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“Am | privileged or marginalized? | don’t know. | guess it depends how you look at me. Maybe |
am both. What | do know is that, when | am in a position of privilege, | am always happy to learn
how | can become a better ally, and when | am in a position of marginality, | am always happy to
count on allies to be able to feel safe in my work space.”

- Excerpt of a letter to the Task Force

The purpose of this document is to present the results of deliberations and evidence-based
recommendations of the Task Force of Lester B. Pearson School Board (LBPSB) on Diversity,
Equity and Inclusion.

W/ Jritrdoiton

What is the Lester B. Pearson School Board (LBPSB)?

LBPSB oversees 36 elementary schools; 12 secondary schools; and 8 adult education
and vocational training centres. lts territory stretches through 32 municipalities from the
Vaudreuil-Soulanges area near the Quebec-Ontario border to Verdun in the South-West along
the St-Lawrence river and includes 5 boroughs on the island of Montreal. Although the School
Board sets the policies, vision and goals for the school district, it does not run individual schools
as that duty falls within the responsibilities of the individual school principal or centre director.
Thus, each school sets its own tone and ways of daily operation.

1.2 What is the LBPSB Task Force on Diversity, Equity and Inclusion and why was it
created?

In the late Spring of 2020, two students at one of the secondary schools coming under the
administrative governance of the Lester B. Pearson School Board (LBPSB) were identified as
having created a video which, unfortunately, was based on the vilification of a visible
ethno-cultural group. In response, the LBPSB Council of Commissioners released the following
statement:

Events around the world and more recently in our community have brought issues of systemic
racism, inequity, and injustice to the fore. The Lester B. Pearson School Board acknowledges
that racism exists in society and has longstanding historical roots. The devastating impact of
discrimination and racism can no longer be ignored. The Lester B. Pearson School Board
denounces racism and discrimination in all forms. Our school board has always been
committed to equity, inclusion, and respect for all. We are actively re-examining the ways in
which we live these values, the ways we do not, and the work we must do to honour them. We
pledge to work together with our community to lead positive change. We commit to undertake
actions that will improve the learning and social experiences for the students and communities
we serve. As educators, we must take an active role in addressing racism with students and
staff. As citizens, we have a responsibility to raise our level of awareness and join in the
collective fight for positive social change.
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We deeply regret the anger and pain generated within our community. Our goal is to learn
from this experience and move forward in a positive and constructive manner. We will look
to provide our students and staff with opportunities, both in and out of the classroom, to
learn about and discuss issues that affect disenfranchised communities and highlight the
historical context of these important topics.’

In addition to the above statement, the LBPSB passed the following resolution:

At the special meeting of the Council of Commissioners on June 22, 2020, the Council
passed a resolution, “Declaration of Anti-Racism and Anti-Discrimination”, that not only
reaffirmed the School Board’s anti-racist position, it went further by establishing a Task
Force to be comprised of administrators, commissioners, staff, students, parents, and
representatives of minority and disenfranchised communities to oversee the development
of a comprehensive action plan to address all forms of racism and discrimination in the
LBPSB.?

On 15 July 2020, LBPSB asked Dr. Myrna Lashley to head up at a Task Force to be known as the
LBPSB Task Force on Equity and Diversity, hereinafter referred to as the Task Force (TF).3

It is important to note that the TF was not mandated to focus on any specific school but to
develop evidence-based recommendations which the school board can present to its schools and
which the schools can adapt to their specific populations and needs. However, it is also
imperative to recognize that the racist incident in a particular school was a major driving force
behind the creation of the TF.

1.3 Mandate
The mandate of the TF was twofold:

1. Evaluate the strengths and weaknesses of existing policies and procedures pertaining
to addressing and elimination all forms of systemic racism and discrimination; and

2. Produce actionable recommendations to serve as a foundation upon which individual
institutions, based on demographic and educational requirements, can build to
promote equity and inclusivity for all students and staff.

" https://www.lbpsb.qc.ca/council-of-commissioners/task-force-on-equity-and-inclusion

2 |bid

3 The representative of the SPVM, Khobee Gibson, was unable to attend any of the meetings. However, he was made aware that the
meeting minutes and other information were always available on the web site of the TF. Also, due to personal reasons Ms. James was
unable to attend several meetings. However, as with Mr. Gibson, the information was made available on the website. In this way, the
possibility was there for their participation.
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This mandate was very particular as it emphasized the fact that addressing issues of
diversity, equity and inclusivity is not a binary exercise composed of one group versus another but
recognizes that there are several areas in human relations where one or more groups view
themselves as being superior to others based on stereotypes and prejudice.* This position is very
much in line with that mentioned in the report entitled Présentation des résultats des travaux de
la Table a I'Office de consultation publique de Montréal Dans le cadre des consultations
publiques sur le racisme et les discriminations systémiques® in which it is stated that the term
“other” is no longer limited to ‘traditional’ individuals subjected to discrimination such as
Indigenous and First Nations peoples; Blacks, refugees and immigrants. On the contrary,
LGBTQIA2S+ individuals, genders, and persons with varied abilities are also victimized through
exclusion in civic spaces. As stated in the report, these types of exclusions are “trans-historical”.
In other words, they transcend historical boundaries.

However, focusing on creating solutions to address these areas as single issues would be
remiss as such an approach would necessarily ignore the myriad identities of each individual and
the lived reality they face on a daily basis. In other words, issues of intersectionality must be taken
into consideration. By way of definition, intersectionality

“is a theoretical framework which maintains that elements such as race and ethnicity, gender,
socio-economic status, and sexuality map onto strata within social hierarchies where they
interact and intertwine, resulting in unique identities within, and outcomes for, individuals.
Intersectionality includes an explicit awareness and recognition of power, oppression,
inequality, and social exclusion. The meaning and significance of these social elements vary
across time and space, depending on their social contexts, cultures, and historical periods.”
(Muirhead et al., 2020. p.2)°

Muirhead et al, adds that recognizing these interactions is not enough, but that concrete ongoing
engagements must also be involved. In other words, there must be proposed, and executed,
actions to right wrongs.

1.4 Areas on which the TF focused

Given the above considerations, the areas on which the TF focused were: Genders;
Sexualities; Abilities; Race and Ethnicities; and Religions.”

LBPSB has several policies to address many of the issues under discussion. For example,
there are policies aimed at: the needs of those with different abilities; safe and caring schools;
and intercultural education; among others. However, a major issue is whether these policies are

4 https://www.aclrc.com/

5 https://ocpm.qc.calsites/ocpm.qc.calfiles/pdf/P100/8-100_tdild.pdf

8 Muirhead et al., (2020). What is intersectionality and why is it important in oral health research? Community Dent Oral Epidemiol. pp.1-7.
DOI: 10.1111/cdoe.12573

7 This category is not concerned with the religious beliefs of any individual. We are, however, aware that some individuals suffer discrimination and prejudice
because of their real, or assumed faith. Moreover, sometimes, faith and ethnicity are conflated.
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perceived by users (ex. Employees, students, parents) to be easily accessible. Perhaps more
important questions are: Are users aware of the policies? How comprehensible are they? Is the
policy written in a form which invites user participation or is it replete with jargon and leans heavily
toward the protection of the institution? Another major issue is whether users feel comfortable in
seeking redress, should it be necessary. In other words, are the policies safely usable?

The concept of safety is not to be underestimated as persons who find themselves in
situations in which they must question organizational precepts, or challenge authority, are often
fearful of dismissal or repercussions. This is true in most areas of human interactions where
power differentials play a major role. For example: hospital personnel and patients; employer and
employee; teachers and students; and even parents and children. Moreover, this is a worldwide
phenomenon. By way of illustration, consider that Cullen (2015)2 states that the Irish Information
Commissioner reports that patients are often afraid to complain to authorities about their care
because they fear repercussions to themselves and their loved ones. An advice blog curated by
Sklover (2012)° responds to a person identifying themselves as Eleanor who speaks about being
abused in the workplace; aware that she should file a grievance but being afraid because “people
more powerful than myself” will conspire to mount a powerful case against her.

There is no reason to assume that users of the educational sector are exempt from these
fears as they are, by definition, in vulnerable (none or limited power) positions — parents because
of the need to protect their children; employees to protect their jobs; and students, to procure and
protect good grades.

1.5 Methodology

Using data from Statistics Canada, the TF was able to ascertain the ethnic and religious
makeup of all the territories served by the LBPSB. This information was then employed to seek
individual representatives of those backgrounds to populate the TF. In addition, it was necessary
to ensure that those representing the different sectors of the LBPSB were also included. To do
this, contact was made with these groups by asking that the Director General, Dr. Cindy Finn
advise the recognized representative of each sector to inform their membership of the search for
individuals to serve and to have those interested contact the chair, in writing, to discuss their
possible inclusion. It was made clear that an individual’'s application did not guarantee
acceptance, especially in the event that more than one person applied. This was to make sure
that the parameters set by the Board were met and that the individual endorsed the mandate and
was prepared to work within its boundaries.

8 Cullen, P. (2015). Patients ‘afraid to complain’ for fear of repercussions. The Irish Times.
9 Sklover, A.L. (2012). | fear the consequences of filing a complaint; any suggestions? Sklover working wisdom.
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1.5.1 Community members

The chair solicited the participation of community members by making appeals through
media (radio, television, print) and word of mouth.

The chair interviewed every applicant to the TF to make sure they wanted to work within a
structure which promoted Equity, Diversity, and Inclusion; accepted that the work would be
intense; were committed to a three hour formal meeting twice per month; committed to working
steadfastly within a subgroup outside of formal meeting hours; understood the necessary to work
from an evidence-based perspective and make recommendations based on that perspective; and
work with the members of their group to produce a document which would be incorporated into
the full and final report.

1.5.2 Total

It was important to keep the number on the TF to a manageable level. Therefore, although
it is generally recognized that numbers beyond 10 could be problematic, in order to ensure
diversity, equity and inclusion, the number was set at 20, including the chair.™

Although on the surface this may seem to be broad, the fact that sub-groups were to be
established compensated for the larger number and allowed for the following:

» Greater opportunity for genuine diversity;

» Broader range of skill sets;

» Workload sharing across greater numbers;
« Enhancement of analysis and deliberations;
» Ability to cope with absence of members."

No member of the Board or the administration had any input into who was chosen to be
on the TF.

1.5.3 Establishment of groups

Although formal meetings of the entire TF were held bi-monthly, gatherings of the
sub-groups occurred more frequently and formal upgrades were provided by each group to all
members at each bi-monthly assembly. Each sub-group was composed of individuals involved
with LBPSB in some capacity, and community members. In order to maintain the independence
of the TF, each sub-group was chaired by a community member.

1.5.4 Logo
In order to formally and emotionally demonstrate the independence of the TF from the

LBPSB, a logo representing the TF was created and all information related to the TF were to be
found under the section represented by that logo on the LBPSB site.

01t is important to note that particular attention was paid to gender parity.
" https://www.governancetoday.com/GT/Articles/What_is_the_optimu m_Board_size.aspx
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1.5.5 Procedure

Before the first meeting, information was gathered concerning the cultural and ethnic

breakdown of the LBPSB territory. Those data are shown in Table 1.

Table 1: Ethno-cultural breakdown of population on LBPSB territory.

MUNICIPALITY TOT POP VS POP VS POP % % POC / # % B # % Al#
Baie-d’Urfé 3 800 430 11.60% 2.7% 1100 1.2% /45 1.1% /40
Beaconsfield 19 300 2450 12.90% 3.4% 1 645 1.9% / 360 0.05% /100
DDO 48 900 18 700 38.80% 13.5% / 6 500 6.8% /3 300 0.2% /100
Dorval 19 000 4 350 23.40% 3.7% 1 680 4.3% / 805 1.4% / 260
Hudson 5200 180 3.50% 0.9% / 45 0.5% /25 0.5% /25
Kirkland 20 100 4800 24.20% 7.3% 11445 2.7% /1535 0.5% /100
Lachine MTL 42 505 10 255 24.10% 3% /1500 11% / 4 800 1.5% /625
Lasalle MTL 75 150 27 845 37.10% 9% /7 200 15% /11 400 0.9% /700
Pfds-Rox MTL 68 800 29670 43.10% 18% /12 300 11% /7 800 0.6% /420
Pincourt 14 500 2160 14.90% 2.8% /395 5.6% /815 1.3% /195
Pointe-Claire 31400 6 600 22.10% 5.4% /1635 3.3% /995 0.7% / 205
St-Télesphore 760 10 1.30% 0/10 0/0 0/0
St-Lazare 19 900 1300 6.40% 0.9% /180 1.5% /290 1.3% /250
Ste-Anne-de Bellevue 4900 645 14.40% 5.2% /230 1.7% 175 2% /90
Vaudreuil-Dorion 38 100 7410 20% 7.3% 12705 4.7% 11725 0.9% /325
Verdun MTL 67 300 14 000 20.80% 4% /2900 3.8% /2600 1.1% /710

479 615 130 805 24.60% 8% 138 470 7.4% 1 35 570 0.8% /4 145

STATISTIC SOURCES: Districts without “MTL”: https://www12.statcan.gc.ca/census-recensement/index-eng.cfm?MM=1
Districts with “MTL": http://ville.montreal.qc.ca/portal/page?_pageid=6897,67845597&_dad=portal&_schema=PORTAL

STATCAN DEFINITION OF VISIBLE MINORITY
Visible minority refers to whether a person belongs to a
visible minority group as defined by the Employment
Equity Act and, if so, the visible minority group to which
the person belongs. The Employment Equity Act defines
visible minorities as "persons, other than Aboriginal
peoples, who are non-Caucasian in race or non-white in
colour". The visible minority population consists mainly
of the following groups: South Asian, Chinese, Black,
Filipino, Latin American, Arab, Southeast Asian, West
Asian, Korean and Japanese.

