautiful 
and wise, we contend that intelli-
gent children are the ones being 
neglected. This would be the first 
time, it is maintained, that society 

would not have a natural tendency 
to respond to criteria of excel-
lence. Remember: It is far more 
difficult to pay attention to those 
who have real needs. This is a diffi-
cult standard to attain. It is these 
students who have a greater 
chance of losing their way. 

A school for all 
The main thing is to have 

schools for all members of society, 
designed to help those who would 
never succeed through their own 
means. It is in this sense that the 
notion of basic education has 
some meaning. Either a basic form 
of education is suitable for a small 
group or it must be designed to be 
suitable for all. There is no middle 
ground. It has been useful to ask 
ourselves whether an open school 
— a living center — is not in fact 
better than a school intended for 
a minority. 
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Basic education 
What is meant by basic educa-

tion for all ? This is a difficult notion 
to ponder. Is it so important to cor-
rect spelling errors when the com-
puter will soon handle this pro-
blem? Even if there were few 
errors in the recollection of histo-
rical dates and geographical loca-
tions — which would seem to be 
the advantage of emphasizing this 
kind of training — we also have to 
consider the drawbacks. At one 
time, when an error in calculation 
would risk ruining a complete mat 
hematical deduction, it was neces-
sary to review those basic steps 
again and again. Who needs to for-
malize things these day? 

During the time of the Greeks, 
music and sports constituted a 
significant part of basic education. 
Throughout the generations, it 
became indispensable to learn 
multiplication tables ; today, on the 
other hand, a small calculator has 
rendered this exercise almost 
obsolete. For many, the best stu-
dents are those in the style of 
"Génies en herbe" (budding 
geniuses). To give the impression 
of knowing everything does not 
necessarily guarantee the quality 
of reasoning, nor does it ensure 
that our young people will be per-
sons who will demonstrate aware-
ness of what is going on around 
them. 

The school system devotes 
much time to matters of basic edu-

cation. French, Mathematics and 
English are essential. If young peo-
ple do not have a better grasp of 
these basics, it is not only the fault 
of the school system. To someone 
who has grown up outside such a 
system, basic education remains 
instruction in such matters as cal-
culations, spelling, dates and capi-
tals. However, to a teacher, basic 
education includes everything that 
will prepare the student for life. 

Unfortunately, too many stu-
dents terminate their education 
upon completion of secondary 
studies. This is not normal. We 
must devote every effort possible 
to improving the situation. 

It is through the efforts of the 
Educational System and the col-
lective will of parents that the 
policy of providing everyone with 
the best opportunities possible is 
now recognized as mandatory. 
This means that the system must 
stop failing such a great number of 
our students. We must take a mul-
titude of criteria and prerequisites 
in this regard. We must also take 
into consideration the advice of 
true specialists — not only civil 
servants, management and uni-
versity professors, but those who 
must live on a daily basis with the 
reality of youth whom it is said 
know nothing — after having 
devoted eleven years of their lives 
to learning. The majority of young 
people know how to read, write 
and count ; but, beyond their stu-
dies, they know much more. It is a 
cheap insult to blame teachers, the 
Educational System and even 
young people themselves when 
these students make mistakes in 
French or multiplication. A school 
is there as a learning tool — the 
rest is yet to come. Today, the 
trade of blacksmith is all but for-
gotten. Have we really lost that 
much? 

Gilles Bureau 
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SYMPOSIUM ON CEGEPS 

Why a symposium on CEGEP 
teaching? Are there issues in-
volved in post-secondary teaching 
that require our immediate at-
tention ? 

The symposium could be an 
ideal time to do some thinking 
about maintaining, developing 
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and democratizing the CEGEP 
system. After 20 years of CEGEPs, 
it's time for an evaluation. Has 
education been democratized? 
How can we get this debate under-
way once again? Do CEGEPs 
operate democratically? How do 
the CEGEPs respond to the new 
needs expressed by changes in 
today's society? Is the creation of 
a free market in education the 
solution? How do these changes 
affect our work as educators? 
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Last year, our Federation or-
ganized a tour of the local unions 
to discuss the major changes 
affecting the CEGEPs. Professors 
expressed their concerns about 
certain practices aimed at priva-
tization in the CEGEPs and their 
effects on the quality of education. 

We will cite just a few examples 
which, although apparently limited 
at the present time to a few 
CEGEPs, are nevertheless a se-
rious threat to the entire system. 
Other than general practices such 
as contracting-out of certain 
professional and support services, 
billing to clients, a review of 
general training in order to res-
pond to the specific needs of 
programmes and the develop-
ment of competi t ion among 
CEGEPs, many CEGEPs are 
now working together with 
private companies in order to 
dispense services. The way they 
work together varies from the 
creation of companies or an asso-
ciation with companies in order to 
offer different teaching and re-
search services to the hiring of 
companies to give adult education 
(and sometimes regular) courses 
and the transfer of services and 
grants from the ministry of educa-
tion to private companies created 
by CEGEPs. 