POC = South Asian, Southeast Asian and West Asian

B = Black

A = Aboriginals (*STATCAN terminology prior to this report)
% | # = Percent / Total Number

TOT POP = Total Population

VS POP = Visible Minority Population

VS POP % = Visible Minority Percentage

LEGEND

As is shown in table 1, the data break the stereotypes of the LBPSB as lacking cultural and
ethnic diversity. It also shows that the diversity is not limited to the areas bounded by the municipalities
of Lachine and Verdun, but extends into what is commonly referred to as the West Island and beyond
to the border of the province of Ontario. Thus, as it demonstrates, the demographics of the
West-Island of Montreal is much more diverse than may be generally assumed. Obviously, not every
student will be attending a school within the system of LBPSB as some will be in the French language
system and some in private schools. It is, therefore, important to underscore that the data speak to
the total population in these districts and not the population of enrolled students.

We also looked at the age distribution (5 - 19) within the territory served by LBPSB. These data are
shown in table 2.
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Table 2: Breakdown of individuals aged 5 - 19 living on the territory served by LBPSB.

MUNICIPALITY TOTPOP | VSPOP | VSPOP % | AGE 5-19# | AGE 5-19% LA# LA% CHIN# CHIN%
Baie-d’Urfé 3 800 430 11.60% 790 20.80% 55 1.50% 135 3.60%
Beaconsfield 19 300 2450 12.90% 4185 21.70% 195 1% 590 3.10%
DDO 48 900 18 700 38.80% 9135 18.70% 990 2.10% 1715 3.60%
Dorval 19 000 4 350 23.40% 2740 14.40% 675 3.60% 820 4.40%
Hudson 5200 180 3.50% 820 15.80% 20 0.40% 55 1.10%
Kirkland 20100 4 800 24.20% 4045 20% 195 1% 1440 7.20%
Lachine MTL 42 505 10 255 24.10% 6 005 16.20% 990 2.30% 1360 3.20%
Lasalle MTL 75150 27 845 37.10% 11 975 16% 2620 | 3.50% | 3755 5%
Pfds-Rox MTL 68 800 29670 43.10% 13615 19.80% 1545 | 220% | 2180 3.20%
Pincourt 14 500 2160 14.90% 2960 20.40% 190 1.30% 270 1.90%
Pointe-Claire 31400 6 600 22.10% 5280 16.80% 400 1.30% 1805 5.70%
St-Télesphore 760 10 1.30% 140 18.40% 10 1.30% 0 0.00%
St-Lazare 19 900 1300 6.40% 4 095 24.60% 155 0.07% 220 1.10%
Ste-Anne-de Bellevue 4900 645 14.40% 865 17.60% 90 2% 110 2.50%
Vaudreuil-Dorion 38 100 7410 20% 7 465 19.60% 565 1.50% 315 0.90%
Verdun MTL 67 300 14 000 20.80% 8155 12.10% 2545 | 3.80% | 2990 4.40%

479 615 130 805 | 24.60% 83 080 11 240 17 760

STATISTIC SOURCES: Districts without “MTL": https://www12.statcan.gc.ca/census-recensement/index-eng.cfm?MM=1
Districts with “MTL": http://ville.montreal.qc.ca/portal/page?_pageid=6897,67845597& dad=portal&_schema=PORTAL

CHIN# = Number of Chinese minorities
CHIN% = Percentage of Chinese minorities
TOT POP = Total Population

VS POP = Visible Minority Population

VS POP % = Visible Minority Percentage

AGE 5-19# = Total number of individuals in age bracket
AGE 5-19% = Percentage of total population in age bracket
LA# = Number of Latin American minorities

LA% = Percentage of Latin American minorities

LEGEND

As is shown in table 2, the distribution does not merely refer to the population of municipalities
but also the ethnic breakdown of the districts.

These data centered the foundations of our evidenced based arguments and
recommendations and helped to advocate for a comprehensive report to assist LBPSB and its
schools to utilize resources in a manner best suited to promote and encourage the inclusion of even
the smallest population of ethno-cultural groupings.

In order to involve the general public in the process, media appearances (radio, television,
print) were made by the Chair soliciting the participation of parents, both current and past; students of
the LBPSB, current and past students; as well as both current and past employees. An open letter
was also placed on the dedicated web space of the TF to that effect.’? The outreach called for the
public to acquaint the TF with issues — both negative and positive — which their children encountered
while attending schools under the jurisdiction of Lester B. Pearson School Board (LBPSB). In
addition, they were asked to make recommendations to remedy negative situations they highlighted
and/or provide support for positive observations. In addition, the Chair made several media
appearances to advertise, and report on, the progress of the TF.

2 http://www.lbpsb.qc.ca/council-of-commissioners/task-force-on-equity-and-inclusion
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1.5.6 Meetings

To date there have been 20 formal bi-monthly meetings of the full TF held. During these
meetings, although all issues were discussed collectively, members were expected to always
present the perspectives of the group they represented (ex. parent, community, principal etc.)
particularly in the creation of recommendations. In this manner, focus was maintained on the
inclusive nature of the deliberations and assisted in the creation of a comprehensive report.™

The minutes of all formal meetings were made available to the public through the
dedicated web space, already mentioned.

The TF in general, and the subgroup in particular, undertook to examine what is being
done not only in LBPSB, but also elsewhere. This step, and the collection of letters from the
community, made sure that data were being collected. Furthermore, having data allows
individuals and groups to engage in discussions and make policy and procedural decisions based
on verifiable information. Moreover, since everyone was working from the same set of data, it
removed some elements of personal interpretations, feelings and biases. Of course, this did not
mean that anecdotes would be discounted, but it did provide a foundation which could be
employed to decode anecdotes and personal interpretations.

It was determined that all formal recommendations must be evidenced-based, and such
evidence must be cited and appropriately referenced. Non-evidenced-based recommendations
which, by general consensus, were deemed to be valid would be placed in an addendum.

It should be mentioned that although TF tried in several ways (social media outreach,
presentations to adult centres, word of mouth, etc.) to encourage the participation of adult
students, it was unable to gather specific substantial information regarding this population.
Nonetheless, we did gather enough evidence-based information from school board professionals
to include topics of importance to adult students in some of the chapters and recommendations.

1.6  Overview of subjects discussed in the report
1.6.1 Genders

Gender and sex are often used interchangeably and indeed, they are complementary.' However,
their interpretation and significance demand different emphases. For clarification, we subscribe
to the definitions of sex and gender as stated by the Canadian Institute of Health Research
(CIHR). Namely: “Sex refers to a set of biological attributes in humans and animals. It is primarily
associated with physical and physiological features including chromosomes, gene expression,
hormone levels and function, and reproductive/sexual anatomy” and is usually viewed as a binary

3 Participants brought the same sensitivity to the sub-group to which they were assigned.
4 University of Minnesota. M Libraries . “Understanding Sex and Gender”. Chapter 11, section 11.1.
https://open.lib.umn.edu/sociology/chapter/11-1-understanding-sex-and-gender/
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choice between male and female. Conversely, “Gender refers to the socially constructed roles,
behaviours, expressions and identities of girls, women, boys, men, and gender diverse people. It
influences how people perceive themselves and each other, how they act and interact, and the
distribution of power and resources in society”.”®

The above definition allows us to focus on the social and environmental aspects of
genders and their intersectionalities with other variables which affect the lives of individuals. This
is very important for the well-being of children, especially those who are in the process of
questioning their rights associated with genders. This would include how gender is defined, as
well as its associated stereotypes. For example, referring to how women are portrayed and
referenced in the on-line world of social media, Felmlee, Rodis and Zhang (2020)'® state that in a
review of tweets, they identified 2.9 million tweets in one week (representing 419,000 slurs per
day) denigrating women through gendered and sexist language.’” As pointed out by these
investigators, such tweets are meant to condone a strategy which “aim to promote traditional,
cultural beliefs about femininity, such as beauty ideals, and they shame victims by accusing them
of falling short of these standards.”(p.16) These findings support the research conclusions of
Tinklin, Croxford, Ducklin and Frame (2005)'® that girls and boys are exposed to traditional and
stereotypical concepts of males and females. Thus, even though both sexes professed their
belief in equality, they were of the opinion that they would all experience stereotypical attitudes
once entering the workplace. Importantly, in spite of their understanding of what may await them
in the workplace, boys and girls continue to display gender typical behaviours. The investigators
also point out that the large range of possibilities available to today’s youth may be obscuring the
prevalence of stereotypical attitudes. Interestingly, these researchers state that their findings
demonstrate that teachers view girls as less confident and more anxious than boys, and boys are
more prone to attention-seeking misbehaviour. It is important to underscore that these views
often lead to the labelling of children (boys as attention-seeking bullies and girls as meek and
lacking in confidence) and that such labelling often has a pervasive and long-lasting effect which
influences teacher perceptions and expectations.

The above draws attention to the necessity of awareness of the need to ascertain that
gender is not ignored when engaging in conversations and developing strategies to address EDI.
We must never forget, as Witt (2000) has shown, that children and youth are heavily influenced
by their environment which includes parents, peers, home and school.? It is, of course, important
to recall that young children will not deal with the issues in the same manner as adolescents. Nor
will adolescents, for the most part, be faced with the same concerns as adults.

5 Government of Canada. Canadian Institutes of Health. “What is gender? What is sex?”. https://cihr-irsc.gc.ca/e/48642.html

8 Felmlee, Rodis & Zhang (2020). Sexist Slurs: Reinforcing Feminine Stereotypes Online. Sex Roles 83: pp.16-28
https://doi.org/10.1007/s11199-019-01095-z

7e.g. “bitch”, “cunt”, “slut”, or “whore” ibid

8 Tinklin, T., Croxford, L., Ducklin, A., & Frame, B. (2005) Gender and attitudes to work and family roles: the views of young people at the millennium,
Gender and Education, 17(2). pp. 129-42, DOI: 10.1080/0954025042000301429

9 Glass, C.S. (2014). Perception of Misbehavior: Understanding the Process of Labeling and the Role of Cultural Capital in the Disciplinary Process.
Urban Rev. 46. pp. 372-394. DOI: 10.1007/s11256-013-0268-z

20Witt, S. D. (2000). The Influence of Peers on Children's Socialization to Gender Roles. Early Child Development and Care, 162(1). pp. 1-7,
DOI: 10.1080/0300443001620101
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Notwithstanding what has been stated above, gender is no longer a binary variable divided
into dichotomous states of male and female. Indeed, gender has evolved to encompass the many
ways in which individuals, regardless of age, describe and perceive themselves and how that
perception leads them to act and to interact with others - including the pronouns they use to
identify themselves and how they require others to treat them.

Chapter two, will address the concept of gender as a “hierarchical” social construct which
on its own, or coupled with other human characteristics often produces intersected inequalities.
The authors make a point of recognizing the work already done by LBPSB but states that there is
a need to better educate students and staff about gender identities so that the LBPSB
environment can be more inclusive, safe and welcoming to all individuals.

1.6.2 Sexualities

One of the seminal intersections with gender is that of sexuality and one which must also
be included in EDI strategic plans, policies and procedures.

The physical and emotional aspects of sexuality are complex and ones which present
many challenges for adolescents. Sexuality and identity are closely aligned. For example, Travis,
Meginnis and Badari (2000)?' state that “narrow” definitions of beauty have not only been used to
define women’s sexuality, but to exercise many forms of control over female bodies. Given the
societal influences to which children and youth are exposed, it is to be expected that many of
them will internalize both the positive and negative messages they receive - many of them from
the schools they attend. As Borrero, Yeh, Cruz and Suda (2012)?? stated, school is one of the
primary sites where students who are marginalized, regardless of the nature of such
marginalization — sexuality, gender, race and ethnicity and so forth, are ‘othered’. SickKids in
Toronto has produced a newsletter for parents — in French and English - which highlights what
should be said to a child, from early childhood to early adulthood, concerning their sexuality. Of
course, discussions of sexuality with children must be tempered by the developmental age of the
child.

It is, therefore, being posited that at every stage of a student’s academic life (from
kindergarten onward, including adult education), educators need to be vigilant concerning the
effects of ‘othering’ including those effects and affects which touch upon students’ understanding
of their sexuality.

Regardless of developmental period, SickKids has made it clear that from a young age,
children need to be taught “the basic social conventions of privacy, nudity and respect for others
in relationships™. (p.1)

2'Travis, C. B., Meginnis, K. L., & Bardari, K.M. (2000). Beauty, sexuality, and identity: The social control of women. In Sexuality, society, and feminism.
C. B. Travis & J. W. White (Eds.) pp. 237-272. Washington, DC, US: American Psychological Association, viii, 432 pp.

2Yeh, C. J., Borrero, N., Cruz, |., & Suda. J. (2012). School as a Context for "Othering" Youth and Promoting Cultural Assets. Teachers College Record. 114.
pp. 1-37.

2 SickKids: AboutKidsHealth (2019). https://www.aboutkidshealth.ca/Article?contentid=716&language=English
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Chapter three will address this issue and will provide the reader with a discourse on issues
pertaining to the equity, diversity and inclusivity of students with diverse sexualities and sexual
identities, including, but not limited to, LGBTQIA2S+. The manner in which students’ sexualities
intersect with other identification variables will also be highlighted as well as existing school
services designed to assist students in this area. The role played by educational institutions in
defining how they can contribute to ensuring an anti-oppressive experience at school will also be
discussed.

1.6.3 Abilities

An important issue is the many challenges faced by students with specific abilities — both
mental and physical — which have been used to ‘other’ them not only in society, but in the school
setting. Teachers have an important role in modelling appropriate behaviours and language when
speaking about, or interacting with, this segment of the student population. Cimpian (2010)?*
highlights the necessity of employing correct non-generic language. For example, he makes the
point that generic language views everyone in a category as the same (for instance a description
of a girl). In other words, generic language does not allow for exceptions to the definition — that is
to say, a girl is a girl is a girl and the attributes are stable. As Cimpian states, parents also speak
to children using generic language. On the other hand, non-generic language provides for
particularities and individualism while removing the expectation and fear of performing poorly
because of membership in a specific group. Thus, one can speak of a particular student’s abilities
without restraining and constraining them to preconceived notions of what it means to be, for
example, good at math. As Cimpian has shown, non-generic language is freeing for students and
also motivational, as the individual’s specific needs and goals outweigh the generic expectations
society places on groups.

In chapter four the Abilities subgroup explores issues pertaining to advocacy, policies,
neurodiversity, physical disabilities, mental health issues, classroom adaptation, teacher training,
and the well-being of adults. Their results and recommendations are proffered in order to promote
and sustain an equitable and inclusive environment for stakeholders, while taking into account
the varied needs of this rich and diverse community.

1.6.4 Race and ethnicities

Although Campian? focused his research on the use of generic and non-generic language
on students with specific abilities, his findings can also be applied to those of identifiable race and
ethnicities; and religions. For example, it has long been recognized that race has no biological
basis and was created as a way for the dominant group to subjugate others.?® Therefore, as far
as generic language is concerned, one must ask what does it mean to be labelled by racial
categories. How are they to be understood and interpreted? In fact, why retain them?

24 Cimpian, A. (2010). The Impact of Generic Language About Ability on Children’s Achievement Motivation. Developmental Psychology. 46 (5). pp. 1333-1340.
% ibid
% Alberta Civil Liberties Research Centre. http://www.aclrc.com/race
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Racism, however, is very real. As stated by Grosfoguel (2011)?’, Racism is a global
hierarchy of superiority and inferiority along the line of the human (sic) that have been politically,
culturally and economically produced and reproduced for centuries by the institutions of the
capitalist/patriarchal western-centric/Christian-centric modern/colonial world system (sic)” (p.10).
The consequences of racism and its effects can be quite dire and destructive up to and including
poor physical and mental health.28-2%-30

Although Ethnicity and Race are often conflated, an argument could be made that while
race is frequently used to identify how people are different, ethnicity often refers to what brings
people together and is shared. Thus, two Canadians, regardless of ‘race’ may share more in
common that is recognized or admitted by viewing one as black and other white. As with the rest
of society, schools must be careful not to assume that racism is only based on dichotomous
categories of black and white. This would extend to developing a knowledge of the many cultures
represented in the schools, including behaviours and utterances which bring about a sense of
inclusion, as well as those which cause pain.

Chapter fiver focuses on the above issues and highlights six main themes: Anti-racism
policy development; standardizing the implementation of the policy while taking into consideration
the different social contexts of schools and institutions; mandatory documentation and
submission of all cases related to racism; mandatory anti-racism training and professional
development; implementation of a restorative justice processes; inclusion of community
members in developing and delivering ethno-cultural celebrations.

1.6.5 Religions

In undertaking the subject of religion, we were very careful not to enter into the area of
governmental curriculum jurisdiction, nor did we engage with the issues of secularity and religiosity.
Therefore, as with other areas covered in this report, we focused on students’ sense of inclusion
and the influence such inclusion has on an individual's self-worth and self-esteem. Dupper,
Forrest-Bank and Lowry-Carusillo (2015)*' reports on a study in which students in grades 6-12
recounted incidents in which they were bullied, victimized and subjected to micro-aggressions due
to their religious affiliations. Participants also reported that, in some incidents, teachers were also
guilty of perpetrating these behaviours. Although this finding is disturbing, it is not surprising as
teachers are subject to the same weaknesses and learnings as all of the rest of society.

27 Grosfoguel, R. (2011). What is Racism? Journal of World-Systems Research. 22 (1). DOI: 10.5195/jwsr.2016.609

2 Medical News Today. https://www.medicalnewstoday.com/articles/effects-of-racism

2 Harvard Health Publishing “How racism harms children”. https://www.health.harvard.edu/blog/how-racism-harms-children-2019091417788

%0 Trent, M., Dooley, D.G., & Dougé, J. (2019). The Impact of Racism on Child and Adolescent Health. Pediatrics. 144 (2) e20191765.
DOI: https://doi.org/10.1542/peds.2019-1765

3 Dupper, D.R., Forrest-Bank, S., & Lowry-Carusillo, A. (2015). Experiences of Religious Minorities in Public School Settings: Findings from Focus Groups
Involving Muslim, Jewish, Catholic, and Unitarian Universalist Youths. Children & Schools. 37 (1). pp. 37-45.
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There are obviously moral and ethical concerns associated with violating students’ human
rights based on their religious beliefs, and those need to be addressed. In addition, making
students feel ashamed and uncomfortable about an important part of their identity robs them of
one of the major protective resources available to them to surmount the very victimization to
which they are being subjected. For example, Schaefer et al.,*? interviewed college students who
had been subjected to physical and/or emotional trauma and how they had coped with such
incidents. Their results showed that among the protective factors which provided resilience and
post-traumatic growth, was positive religious coping which, according to the authors, is not about
“broadband” religiosity but about such life skills as seeking guidance, asking for help and learning
forgiveness. Given the results of these studies, it is not surprising that both sets of these
researchers have suggested that strategies should be put in place to boost all protective factors,
including religious tolerance, which will assist children in developing the resilience necessary to
become healthy adults. As the researchers suggest, students who are othered in their formative
years go on to have issues when it comes to self-esteem and self-worth, as well as how they see
the world and their place in it.

In Chapter six, in addition to Atheist/Agnostic and Indigenous Spirituality, topics pertaining
to six of the main world religions - Christian, Jewish, Muslim, Buddhist, Sikh, Hindu - will be
highlighted. The focus will be on documented challenges faced by individuals of these faith
groups, as well as proposed strategies aimed at assisting LBPSB to support these students.

It is hoped that this report will assist educators, administrators, and support staff in having
a fuller understanding of the issues faced by students of LBPSB from kindergarten and into adult
education. We also hope that the recommendations contained within these pages will benefit the
implementation of strategies to make the schools of LBPSB more emotionally safe and healthy
sites for everybody.

32Schaefer et al ., (2018). A concurrent examination of protective factors associated with resilience and post traumatic growth following childhood
victimization. Child Abuse & Neglect. 85 pp. 17-27. https://doi.org/10.1016/j.chiabu.2018.08.019
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Introduction

The Government of Canada defines gender as “the socially constructed roles, behaviors,
expressions and identities of girls, women, boys, men, and gender diverse people.” Additionally,
the World Health Organization (WHO) asserts that “gender is hierarchical and produces
inequalities that intersect with other social and economic inequalities.”

In addition to references to community and innovation, the Lester B. Pearson School
Board’s Vision Statement specifically identifies these additional core values:

. [W We respect and celebrate diversity.
[W We commit to honesty, equity, and accountability.

We foster a respectful, nurturing, and safe environment.

Additionally, Section 2.1 of the Lester B. Pearson School Board’s Intercultural Policy states:

The Lester B. Pearson School Board affirms and promotes the dignity, equality and
fundamental worth of all human beings regardless of age, capabilities, ethnic origin, gender or
gender identity, language, race, religion, sexual orientation, socio-economic status or
education background.

For the Lester B. Pearson School Board to remain true to its core values and to fully commit
to the promotion of equity and inclusivity for all students and staff, it must reflect and act upon its
current practices with relation to gender. The LBPSB Task Force Genders Subgroup set out to
determine if the social construct of gender has produced inequalities within the LBPSB community.
The genders subgroup sought to “evaluate the strengths and weaknesses of existing policies and
procedures pertaining to addressing and eliminating all forms of systemic racism and discrimination.”
Throughout this investigation there was a major focus on transgender adolescents as they “are an
underserved and poorly researched population.” The investigation was not limited to these issues,
however, and extended to include gender roles, gender stereotypes and gender binary paradigms.
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21 Challenges faced

Testimony solicited from the public included accounts from families/students who had
experienced challenges and difficulties in LBPSB schools. This testimony came to the subgroup
through letters submitted directly to the Task Force in response to its general call to the
community at the start of its mandate. It also came via informal social media solicitation initiated
by the subgroup itself as well as direct interaction with students. In some cases, parents/students
withdrew from schools or from the school system entirely because of their experience. These
testimonies highlighted transgendered youth who felt excluded, and unimportant, or as one
parent stated, “like an afterthought”.

2.2 Optimal learning environments

The learning environments for these students were not optimal and the failure to create or
maintain such an environment must be noted. Promoting gender equality while supporting gender
diversity in schools and classrooms is imperative for all students and staff. Providing and sustaining
environments where students feel safe, supported and motivated is essential while addressing the
needs of every learner. Thus, supporting their academic, social, and emotional growth.

2.3 Meeting the needs of Transgender, Nonbinary & Gender Nonconforming youths

There are simple and attainable means by which the LBPSB and its schools can create a
more inclusive environment for gender non-conforming students such as making conscious
efforts to address students using their preferred pronouns, addressing students using their
chosen names, and using gender neutral language in official documents. Meeting their needs
would also include, providing gender neutral spaces such as washrooms and/or change rooms
as well as adapting pedagogical approaches and increase LGBTQIA2S+ representation in
course content.

2.4 Addressing gender stereotypes

This chapter mainly focused on the barriers that gender binary systems impose on
transgender, nonbinary and nonconforming youth. However, it is important to demonstrate that
dismantling crippling gender binary systems within the LBPSB is important to the entire LBPSB
community, regardless of their gender.
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2.4.1 Recurring themes

Solicited community testimony (see above) included feedback from parents frustrated at
seeing gender-stereotypes continuously perpetuated in school settings. There were four major
recurring themes:

1. Gender-stereotypes which dictate what is “appropriate” for boys and girls
(i.e. colors, hair length, toys, sports teams, wearing nail polish etc.);

2. Gender-stereotypes which produce a limiting and narrow understanding of
masculinity;

3.  Gender-stereotypes which produce double-standards;

4.  Bullying linked to gender and sexuality.

Research has demonstrated various gender disparities where classroom participation is
concerned as teachers unconsciously rely on particular genders as their target or go to
responders resulting in unintended gender bias in instructional practices.