CONTRACTING-OUT 
Among the concerns raised 

during the tour, one of the most 
widespread concerned the de-
velopment of contracting-out. 
Professors' unions are facing the 
problem of some of their mem-
bers founding companies in 
order to sell their services to 
adult education and the problem 
of professors selling the docu-
ments used in their courses. 

ADAPTED TEACHING 
Also, the development of adapt-

ed teaching appears to provide a 
context which promotes the de-
velopment of these phenomena. 
It's difficult to measure their extent 
right now. In one case, we disco-
vered that one of these compa-
nies hired staff to provide courses 
which the CEGEP had contracted. 
CEGEP Adult Education services 
seem to be offering adapted cour-
ses only in the area of profes-
sional training. General training 
and popular have been left aside. 
Adult Education appears to be 
focusing on what is most profita-
ble in the short run. 

NEW APPROACHES 
But, despite their fears about 

the dangers which certain practi-
ces in the CEGEPs represent for 
the quality of education, profes-
sors do not understand what type 
of CEGEP the government is 
hoping to establish. They are 
wondering what kind of teaching 
and what kind of new pedagogical 
approaches are expected of them. 
They are keenly interested in the 
pedagogical issues facing the 
CEGEPs at the present time. 

Within the context of this de-
bate, some people have said that it 
will be necessary to distinguish 
training, schooling and teaching, 
define the goal of CEGEPs and 
define the role of professors in 
terms of that goal. 

A CSN SYMPOSIUM 
ON THE CEGEP SYSTEM 

The symposium will be an 
opportunity to evaluate the last 20 
years of CEGEP education; we 
will propose that workshops ad-
dress the issue of democratization 
and what that has meant in the 
CEGEPs. In order to do that, we 
will have to base our evaluation on 
the concrete problems ex-
perienced by CEGEP workers due 
to budgetary cutbacks and chan-
ges in the student body... How do 
these concrete problems affect 
the pedagogical environment 
and the education provided in 
CEGEPs ? And we have to be able 
to come up with perspectives 
and solutions to the new problems 
arising in CEGEPs as a result of 
changes in Quebec society. 

On the basis of this general 
approach, we will address the 
following issues : 
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Youth : between failure 
and excellence 

The evolution of students. Im-
pact on school. What is their 
economic and cultural situation in 
1987? Why are the number of 
dropouts and failed courses so 
high at this level of education ? 

Adult Education : 
market or service? 

" Does the future of the CEGEPs 
depend on adult education?" 
What is the role of the CEGEPs in 
terms of professional training for 
adults? What framework should 
be given to adapted courses, on-
the-job training and the recogni-
tion of life skills? How are the 
government and local administra-
tions responding to these new 
needs ? Is the answer the creation 
of an education market? 

Can different mandates 
be reconciled ? 

With the budgetary cutbacks of 
1979, the CEGEPs got $100 
million less. Should the CEGEPs 
get new mandates (community 
service, research, an international 
mission)? How could these new 
missions help to democratize 
school and culture? 

After 20 years, 
does it still make sense 
to work in a CEGEP? 

How do we evaluate the work of 
each CEGEP worker? (Burnout, 
ageing, a yen to do something 
new... How do professors (part-
timers...), *PNE and support staff 
work together ? What is their role in 
the institution ? What is their rela-
tionship with the students? 

Professional training 
Professional training in CEGEPs 

is undergoing radical change and 
is providing new challenges for 
workers. What are the changes 
taking place? Is there a need for a 
professional training policy in 
Quebec? What are the main 
problems which affect this sector? 
Is a profound change occurring in 
the teaching milieu? Adapted 
courses, on-the-job training, po-
pular education... ? 

Should the CEGEP system 
remain ? 

Why study in a CEGEP ? What 
type of teaching should be pro-
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vided there? Is the definition of 
basic training useful for analyzing 
the goals of CEGEPs and defining 
college teaching vis-a-vis that 
provided at the high school and 
university levels? What does the 
"pursuit of excellence" mean in 
the college system ? 

CEGEPs and women 
What is the role of women in 

CEGEPs? Guidance counselling 
and girls, female models, equal 
opportunity programmes, sexism 
and sexual harassment are all 
issues that warrant our attention. 

The labour movement : 
an innovative force 
or an obstacle to change? 

What is the role of the labour 
movement in the schools ? Should 
the labour movement in CEGEPs 
"turn a new leaf" and broaden its 
role in the face of new manage-
ment strategy (new forms of human 
resource management)? What 
should the relationship between 
our union action and students be ? 
In our reflection, we should examine 
the evaluation of pedagogy by 
consumers and different peda-
gogical approaches (feminist 
pedagogy, pedagogy and inter-
national solidarity, peace educa-
tion). 

To our Federation and the 
C.S.N., the symposium mustn't be 
a "P.R., event" but rather, an 
important opportunity to think 
about the challenges in education 
and the changes needed so that 
CEGEPs adapt to present day 
reality, respond to new needs and 
act as collective tools for social, 
economic and cultural develop-
ment. 
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