2.4.2 Toxic masculinity

The Merriam Webster dictionary defines toxic masculinity as ‘masculine traits and ways of
thinking or behaving that negatively impact both men and society as a whole.” Toxic masculinity
begins to manifest at a very young age. Research shows that gender norms are stronger for boys
and therefore boys are less willing to cross gender boundaries. This negative behavior must be
addressed immediately: In other words, no more saying “boys will be boys.” If we want to ensure
that our schools are safe-spaces, and reduce bullying as much as possible, we have to make
allies out of our students, therefore we must dismantle “masculinity norms" as they prevent many
boys from being allies. Similarly, if a female is exhibiting toxic behavior, her behavior must be
immediately addressed as well. This chapter further explores how toxic masculinity expectations
are known to hinder male success in school as many young men struggle to cope where
masculine norms are concerned. There are gaps in educational attainment as females
outnumber males in their first-year college enrollment.

2.4.3 Oversexualization of females

The oversexualization of females, particularly in pop culture and its negative impact on girls'
academic, career, and personal development is also problematic. From toys to clothing to media,
females are bombarded with stereotypical ideals where gender is concerned. Evidence links
sexualization to a variety of harmful consequences which include harm to girls interpersonal
relationships, impaired cognitive performance in school. Furthermore, related research suggests
that the continuous intake of material (media, social media, music lyrics, video games, magazines,
etc.) that is sexually objectifying can contribute to body dissatisfaction, eating disorders, low
self-esteem, depressive affect, and even physical health problems in high-school-aged girls and
in young women.
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2.5 Conclusion

This chapter placed a great emphasis on raising awareness of the necessity to dismantle
the barriers which prevent transgender, nonbinary, and nonconforming youths from having
access to an optimal learning environment. It also aimed to highlight that dismantling crippling
gender binary systems is important to the entire LBPSB community. Negative effects of gender
binary systems can be seen throughout the entire population. One research paper contends that
if we continue to adhere to gender stereotypes, the lower a student's academic success will be
and that this would be applicable to all genders. The socially constructed idea of gender often
confines/restricts individuals. An optimal learning environment is one which fosters growth and
allows a child to develop into the best version of themselves. A gender binary school system does
not permit this.

3.0 Introduction

The third chapter of this report will assess current policies and practices as they relate to
the needs and accommodations necessary for students as they develop, learn about and express
their sexuality. This chapter addresses students in elementary, high school, and in adult
education. Students begin to develop an understanding of their sexual and gendered identities in
early childhood, but face many challenges in expressing themselves healthily under the various
pressures that affect boys and girls, racialized, religious, gender, and sexual minorities and
people with various abilities, in distinct and overlapping ways. These pressures include social
attitudes that are learned and reproduced in students that inform how they monitor and control
how they and their peers express their masculinity and femininity, pressures from the media and
teaching materials they consume, and access to spaces that are either accommodating or hostile
to them, in schools, online and beyond.

In reviewing the policies of the school board, the TF has found that, while there is an
evident desire and commitment to the values of inclusion, tolerance and diversity, some policies
fall short in that they do not name or seek to disrupt the systems that hamper the healthy
development of all students, and especially that of marginalized students and gender and sexual
minorities - thus, falling short of their goals. The policies reviewed here are the Safe and Caring
Schools Policy and the Anti-Bullying and Anti-Violence policy. The TF has found that these
policies, while they do maintain frameworks for providing a certain level of equity, could be
expanded upon to cover the gaps that currently exist. The ideologies that harm students and are
at the root cause of inequities could be specifically named and more effective strategies could be
put in place to better address covert or invisible harms that are perpetuated between students.
These strategies include the integration of anti-oppressive teaching techniques in classrooms
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and the diversification of learning materials made available to students, so as to confront harmful
ideologies before they progress from covert aggressions to overt forms of harassment and
bullying. As well, it is of the utmost importance that policies emphasize the value of marginalized,
queer, trans and two-spirit students, and a commitment to preventing harms that are specifically
carried out against them.

Afirst step in fulfilling this commitment is to ensure safe spaces are provided for them. It is
well understood by queer youth and through research that gender-segregated spaces, namely
washrooms and changing rooms, are places where they often feel unsafe, and where the effects
of a culture of gendered violence are most apparent. The need to improve access to these spaces
for them, as well as (dis)abled students, is also addressed. Accounting for queer students in the
design of a communal space allows an opportunity to explicitly accommodate the needs of
(dis)abled students, integrating both of these communities into common spaces rather than
spaces that are often removed from and invisible to the rest of the student population. With proper
design and consideration these spaces can be accommodating and welcoming, and all students
will benefit.

In another section, gaps in student knowledge are covered. These are gaps produced
about ‘the other’ through indirect means; choices made about what materials are provided for
students in each classroom, through generalizations, omissions and distortions about what is
normal or universal about varied human experiences, and in generalizing about the ‘other’. The
result is that ‘the other’ is incorporated into the definition of normality, instead of being met on their
own terms. For students to feel valued in the school environment requires that faculty be aware
of these forms of hidden knowledge and how general statements about gender, sex, sexuality,
gender roles, gender expression and ‘universal’ ideas about experiences (such as coming out,
masculinity and femininity) can be biased. This knowledge can risk carrying more educational
significance than what is directly taught in classes, and relates directly to perceptions students
have about their identities and those of their peers. The ways classroom materials can represent,
or misrepresent the experiences of men and women, how these reinforce assumptions about
gender and sexual identity, and especially as these are different for racial, religious, gender and
sexual minorities, creates an enormous potential for harm if these materials are not carefully
considered. However, while it is important and recommended to use materials that are
representative of a diverse student population, simply replacing one set of materials with others
does not truly challenge the ways oppressive binaries that govern social norms and divisions
have been historically formed and reinforced every day. While one impulse is to counter the gaps
in a curriculum with more knowledge, trying to correct or replace one curriculum with another that
may have fewer gaps, it must be noted that these gaps are actually wonderful tools when used in
paradoxical ways. This means to encourage all learners, students and faculty, to lean into
discomfort, to allow space for the “productive tension” that is generated as learners resist and
engage with knowledge that is challenging and uncomfortable. Rather than try and banish this
discomfort and work around it, researchers suggest that this state of “crisis” is where learners are
most open to incorporating and internalizing new perspectives, if space is prepared for the
uncomfortable and the unpredictable.
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We also address the social boundaries that govern divisions behind many identities (racial,
ability, gendered) that are deeply entwined in students’ perceptions of their sexual identities.
These identities determine in many small and big ways how students learn to express
themselves, not only in their first romantic relationships, but also casually and in more worrying
contexts. These are gaps in student education that can be addressed in sexual education, as well
as in a multitude of other contexts, which are covered in this chapter. For a brief overview, the
ways young boys and girls are funneled into sexual categories, assumed to be on the path
towards ‘typical’ heterosexual relationships, complicates male perceptions of their masculinity,
female perceptions of femininity, and the ways all students navigate both of these. It is difficult for
queer, trans, intersex, gender non-conforming and two-spirit students to express their true
identities amidst these pressures, as they are marginalized, labelled deviant, ill or impure.
However, it is arguably just as difficult for ‘normal’ students to sustain themselves in the rigid ways
defined by social gendered and sexual norms, all in an effort to maintain social capital and keep
themselves afloat at school.

Boys must find a place for themselves in the complex constellation of masculinity, risking
misogyny, hyper-aggression, difficult social and emotional connections, rejection of femininity,
etc. A major consideration is that these may perpetuate higher levels of violence and harassment
against their female and gender and sexual minority peers. Even while terms like toxic
masculinity are more and more understood, the reality of boys and their relationship to
masculinity remains greatly under-examined, and buried under layers of harmful assumptions
that do not help them fully realize their potential.

While contemporary ideas about ‘girl power’ and feminism seem to paint a picture of a
post-sexist society, girls are still pushed into navigating the careful line between sexual purity and
impropriety. This tension is all the more real while their bodies and moral worth are constantly
scrutinized, guarded and controlled by their peers, media, and more. The TF is emphasizing the
need to affirm girls’ agency in their sexual and gendered identities, expression, and desires.

For Black, Indigenous, Muslim, and other racialized girls, harmful racial ideologies still
influence how they and others perceive their sexual development and behaviour. They are seen
as more mature than their age, more overtly sexual, and so more scrutinized and policed in their
behaviour. They contend with western and colonial notions of purity and deviancy being applied
to them while they are exoticised and fetishized, objectified in multiple and intersectional ways,
and are continually denied an understanding of their sexual autonomy, sovereignty, on their own
terms.

Black and other racialized boys must contend with even more aggressive stereotyping that
sees them as more dangerous, more violent and simply irredeemable as compared to their white
peers, and this influences their experiences of masculinity.

(Dis)abled students bear a dual burden where they are seen as both desexualized, or like
children with no sexual desires, even as this notion that children have no understanding of
sexuality is false, or ill, broken, contagious, and unable to fulfill their sexual desires. Typical
discourses on sex and sexuality are not equipped to take into account the ways the (dis)abled
body utterly challenges sexual norms and binaries that, for example, limit sexual activity to the
genitals, to an intimate exercise between two partners, when in reality sexual experiences are
much more diverse and expansive.
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Introduction

The fourth chapter of this report explores areas concerning advocacy, policies,
neurodiversity, physical disabilities, mental health issues, classroom adaptation, teacher training,
and well-being of students and adults. Through letters submitted to the members of the Task
Force, the LBPSB community has shared their experiences, concerns, and suggestions in order
to promote and sustain an equitable and inclusive environment for everyone. The Abilities
subgroup members also consulted directly with various members of the LBPSB community in
order to make recommendations, while taking into account the varied needs of this rich and
diverse community.

4.1 Diverse abilities of the student population

Students attending LBPSB have a diverse range of abilities and, considering the inclusive
nature of its institutions, there is an expectation that the curriculum and professionals live up to
the already existing policies. Our subgroup examined 3 areas specifically when drafting the
chapter, Advocacy and Neurodiversity, Physical Disabilities and Adaptation, and finally Mental
Health and Well-Being.

4.2 Advocacy and neurodiversity

The first section on advocacy and neurodiversity started by examining the language used
in the current policies and their impact on the different levels of interventions. We started with the
education act (section 235) and worked down, finding some antiquated language such as
“handicapped” that would warrant updating. Appropriate language specific to the population and
individual were found to play an important role in setting the tone for every facet of inclusion. For
example, when speaking to an autistic student it is important to know if the student prefers to be
referred to as Autistic or a person with Autism. Consulting with the students and advocates were
found to be key to the success of proper use of inclusive language as some groups prefer “person
with autism” while others do not. Inclusive terminology establishes dignity and respect towards
the special needs students and needs to be updated regularly as they evolve. This information
should also be included in professional training for employees.

4.3 Physical disabilities

In the second section, Physical disabilities and adaptations, we explored section 235 of the
Education Act; “all students, regardless of disability or special needs, and that both teaching
methods and curriculum should be adapted for the handicapped or otherwise challenged
student.” Essentially, all students have the right to access curricula in an environment which
meets their learning needs. It was found that the LBPSB Special Needs Policy and Success Plan
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indicates forward thinking approaches, frameworks and strategies to support all students.
However, it was found lacking in the application of these policies. The TF learned that concerns
have been raised by both parents and staff members with regards to the lack of consistency and
accountability with regards to the implementation of said policies and what impact that gap has
on student success. It was also noticed that the classrooms were not all adapted to students'
needs. As examples, science labs are not accessible to students in wheelchairs, elevators do not
go to every floor, outdoor play structures are not all inclusive and these are just a few. The idea
of inclusivity means more than physical integration into the building. It also means that the
buildings be consistently inclusive to students so that they may do more than get through the
door.

44 Mental health

In the final section on mental health and well-being, the status and resources available to
students and staff in order to maintain a positive state of wellness, were examined. Research has
found that the concept of well-being is often dependent on several interrelated factors such as
environment, personal goals, abilities, and access to resources to name a few. In fact, research
has established a direct negative association between poor levels of mental health and
educational outcome. When a safe, caring, and healthy school climate is present, both students
and educators, alike, can grow and flourish academically and emotionally. We looked at the
different policies such as the safe and caring school, and the Anti-Bullying and Anti-Violence
plans. Although these documents are revised and easily accessible, it was found that they are not
always universally known by all staff members.

Supporting staff in the implementation of mental health, well-being, and social and
emotional learning strategies positively influences achievement, well-being, and engagement for
all concerned. The need for efficient communication of mental health and social emotional
learning resources is a much needed upgrade. An improved method of professional development
for all staff members which would include peer to peer coaching, follow up and external consulting
could also improve the level of wellness felt by both students and staff.

Each of the sections explored found a very solid ideology and policy towards inclusivity at
the LBPSB. The very obvious gap in all sections is the implementation and consistent execution
of said policies. It was noticed that everything from accessibility, to teacher mindset and
administrative support varied greatly from school to school. The lack of follow through and
accountability for the gap between the Special needs policies at the LBPSB and the student
experience are the focus of the TF recommendations. Bottom line the TF would like to see the
LBPSB not only have excellent inclusive policies, but the tools and framework to see them carried
out in the spirit with which they were written.
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Introduction

The fifth chapter of this report is focused on exploring and highlighting the Eurocentric
biases (a bias which favours views based on European-type ideals over those of non-Western
civilizations) present in the institutions and schools in the LBPSB. The Task Force (TF)
researched the issues and consequences that these biases have on our students and staff.
Although these biases are sometimes subconscious and inherent, they can still have negative
effects on the quality of learning and development of self worth and identity. These Eurocentric
biases have been linked to stigmatization and stereotyping of certain populations considered
living ‘below the line’. That is to say, an imaginary horizontal line determining who is privileged
and entitled (above the line) and those who are deemed to be subordinate (below the line). We
looked to explore these biases and how they affect student and staff populations who, through
racial and ethnic definition do not fit into the prescribed mold defined by predominant social
norms.

Understanding the vast diversity of our student and staff populations is crucial. Certain
differences and lifestyles that come out of these culturally diverse populations can be negatively
perceived because of the aforementioned Eurocentric biases. Although the chapter focuses
heavily on black and Indigenous populations, it is understood and accepted that any race or
ethnicity that is not aligned with the hegemonic colonial ideology will face similar issues of
stereotyping and stigmatization. By highlighting the issues faced with black and Indigenous
populations we hope to offer an inclusive perspective demonstrating that these issues are faced
by all Black, Indigenous and people of color (BIPOC) populations in their own respective ways.

5.1  The Anti-Bullying and Anti-Violence (ABAV) Plan

We found that an important revision of the policies already in place in the LBPSB was
necessary. The Anti-Bullying and Anti-Violence (ABAV) plan was the document that we felt would
be most beneficial to review. Although foundationally sound, the TF noticed gaps in the language
and literature that was used in defining incidents. The biggest issue encountered was a lack of
concrete definition regarding racially or ethnically related incidents, interaction, attack or micro
aggression. If one of these incidents occurred, there was no protocol to define it and no protocol
outlining the remedial steps to address such a sensitive matter. We discovered this omission left
our marginalized student and staff populations vulnerable to these incidents and allowed the
potential of recurrence. Without a definition, documentation and assessment of these incidents
could not be measured.
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5.2 Lack of documentation

The lack of documentation was another gap we observed in our research. Without
quantifiable measurement of these incidents it is impossible to be able to judge the frequency, or
lack thereof, of incidents regarding race and ethnicities. This information would prove to be crucial
in judging the safety and sense of belonging of all of our staff and student populations in the
LBPSB. A population already marginalized would be further disadvantaged without proper
documentation of these incidents because they would have to rely on ‘hearsay’ evidence while
confronting the aforementioned Eurocentric biases. In our research we also looked to address
some of the root causes of the Eurocentric biases.

5.2.1 Need for professional development

The TF discovered these Eurocentric biases did not necessarily come from a malicious
intent but from an inherent and unintentional bias. We noticed that this was due to a lack of
professional development. By reviewing contemporary and North American examples of
professional development that targeted staff and students in an educational institution, we
concluded that this emphasis on education was the most efficient way in an attempt to eliminate the
biases. A letter we received through our TF board meetings was the positive reception of staff and
students to these educational workshops. We became aware that these populations are eager and
willing to learn. We concluded that in order to educate on these topics, an important understanding
of the issues is required.

5.2.1.1 Importance of understand different familial structures

Using academic and anecdotal evidence from the community we identified some issues
faced by our BIPOC student and staff populations. Black students face much higher suspension
rates when compared to white students; black students were almost 4 times more likely to be
expelled than white students. Black students received two times fewer “excellent” ratings when
compared to white students despite similar standardized test scores. Anecdotal evidence from
the community also emphasized that black families did not feel as welcomed or understood
during interactions with staff members because of these biases. For example, a “multimother”
kinship structure common with families in the black community could be negatively stereotyped
despite the evidence of the efficacy of the multi guardian role (older sisters, aunts, grandparents
showing up to meetings in the place of the mother). These culturally different methods of
parenting receive negative reception because of these Eurocentric biases. As a result, this can
be problematic to families of any culture that do not fit the nuclear family model.
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5.3 Understanding Indigenous cultures

Indigenous populations run the risk of a lack of emphasis on their differences in culture.
For example, we found that Indigenous populations have been lumped together in a general
category. This does not appreciate the richness and differences between their cultures such as
Cree, Inuit and Algonquin populations. Anecdotal evidence allowed us to understand how
destructive these over-generalizations can be on the mental health and feeling of self expression
for Indigenous populations. Particular sensitivity to the hardships faced by Indigenous
populations is crucial to them feeling welcome and appreciated.

5.4 Researching alternative methods of discipline

When examining these issues it is also important to understand how the current
disciplinary systems affect marginalized populations. The TF observed that too much emphasis
was given to punitive disciplinary practices. We discovered that punitive practices have
unproportional negative effects on racialized populations. Through research into restorative
justice techniques, we understood that a shift from punitive practices to restorative practices
would benefit and ensure the safety and care of racialized populations. We concluded that
exclusionary disciplinary measures for managing student and staff behavior (expulsions, school
transfers, and police intervention) are harmful practices.

5.5 The need to celebrate cultures

Finally, through anthropological, sociological and anecdotal evidence we understood the
need for racial and ethnic celebrations that would allow all populations to feel they mattered. Even
the smallest mention of the appreciation of an individual's culture has been proven to have
immense positive effects on their confidence, feeling of inclusion and acceptance of expression
of self identity. The TF understood that in order to properly offer these celebrations, a deep
understanding of them was necessary. Community outreach to understand what is important to
the particular population in terms of racial and ethnic celebrations would be very important for
these practices to be successful.
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5.6 Addressing gaps in the application of policies

In addressing the issues and gaps in the LBPSB practices the TF concluded that in order
to provide a comprehensive report these issues require the deepest attention. These issues can
be summarized as follows into 6 defining themes:

1. Lack of defined protocol and remedial steps for a racially or ethnically charged incident;
Lack of documentation and metrics that would allow a reality of the incidents faced by
racialized populations;

3. Immense importance of staff professional development to address Eurocentric biases
and understand issues faced by racialized populations;

4. Educating students to address Eurocentric biases and understand issues faced by
racialized populations;

5. Work on reduction of disproportional representation of racialized populations in
disciplinary policies that focus on a punitive model; and

6. The importance of celebrating and appreciating diverse racialized populations in the
LBPSB.

heplie- & - oo

6.0 Introduction

A student’s religious beliefs influence their sense of identity as well as their mental and
emotional health. Students who are stigmatized for their beliefs and practices in their formative
years go on to have issues when it comes to self-esteem, self-worth as well as how they see the
world. Teachers in LBPSB schools require additional professional development and coaching on
how to talk about religions to students without reinforcing harmful stereotypes.

6.1 Buddhism

In general, Buddhism is highly regarded in North America, with the practices of meditation
and mindfulness and the profile of the Dalai Lama. However, it is important to apply an
intersectional framework to understand the interconnection between Anti-Asian racism and
anti-Buddhist discrimination as many Buddhists are of East Asian descent. With the advent of the
COVID-19 pandemic, and the subsequent Anti-Asian rhetoric of some politicians, Anti-Asian
racism has now become prevalent in both the USA and Canada. There have been several
high-profile incidents such as the Atlanta shootings, and an increase in hate crimes and violent
attacks on Asian people in public spaces.
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6.2 Christianity

Research suggests that Christian students who demonstrate their faith within
non-predominantly Christian School environments are often perceived as deviant and inferior,
‘holier than thou’, being stereotyped or marginalized because of their faith practices, and seen as
the ‘other’ (Dupper et al.). Studies suggest that the rate of discriminatory incidents against
Christian students increases when combined with an intersectional identity element such as
minority status (i.e. race, class, etc.). Christian students who also possess a minority status are
more likely to face microaggressions and even violent attacks (Dupper et al.).

6.3 Hinduism

As a minority community, Hindus in the Indian diaspora face discrimination in many different
countries around the world. In North America there have been several different types of
discrimination:

In the 1970s and 1980s in Canada, Hindus most of whom are of South Asians descent
were often called ‘Paki’. In a letter from the community sent to the Task Force, a student noted:
“From elementary to high school, more times than | could count, | was bullied. Called a ‘Paki’,
‘smelly’ and a variety of other things, by other students.

6.4 Indigenous spirituality

There is an inherent limitation in the sense that the focus for this subcommittee is the
impact Religion has on the student experience. The limitation is found in that Indigenous
Spirituality is intertwined within Indigenous philosophy - one cannot explore spirituality in an
Indigenous context without taking a more holistic approach and examining the Indigenous
experience more globally. Even then, further limitations exist in that various Indigenous groups
have their own practices, experience and needs. As such, the spirit of the research listed below
is compiled with the basal understanding that Indigenous Spirituality (and not religion, as this is
not a Western perspective that we are researching) is entrenched in Indigenous practice/reality
and cannot reasonably be extracted from or examined outside the Indigenous experience.

6.5 Islam

A large body of research has examined how especially in the post-9/11 context, Muslim
students have experienced a significant amount of Islamophobia. Islamophobia in schools
manifests both through overtly racist comments as well as systemic forms of racism including
Orientalist (defined as the representation of Asia, especially the Middle East, in a stereotyped way
that is regarded as embodying a colonialist attitude) as per the Oxford dictionary; depictions
within course material and library books. Studies have shown that stereotypical and negative
representations of the ‘threatening’ Muslim ‘Other’ have appeared in textbooks across Quebec
secondary schools. It is critical to situate these studies in the wider context of the dominant
public’s perceptions of Muslim communities in Quebec.
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6.6 Judaism

Jewish students continue to deal with Anti-Semitism and discrimination. Many Jewish
parents therefore feel that they must enroll their Jewish children into Jewish schools to allow them
to embrace their roots and practice their faith. An estimated 70% of Jewish students are educated
in private schools in France. Similar practices are found in Montreal. Jewish parents wish to both
protect their children from the detrimental and traumatic affects of Anti-Semitism while educating
their children in their Jewish culture and faith. Jewish students are afraid to embrace their identity
out of fear of any backlash.

6.7 Sikhism

Although Sikhism is the world’s fifth largest religion there is still a significant lack of
knowledge about Sikh identity and religious philosophies within dominant white society in North
America. Because the Sikh turban (referred to as a pagri or patka) commonly worn by men and
boys is an ostentatious religious symbol, Sikhs living in the global North have become targets of
racism ranging from micro-aggressions to hate speech as well as white supremacist terrorist
attacks.
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“Am | privileged or marginalized? | don’t know. | guess it depends how you look at me. Maybe |
am both. What | do know is that, when | am in a position of privilege, | am always happy to learn
how | can become a better ally, and when | am in a position of marginality, | am always happy to
count on allies to be able to feel safe in my work space.”

- Excerpt of a letter to the Task Force

The purpose of this document is to present the results of deliberations and evidence-based

recommendations of the Task Force of Lester B. Pearson School Board (LBPSB) on Diversity,
Equity and Inclusion.

1.1 What is the Lester B. Pearson School Board (LBPSB)?

LBPSB oversees 36 elementary schools; 12 secondary schools; and 8 adult education
and vocational training centres. lts territory stretches through 32 municipalities from the
Vaudreuil-Soulanges area near the Quebec-Ontario border to Verdun in the South-West along
the St-Lawrence river and includes 5 boroughs on the island of Montreal. Although the School
Board sets the policies, vision and goals for the school district, it does not run individual schools
as that duty falls within the responsibilities of the individual school principal or centre director.
Thus, each school sets its own tone and ways of daily operation.

1.2 What is the LBPSB Task Force on Diversity, Equity and Inclusion and why was it
created?

In the late Spring of 2020, two students at one of the secondary schools coming under the
administrative governance of the Lester B. Pearson School Board (LBPSB) were identified as
having created a video which, unfortunately, was based on the vilification of a visible
ethno-cultural group. In response, the LBPSB Council of Commissioners released the following
statement:

Events around the world and more recently in our community have brought issues of systemic
racism, inequity, and injustice to the fore. The Lester B. Pearson School Board acknowledges
that racism exists in society and has longstanding historical roots. The devastating impact of
discrimination and racism can no longer be ignored. The Lester B. Pearson School Board
denounces racism and discrimination in all forms. Our school board has always been
committed to equity, inclusion, and respect for all. We are actively re-examining the ways in
which we live these values, the ways we do not, and the work we must do to honour them. We
pledge to work together with our community to lead positive change. We commit to undertake
actions that will improve the learning and social experiences for the students and communities
we serve. As educators, we must take an active role in addressing racism with students and
staff. As citizens, we have a responsibility to raise our level of awareness and join in the
collective fight for positive social change.
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We deeply regret the anger and pain generated within our community. Our goal is to learn
from this experience and move forward in a positive and constructive manner. We will look
to provide our students and staff with opportunities, both in and out of the classroom, to
learn about and discuss issues that affect disenfranchised communities and highlight the
historical context of these important topics.

In addition to the above statement, the LBPSB passed the following resolution:

At the special meeting of the Council of Commissioners on June 22, 2020, the Council
passed a resolution, “Declaration of Anti-Racism and Anti-Discrimination”, that not only
reaffirmed the School Board’s anti-racist position, it went further by establishing a Task
Force to be comprised of administrators, commissioners, staff, students, parents, and
representatives of minority and disenfranchised communities to oversee the development
of a comprehensive action plan to address all forms of racism and discrimination in the
LBPSB.*

On July 15" 2020, LBPSB asked Dr. Myrna Lashley to head up at a Task Force to be known as
the LBPSB Task Force on Equity and Diversity, hereinafter referred to as the Task Force (TF).*

It is important to note that the TF was not mandated to focus on any specific school but to
develop evidence-based recommendations which the school board can present to its schools and
which the schools can adapt to their specific populations and needs. However, it is also
imperative to recognize that the racist incident in a particular school was a major driving force
behind the creation of the TF.

1.3 Mandate
The mandate of the TF was twofold:

1. Evaluate the strengths and weaknesses of existing policies and procedures pertaining
to addressing and elimination all forms of systemic racism and discrimination; and

2. Produce actionable recommendations to serve as a foundation upon which individual
institutions, based on demographic and educational requirements, can build to
promote equity and inclusivity for all students and staff.

3 https://lwww.Ibpsb.qc.cal/council-of-commissioners/task-force-on-equity-and-inclusion

% bid

%The representative of the SPVM, Khobee Gibson, was unable to attend any of the meetings. However, he was made aware that the
meeting minutes and other information were always available on the web site of the TF. Also, due to personal reasons Ms. James was
unable to attend several meetings. However, as with Mr. Gibson, the information was made available on the website. In this way, the
possibility was there for their participation.
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This mandate was very particular as it emphasized the fact that addressing issues of
diversity, equity and inclusivity is not a binary exercise composed of one group versus another but
recognizes that there are several areas in human relations where one or more groups view
themselves as being superior to others based on stereotypes and prejudice.®® This position is
very much in line with that mentioned in the report entitled Présentation des résultats des travaux
de la Table a I'Office de consultation publique de Montréal Dans le cadre des consultations
publiques sur le racisme et les discriminations systémiques®” in which it is stated that the term
“other” is no longer limited to ‘traditional’ individuals subjected to discrimination such as
Indigenous and First Nations peoples; Blacks, refugees and immigrants. On the contrary,
LGBTQIA2S+ individuals, genders, and persons with varied abilities are also victimized through
exclusion in civic spaces. As stated in the report, these types of exclusions are “trans-historical”.
In other words, they transcend historical boundaries.

However, focusing on creating solutions to address these areas as single issues would be
remiss as such an approach would necessarily ignore the myriad identities of each individual and
the lived reality they face on a daily basis. In other words, issues of intersectionality must be taken
into consideration. By way of definition, intersectionality

“is a theoretical framework which maintains that elements such as race and ethnicity, gender,
socio-economic status, and sexuality map onto strata within social hierarchies where they
interact and intertwine, resulting in unique identities within, and outcomes for, individuals.
Intersectionality includes an explicit awareness and recognition of power, oppression,
inequality, and social exclusion. The meaning and significance of these social elements vary
across time and space, depending on their social contexts, cultures, and historical periods.”
(Muirhead et al., 2020. p.2)*

Muirhead et al, adds that recognizing these interactions is not enough, but that concrete ongoing
engagements must also be involved. In other words, there must be proposed, and executed,
actions to right wrongs.

1.4 Areas on which the TF focused

Given the above considerations, the areas on which the TF focused were: Genders;
Sexualities; Abilities; Race and Ethnicities; and Religions.>°

LBPSB has several policies to address many of the issues under discussion. For example,
there are policies aimed at: the needs of those with different abilities; safe and caring schools;
and intercultural education; among others. However, a major issue is whether these policies are

36 https://www.aclrc.com/

37 https://ocpm.qc.calsites/ocpm.qc.calfiles/pdf/P100/8-100_tdild.pdf

38 Muirhead et al., (2020). What is intersectionality and why is it important in oral health research? Community Dent Oral Epidemiol. pp.1-7.
DOI: 10.1111/cdoe.12573

3 This category is not concerned with the religious beliefs of any individual. We are, however, aware that some individuals suffer discrimination and prejudice
because of their real, or assumed faith. Moreover, sometimes, faith and ethnicity are conflated.
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perceived by users (ex. Employees, students, parents) to be easily accessible. Perhaps more
important questions are: Are users aware of the policies? How comprehensible are they? Is the
policy written in a form which invites user participation or is it replete with jargon and leans heavily
toward the protection of the institution? Another major issue is whether users feel comfortable in
seeking redress, should it be necessary. In other words, are the policies safely usable?

The concept of safety is not to be underestimated as persons who find themselves in
situations in which they must question organizational precepts, or challenge authority, are often
fearful of dismissal or repercussions. This is true in most areas of human interactions where
power differentials play a major role. For example: hospital personnel and patients; employer and
employee; teachers and students; and even parents and children. Moreover, this is a worldwide
phenomenon. By way of illustration, consider that Cullen (2015)*® states that the Irish Information
Commissioner reports that patients are often afraid to complain to authorities about their care
because they fear repercussions to themselves and their loved ones. An advice blog curated by
Sklover (2012)*' responds to a person identifying themselves as Eleanor who speaks about being
abused in the workplace; aware that she should file a grievance but being afraid because “people
more powerful than myself” will conspire to mount a powerful case against her.

There is no reason to assume that users of the educational sector are exempt from these
fears as they are, by definition, in vulnerable (none or limited power) positions — parents because
of the need to protect their children; employees to protect their jobs; and students, to procure and
protect good grades.

1.5 Methodology

Using data from Statistics Canada, the TF was able to ascertain the ethnic and religious
makeup of all the territories served by the LBPSB. This information was then employed to seek
individual representatives of those backgrounds to populate the TF. In addition, it was necessary
to ensure that those representing the different sectors of the LBPSB were also included. To do
this, contact was made with these groups by asking that the Director General, Dr. Cindy Finn
advise the recognized representative of each sector to inform their membership of the search for
individuals to serve and to have those interested contact the chair, in writing, to discuss their
possible inclusion. It was made clear that an individual’'s application did not guarantee
acceptance, especially in the event that more than one person applied. This was to make sure
that the parameters set by the Board were met and that the individual endorsed the mandate and
was prepared to work within its boundaries.

40 Cullen, P. (2015). Patients ‘afraid to complain’ for fear of repercussions. The Irish Times.
“1Sklover, A.L. (2012). | fear the consequences of filing a complaint; any suggestions? Sklover working wisdom.
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1.5.1 Community members

The chair solicited the participation of community members by making appeals through
media (radio, television, print) and word of mouth.

The chair interviewed every applicant to the TF to make sure they wanted to work within a
structure which promoted Equity, Diversity, and Inclusion; accepted that the work would be
intense; were committed to a three hour formal meeting twice per month; committed to working
steadfastly within a subgroup outside of formal meeting hours; understood the necessary to work
from an evidence-based perspective and make recommendations based on that perspective; and
work with the members of their group to produce a document which would be incorporated into
the full and final report.

1.5.2 Total

It was important to keep the number on the TF to a manageable level. Therefore, although
it is generally recognized that numbers beyond 10 could be problematic, in order to ensure
diversity, equity and inclusion, the number was set at 20, including the chair.*?

Although on the surface this may seem to be broad, the fact that sub-groups were to be
established compensated for the larger number and allowed for the following:

» Greater opportunity for genuine diversity;

» Broader range of skill sets;

» Workload sharing across greater numbers;
« Enhancement of analysis and deliberations;
» Ability to cope with absence of members.*3

No member of the Board or the administration had any input into who was chosen to be
on the TF.

1.5.3 Establishment of groups

Although formal meetings of the entire TF were held bi-monthly, gatherings of the
sub-groups occurred more frequently and formal upgrades were provided by each group to all
members at each bi-monthly assembly. Each sub-group was composed of individuals involved
with LBPSB in some capacity, and community members. In order to maintain the independence
of the TF, each sub-group was chaired by a community member.

1.5.4 Logo
In order to formally and emotionally demonstrate the independence of the TF from the

LBPSB, a logo representing the TF was created and all information related to the TF were to be
found under the section represented by that logo on the LBPSB site.

42t is important to note that particular attention was paid to gender parity.
“3https://www.governancetoday.com/GT/Articles/What_is_the optimu m_Board_size.aspx
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Table 2: Breakdown of individuals aged 5 - 19 living on the territory served by LBPSB.

MUNICIPALITY TOTPOP VSPOP VSPOP% AGES5-19# AGE 5-19% LA# LA% CHIN# CHIN%

Baie-d’Urfé 3 800 430 11.60% 790 20.80% 55 1.50% 135 3.60%
Beaconsfield 19 300 2450 12.90% 4185 21.70% 195 1% 590 3.10%
DDO 48 900 18 700 38.80% 9135 18.70% 990 2.10% 1715 3.60%
Dorval 19 000 4 350 23.40% 2740 14.40% 675 3.60% 820 4.40%
Hudson 5200 180 3.50% 820 15.80% 20 0.40% 55 1.10%
Kirkland 20 100 4 800 24.20% 4045 20% 195 1% 1440 7.20%
Lachine MTL 42 505 10 255 24.10% 6 005 16.20% 990 2.30% 1360 3.20%
Lasalle MTL 75150 27 845 37.10% 11 975 16% 2620 | 3.50% | 3755 5%

Pfds-Rox MTL 68 800 29670 43.10% 13615 19.80% 1545 | 220% | 2180 3.20%
Pincourt 14 500 2160 14.90% 2960 20.40% 190 1.30% 270 1.90%
Pointe-Claire 31400 6 600 22.10% 5280 16.80% 400 1.30% 1805 5.70%
St-Télesphore 760 10 1.30% 140 18.40% 10 1.30% 0 0.00%
St-Lazare 19 900 1300 6.40% 4 095 24.60% 155 0.07% 220 1.10%
Ste-Anne-de Bellevue 4900 645 14.40% 865 17.60% 90 2% 110 2.50%
Vaudreuil-Dorion 38 100 7410 20% 7 465 19.60% 565 1.50% 315 0.90%
Verdun MTL 67 300 14 000 20.80% 8155 12.10% 2545 | 3.80% | 2990 4.40%

479 615 130 805 | 24.60% 83 080 11 240 17 760

STATISTIC SOURCES: Districts without “MTL": https://www12.statcan.gc.ca/census-recensement/index-eng.cfm?MM=1
Districts with “MTL": http://ville.montreal.qc.ca/portal/page?_pageid=6897,67845597&_dad=portal&_schema=PORTAL

CHIN# = Number of Chinese minorities
CHIN% = Percentage of Chinese minorities
TOT POP = Total Population

VS POP = Visible Minority Population

VS POP % = Visible Minority Percentage

AGE 5-19# = Total number of individuals in age bracket
AGE 5-19% = Percentage of total population in age bracket
LA# = Number of Latin American minorities

LA% = Percentage of Latin American minorities

(]
Z
w
o
w
-

As is shown in table 2, the distribution does not merely refer to the population of municipalities
but also the ethnic breakdown of the districts.

These data centered the foundations of our evidenced based arguments and
recommendations and helped to advocate for a comprehensive report to assist LBPSB and its
schools to utilize resources in a manner best suited to promote and encourage the inclusion of even
the smallest population of ethno-cultural groupings.

In order to involve the general public in the process, media appearances (radio, television,
print) were made by the Chair soliciting the participation of parents, both current and past; students of
the LBPSB, current and past students; as well as both current and past employees. An open letter
was also placed on the dedicated web space of the TF to that effect.** The outreach called for the
public to acquaint the TF with issues — both negative and positive — which their children encountered
while attending schools under the jurisdiction of Lester B. Pearson School Board (LBPSB). In
addition, they were asked to make recommendations to remedy negative situations they highlighted
and/or provide support for positive observations. In addition, the Chair made several media
appearances to advertise, and report on, the progress of the TF.

“ http://www.lbpsb.qc.ca/council-of-commissioners/task-force-on-equity-and-inclusion
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1.5.6 Meetings

To date there have been 20 formal bi-monthly meetings of the full TF held. During these
meetings, although all issues were discussed collectively, members were expected to always
present the perspectives of the group they represented (ex. parent, community, principal etc.)
particularly in the creation of recommendations. In this manner, focus was maintained on the
inclusive nature of the deliberations and assisted in the creation of a comprehensive report.

The minutes of all formal meetings were made available to the public through the
dedicated web space, already mentioned.

The TF in general, and the subgroup in particular, undertook to examine what is being
done not only in LBPSB, but also elsewhere. This step, and the collection of letters from the
community, made sure that data were being collected. Furthermore, having data allows
individuals and groups to engage in discussions and make policy and procedural decisions based
on verifiable information. Moreover, since everyone was working from the same set of data, it
removed some elements of personal interpretations, feelings and biases. Of course, this did not
mean that anecdotes would be discounted, but it did provide a foundation which could be
employed to decode anecdotes and personal interpretations.

It was determined that all formal recommendations must be evidenced-based, and such
evidence must be cited and appropriately referenced. Non-evidenced-based recommendations
which, by general consensus, were deemed to be valid would be placed in an addendum.

It should be mentioned that although TF tried in several ways (social media outreach,
presentations to adult centres, word of mouth, etc.) to encourage the participation of adult
students, it was unable to gather specific substantial information regarding this population.
Nonetheless, we did gather enough evidence-based information from school board professionals
to include topics of importance to adult students in some of the chapters and recommendations.

1.6  Overview of subjects discussed in the report
1.6.1 Genders

Gender and sex are often used interchangeably and indeed, they are complementary.*¢ However,
their interpretation and significance demand different emphases. For clarification, we subscribe
to the definitions of sex and gender as stated by the Canadian Institute of Health Research
(CIHR). Namely: “Sex refers to a set of biological attributes in humans and animals. It is primarily
associated with physical and physiological features including chromosomes, gene expression,
hormone levels and function, and reproductive/sexual anatomy” and is usually viewed as a binary

4 Participants brought the same sensitivity to the sub-group to which they were assigned.
46 University of Minnesota. M Libraries . “Understanding Sex and Gender”. Chapter 11, section 11.1.
https://open.lib.umn.edu/sociology/chapter/11-1-understanding-sex-and-gender/
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choice between male and female. Conversely, “Gender refers to the socially constructed roles,
behaviours, expressions and identities of girls, women, boys, men, and gender diverse people. It
influences how people perceive themselves and each other, how they act and interact, and the
distribution of power and resources in society”.

The above definition allows us to focus on the social and environmental aspects of
genders and their intersectionalities with other variables which affect the lives of individuals. This
is very important for the well-being of children, especially those who are in the process of
questioning their rights associated with genders. This would include how gender is defined, as
well as its associated stereotypes. For example, referring to how women are portrayed and
referenced in the on-line world of social media, Felmlee, Rodis and Zhang (2020)* state that in a
review of tweets, they identified 2.9 million tweets in one week (representing 419,000 slurs per
day) denigrating women through gendered and sexist language.*® As pointed out by these
investigators, such tweets are meant to condone a strategy which “aim to promote traditional,
cultural beliefs about femininity, such as beauty ideals, and they shame victims by accusing them
of falling short of these standards.” (p.16). These findings support the research conclusions of
Tinklin, Croxford, Ducklin and Frame (2005)% that girls and boys are exposed to traditional and
stereotypical concepts of males and females. Thus, even though both sexes professed their
belief in equality, they were of the opinion that they would all experience stereotypical attitudes
once entering the workplace. Importantly, in spite of their understanding of what may await them
in the workplace, boys and girls continue to display gender typical behaviours. The investigators
also point out that the large range of possibilities available to today’s youth may be obscuring the
prevalence of stereotypical attitudes. Interestingly, these researchers state that their findings
demonstrate that teachers view girls as less confident and more anxious than boys, and boys are
more prone to attention-seeking misbehaviour. It is important to underscore that these views
often lead to the labelling of children (boys as attention-seeking bullies and girls as meek and
lacking in confidence) and that such labelling often has a pervasive and long-lasting effect which
influences teacher perceptions and expectations.®"

The above draws attention to the necessity of awareness of the need to ascertain that
gender is not ignored when engaging in conversations and developing strategies to address EDI.
We must never forget, as Witt (2000) has shown, that children and youth are heavily influenced
by their environment which includes parents, peers, home and school.?? It is, of course, important
to recall that young children will not deal with the issues in the same manner as adolescents. Nor
will adolescents, for the most part, be faced with the same concerns as adults.

47 Government of Canada. Canadian Institutes of Health. “What is gender? What is sex?”. https://cihr-irsc.gc.ca/e/48642.html

“¢Felmlee, Rodis & Zhang (2020). Sexist Slurs: Reinforcing Feminine Stereotypes Online. Sex Roles 83: pp.16-28
https://doi.org/10.1007/s11199-019-01095-z

“e.g. “bitch”, “cunt”, “slut”, or “whore” ibid

50 Tinklin, T., Croxford, L., Ducklin, A., & Frame, B. (2005) Gender and attitudes to work and family roles: the views of young people at the millennium,
Gender and Education, 17(2). pp. 129-42, DOI: 10.1080/0954025042000301429

51Glass, C.S. (2014). Perception of Misbehavior: Understanding the Process of Labeling and the Role of Cultural Capital in the Disciplinary Process.
Urban Rev. 46. pp. 372-394. DOI: 10.1007/s11256-013-0268-z

52Witt, S. D. (2000). The Influence of Peers on Children's Socialization to Gender Roles. Early Child Development and Care, 162(1). pp. 1-7,
DOI: 10.1080/0300443001620101
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Notwithstanding what has been stated above, gender is no longer a binary variable divided
into dichotomous states of male and female. Indeed, gender has evolved to encompass the many
ways in which individuals, regardless of age, describe and perceive themselves and how that
perception leads them to act and to interact with others - including the pronouns they use to
identify themselves and how they require others to treat them.

Chapter two, will address the concept of gender as a “hierarchical” social construct which
on its own, or coupled with other human characteristics often produces intersected inequalities.
The authors make a point of recognizing the work already done by LBPSB but states that there is
a need to better educate students and staff about gender identities so that the LBPSB
environment can be more inclusive, safe and welcoming to all individuals.

1.6.2 Sexualities

One of the seminal intersections with gender is that of sexuality and one which must also
be included in EDI strategic plans, policies and procedures.

The physical and emotional aspects of sexuality are complex and ones which present
many challenges for adolescents. Sexuality and identity are closely aligned. For example, Travis,
Meginnis and Badari (2000)® state that “narrow” definitions of beauty have not only been used to
define women’s sexuality, but to exercise many forms of control over female bodies. Given the
societal influences to which children and youth are exposed, it is to be expected that many of
them will internalize both the positive and negative messages they receive - many of them from
the schools they attend. As Borrero, Yeh, Cruz and Suda (2012)% stated, school is one of the
primary sites where students who are marginalized, regardless of the nature of such
marginalization — sexuality, gender, race and ethnicity and so forth, are ‘othered’. SickKids in
Toronto has produced a newsletter for parents — in French and English - which highlights what
should be said to a child, from early childhood to early adulthood, concerning their sexuality. Of
course, discussions of sexuality with children must be tempered by the developmental age of the
child.

It is, therefore, being posited that at every stage of a student’s academic life (from
kindergarten onward, including adult education), educators need to be vigilant concerning the
effects of ‘othering’ including those effects and affects which touch upon students’ understanding
of their sexuality.

Regardless of developmental period, SickKids has made it clear that from a young age,
children need to be taught “the basic social conventions of privacy, nudity and respect for others
in relationships”.%® (p.1)

5 Travis, C. B., Meginnis, K. L., & Bardari, K.M. (2000). Beauty, sexuality, and identity: The social control of women. In Sexuality, society, and feminism.
C. B. Travis & J. W. White (Eds.) pp. 237-272. Washington, DC, US: American Psychological Association, viii, 432 pp.

5Yeh, C. J., Borrero, N., Cruz, |., & Suda. J. (2012). School as a Context for "Othering" Youth and Promoting Cultural Assets. Teachers College Record. 114.
pp. 1-37.

% SickKids: AboutKidsHealth (2019). https://www.aboutkidshealth.ca/Article?contentid=7 16&language=English
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Chapter three will address this issue and will provide the reader with a discourse on issues
pertaining to the equity, diversity and inclusivity of students with diverse sexualities and sexual
identities, including, but not limited to, LGBTQIA2S+. The manner in which students’ sexualities
intersect with other identification variables will also be highlighted as well as existing school
services designed to assist students in this area. The role played by educational institutions in
defining how they can contribute to ensuring an anti-oppressive experience at school will also be
discussed.

1.6.3 Abilities

An important issue is the many challenges faced by students with specific abilities — both
mental and physical — which have been used to ‘other’ them not only in society, but in the school
setting. Teachers have an important role in modeling appropriate behaviours and language when
speaking about, or interacting with, this segment of the student population. Cimpian (2010)%
highlights the necessity of employing correct non-generic language. For example, he makes the
point that generic language views everyone in a category as the same (for instance a description
of a girl). In other words, generic language does not allow for exceptions to the definition — that is
to say, a girl is a girl is a girl and the attributes are stable. As Cimpian states, parents also speak
to children using generic language. On the other hand, non-generic language provides for
particularities and individualism while removing the expectation and fear of performing poorly
because of membership in a specific group. Thus, one can speak of a particular student’s abilities
without restraining and constraining them to preconceived notions of what it means to be, for
example, good at math. As Cimpian has shown, non-generic language is freeing for students and
also motivational, as the individual’s specific needs and goals outweigh the generic expectations
society places on groups.

In chapter four the Abilities subgroup explores issues pertaining to advocacy, policies,
neurodiversity, physical disabilities, mental health issues, classroom adaptation, teacher training,
and the well-being of adults. Their results and recommendations are proffered in order to promote
and sustain an equitable and inclusive environment for stakeholders, while taking into account
the varied needs of this rich and diverse community.

1.6.4 Race and ethnicities

Although Campian®’ focused his research on the use of generic and non-generic language
on students with specific abilities, his findings can also be applied to those of identifiable race and
ethnicities; and religions. For example, it has long been recognized that race has no biological
basis and was created as a way for the dominant group to subjugate others.®® Therefore, as far
as generic language is concerned, one must ask what does it mean to be labelled by racial
categories. How are they to be understood and interpreted? In fact, why retain them?

% Cimpian, A. (2010). The Impact of Generic Language About Ability on Children’s Achievement Motivation. Developmental Psychology. 46 (5). pp. 1333-1340.
57ibid
% Alberta Civil Liberties Research Centre. http://www.aclrc.com/race
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Racism, however, is very real. As stated by Grosfoguel (2011)%°, Racism is a global
hierarchy of superiority and inferiority along the line of the human (sic) that have been politically,
culturally and economically produced and reproduced for centuries by the institutions of the
capitalist/patriarchal western-centric/Christian-centric modern/colonial world system (sic)” (p.10).
The consequences of racism and its effects can be quite dire and destructive up to and including
poor physical and mental health®6162,

Although Ethnicity and Race are often conflated, an argument could be made that while
race is frequently used to identify how people are different, ethnicity often refers to what brings
people together and is shared. Thus, two Canadians, regardless of ‘race’ may share more in
common that is recognized or admitted by viewing one as black and other white. As with the rest
of society, schools must be careful not to assume that racism is only based on dichotomous
categories of black and white. This would extend to developing a knowledge of the many cultures
represented in the schools, including behaviours and utterances which bring about a sense of
inclusion, as well as those which cause pain.

Chapter five focuses on the above issues and highlights six main themes: Anti-racism
policy development; standardizing the implementation of the policy while taking into consideration
the different social contexts of schools and institutions; mandatory documentation and submission
of all cases related to racism; mandatory anti-racism training and professional development;
implementation of a restorative justice processes; inclusion of community members in developing
and delivering ethno-cultural celebrations.

1.6.5 Religions

In undertaking the subject of religion, we were very careful not to enter into the area of
governmental curriculum jurisdiction, nor did we engage with the issues of secularity and religiosity.
Therefore, as with other areas covered in this report, we focused on students’ sense of inclusion
and the influence such inclusion has on an individual's self-worth and self-esteem. Dupper,
Forrest-Bank and Lowry-Carusillo (2015)% reports on a study in which students in grades 6-12
recounted incidents in which they were bullied, victimized and subjected to micro-aggressions due
to their religious affiliations. Participants also reported that, in some incidents, teachers were also
guilty of perpetrating these behaviours. Although this finding is disturbing, it is not surprising as
teachers are subject to the same weaknesses and learnings as all of the rest of society.

% Grosfoguel, R. (2011). What is Racism? Journal of World-Systems Research. 22 (1). DOI: 10.5195/jwsr.2016.609

% Medical News Today. https://www.medicalnewstoday.com/articles/effects-of-racism

8" Harvard Health Publishing “How racism harms children”. https://www.health.harvard.edu/blog/how-racism-harms-children-2019091417788

52 Trent, M., Dooley, D.G., & Dougé, J. (2019). The Impact of Racism on Child and Adolescent Health. Pediatrics. 144 (2) e20191765.
DOI: https://doi.org/10.1542/peds.2019-1765

% Dupper, D.R., Forrest-Bank, S., & Lowry-Carusillo, A. (2015). Experiences of Religious Minorities in Public School Settings: Findings from Focus Groups
Involving Muslim, Jewish, Catholic, and Unitarian Universalist Youths. Children & Schools. 37 (1). pp. 37-45.
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There are obviously moral and ethical concerns associated with violating students’ human
rights based on their religious beliefs, and those need to be addressed. In addition, making
students feel ashamed and uncomfortable about an important part of their identity robs them of
one of the major protective resources available to them to surmount the very victimization to
which they are being subjected. For example, Schaefer et al.,®* interviewed college students who
had been subjected to physical and/or emotional trauma and how they had coped with such
incidents. Their results showed that among the protective factors which provided resilience and
post-traumatic growth, was positive religious coping which, according to the authors, is not about
“broadband” religiosity but about such life skills as seeking guidance, asking for help and learning
forgiveness. Given the results of these studies, it is not surprising that both sets of these
researchers have suggested that strategies should be put in place to boost all protective factors,
including religious tolerance, which will assist children in developing the resilience necessary to
become healthy adults. As the researchers suggest, students who are othered in their formative
years go on to have issues when it comes to self-esteem and self-worth, as well as how they see
the world and their place in it.

In Chapter six, in addition to Atheist/Agnostic and Indigenous Spirituality, topics pertaining
to six of the main world religions - Christian, Jewish, Muslim, Buddhist, Sikh, Hindu - will be
highlighted. The focus will be on documented challenges faced by individuals of these faith
groups, as well as proposed strategies aimed at assisting LBPSB to support these students.

It is hoped that this report will assist educators, administrators, and support staff in having
a fuller understanding of the issues faced by students of LBPSB from kindergarten and into adult
education. We also hope that the recommendations contained within these pages will benefit the
implementation of strategies to make the schools of LBPSB more emotionally safe and healthy
sites for everybody.

84 Schaefer et al ., (2018). A concurrent examination of protective factors associated with resilience and post traumatic growth following childhood
victimization. Child Abuse & Neglect. 85 pp. 17-27. https://doi.org/10.1016/j.chiabu.2018.08.019
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2.0 Introduction

The Government of Canada defines “gender’ as “the socially constructed roles,
behaviours, expressions and identities of girls, women, boys, men, and gender diverse people.”®
Additionally, the World Health Organization (WHO) asserts that “gender is hierarchical and
produces inequalities that intersect with other social and economic inequalities.”®®

In the Lester B. Pearson School Board’s Strategic Plan®” (LBPSB), one can find their vision
statement which states the following:

We, the members of the Lester B. Pearson School Board community comprising students,
parents, teachers, professionals, support staff, administrators and commissioners, value:

» Arespect for self, for each other, for our diversity and for our environment;

» Striving for excellence by maximizing the potential of each individual and by promoting
a commitment to lifelong learning;

* The fostering of responsible citizenship, cooperation and a strong sense of community;

» The importance of a caring, nurturing and safe environment that is responsive to the
needs of all;

* An atmosphere of openness, honesty, integrity and accountability.

Additionally, in section 2.1 of the LBPSB Intercultural Policy it states that:

The Lester B. Pearson School Board affirms and promotes the dignity, equality and
fundamental worth of all human beings regardless of age, capabilities, ethnic origin, gender
or gender identity, language, race, religion, sexual orientation, socio-economic status or
education background.®

In order to facilitate the LBPSB with staying true to their values and with the amelioration
of practices which promote equity and inclusivity for all students and staff, regardless of the
gender that they identify with, the TF Genders Subgroup set out to determine if the social
construct of gender has produced any inequalities within the LBPSB community. The
previously-mentioned exercise required the genders subgroup to “evaluate the strengths and

% https://cihr-irsc.gc.ca/e/48642.html

% https://www.who.int/health-topics/gender#tab=tab_1

57 http://www.lbpsb.qc.ca/Modules/FileManagement/files/Root/Documents/Strategic_Plan_2015_2020.pdf

% https://boardsite.lbpsb.qc.ca/Modules/FileManagement/files/Root/Council/docs/policies/Intercultural_Policy_Sep.21_2020_ADOPTED.pdf
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weaknesses of existing policies and procedures pertaining to addressing and eliminating all
forms of systemic racism and discrimination.”® Additionally, if any discriminations and/or
inequalities had been discovered, the genders subgroup was tasked with producing actionable
recommendations that may facilitate the abolition of these issues. It is important to note that
throughout this investigation there was a major focus on the challenges faced by transgender
adolescents as they “are an underserved and poorly researched population.””® The work of our
group proceeded as follows...First we took a look at the issues that were initially brought up by
families within the LBPSB community; these issues were mostly brought to our attention by letters
to the TF from families within the LBPSB community.”" While only two of the letters sent to the
Task Force were directly discussing issues related to gender, these letters were rich with
enlightening information as they discussed specific difficulties that their transgender children
faced within LBPSB schools. Addressing the concerns of these families was a priority. We felt
strongly about advocating for those who feel they have been unheard and/or silenced. While we
were looking into the gender-related concerns of these families, other issues became apparent,
and recommendations to remedy these issues are being made. In order to collect more feedback
concerning gender-related issues in Montreal schools, social media was utilized to ask parents to
describe any gender-related experiences of their children; the feedback was taken into
consideration when making further recommendations. This chapter will discuss the major themes
that were uncovered during our research, discuss the recommendations for each issue, and
finally, conclude with a discussion about issues that arise because the social construct of gender
is important to the entire LBPSB community, regardless of gender.

21 Optimal learning environments

As a school board the overarching goal of the LBPSB is to “care about students and the
future of education.””? It goes without saying that it is in their best-interest to create and foster
optimal learning environments where students feel cared for. The questions that arise from the
previous statements are, what is considered an optimal learning environment and what kind of
environment allows a child to learn? Research shows that an environment in which students feel
safe’®, supported, and motivated’#’s, sets a student up for academic success. Additionally,
studies have shown that more specifically, it is “intrinsic motivation” which keeps students
engaged, and three conditions that foster “intrinsic motivation” are:

* Autonomy: The need to be the causal agent of one’s own life and act in harmony with
one’s integrated self;

+ Competence: Being effective in dealing with the environment in which a person finds
oneself;

* Relatedness: The desire to interact, be connected to, and experience caring for others;
a connection to something larger than oneself.”® ( p.25)

8 http://www.lbpsb.qgc.ca/council-of-commissioners/task-force-on-equity-and-inclusion

0Qlson, J., Forbes, C., & Belzer, M. (2011). Management of the transgender adolescent. Archives of Pediatrics & Adolescent Medicine, 165(2), 171-6.
https://doi.org/10.1001/archpediatrics.2010.275

" The letters were sent in November 2020 and January 2021.

2 https://lwww.cdnsba.org/why-do-school-boards-matter#

3 https://lwww.edweek.org/leadership/social-emotional-needs-entwined-with-students-learning-security/2013/01

" Fretz, J. R. (2015). Creating optimal learning environments through invitational education: an alternative to control oriented school reform. Journal of
Invitational Theory and Practice, 21, 23-30.

s Guay, F., Ratelle, C. F., & Chanal, J. (2008). Optimal learning in optimal contexts: the role of self-determination in education. Canadian Psychology, 49(3),
233-240. https://doi.org/10.1037/a0012758

S Fretz, J. R. (2015). Creating optimal learning environments through invitational education: an alternative to control oriented school reform. Journal of
Invitational Theory and Practice, 21, 23-30. (p. 25)
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Optimal learning environments include all students. Educators, in this case the LBPSB,
must consider how gender rigid and specifically gender binary paradigms impact the learning
environments in schools. Most importantly, they must consider their impact on those students
whose reality does not fall within those rigid paradigms.

2.1.1 Addressing gender stereotypes is important for the entire LBPSB community

Crippling gender binary systems within the LBPSB is not only important to one group of
marginalized individuals, it is important to the entire LBPSB community, regardless of their
gender. In the spring of 2021, one of the Task Force members took to social media, and asked
parents from the Montreal area: “What are some GENDER-related issues that your children have
faced in school?”; the response was overwhelming (there were over 130 comments under this
social media post). Many of the comments expressed that gender-stereotypes are continuously
being perpetuated at school, and some comments even went as far as to describe that they are
tired of their children being victimized because of gender-stereotypes. While there were many
comments, we could see four major recurring themes:

1. Gender-stereotypes which dictate what is “appropriate” for boys and girls (i.e. colors,
hair length, toys, sports teams, wearing nail polish etc.);

2. Gender-stereotypes which produce a limiting and narrow understanding of masculinity;

3. Gender-stereotypes which produce double-standards;

4. Bullying linked to gender and sexuality.

Many parents were frustrated because their children were not free to participate in some
of the things that they are interested in, simply because society has deemed these things
inappropriate for their gender. One parent expressed frustration that school had “undone” the
efforts that their family had made when it came to their desire to not raise their daughter within the
confinement of a gender binary system:

“We always raised our daughter without gendering her toys. She's now 7, in first grade, and

n ”

now she genders everything and says "no, that's for boys"...
Another parent expressed frustration that their son likes colours that have been socially classified
as “girly colours”:

“My son loves the colors pink and purple, but he constantly tells me he doesn’t want to wear t-shirts
in those colors to school because people have told him (other students) that those are girl colors...”

Then there was a parent who mentioned the following:

“‘Iname omitted] was asked to pick a gift and when she picked a Star Wars book over another
type “girl” book, she was told she couldn't take it because it was a boy book: this saddened her.”

And finally, this parent’s subtle plea to allow their son to express his emotions was one that is all
too familiar for many:

“They need to stop telling boys to suck it up if they cry or boys don't cry or they are a wimp
for crying or a loser for being sensitive.”
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While these parents shared the emotional damage that the gender-stereotypes have
caused their children, studies contend that the negative effects of gender-stereotypes go beyond
this. Gender-stereotypical practices ultimately affect students’ learning experiences because
“children are deterred from learning about activities deemed appropriate for the other gender”””
and therefore this “prevents the development of broad skills and interests.””®

The second recurring theme was the idea that society has a general, narrow, definition of
what “masculinity” is, and males who steer away from the socially constructed idea of masculinity
are often ridiculed by other males. Consider the following parental statements:

*  “My son was mocked for not liking sports, not wanting to play master like the other
boys, and not playing hockey outside of school. He was also ridiculed for reading and
being more studious, being told studying is for girls.”

*  “Boys would say that [name removed] is so gay’® for liking pink...I told him that he should
ignore what miserable little boys have to say about it: he still avoids pink at school though.”

*  “My son wanted to play on the same team as his best friend (who is a girl), and the
other boys would laugh at him. ”

2.1.2 Toxic masculinity

“Toxic masculinity” has been defined as “the constellation of socially regressive
[masculine] traits that serve to foster domination, the devaluation of women, homophobia, and
wanton?® violence”®'. Within each one of the parental comments mentioned above (which discuss
the behaviour of boys who are minors), we see the presence of toxic masculinity. This
demonstrates to us that toxic masculinity begins to manifest at a very young age. Research
shows that “gender norms are stronger for boys and boys are therefore less willing (or believe
themselves unable) to cross gender boundaries.?? This may be the cause of early manifestation
of toxic masculine behaviours. However, this is not an excuse for adults to let this behaviour be
excused. When adults see young males exhibiting toxic behavior, that behavior must be called
out and addressed immediately: no more saying “boys will be boys.” Additionally, it has been
suggested that “adolescent boys are often less likely to intervene when they witness bullying due
to masculinity norms.”® With this being said, if we want to ensure that our schools are
safe-spaces, and reduce bullying as much as possible, we have to make allies out of our
students. We must work to dismantle “masculinity norms” as they inhibit a lot of boys from being
allies.

7 Spinner, L., Tenenbaum, H. R., Cameron, L., & Wallinheimo, A.-S. (2021). A school-based intervention to reduce gender-stereotyping. School Psychology
International, 014303432110099, 014303432110099-014303432110099. https://doi.org/10.1177/01430343211009944

8King, R. A., Scott, K. E., Renno, M. P., & Shutts, K. (2020). Counter Stereotyping can change children’s thinking about boys’ and girls’ toy preferences.
Journal of Experimental Child Psychology, 191. https://doi.org/10.1016/j.jecp.2019.104753

" Homophobic name-calling is often used as a bullying tool amongst males, and it is unacceptable. See Ingram et al., 2019.

80“A wanton action deliberately causes harm, damage, or waste without having any reason to.” https://www.collinsdictionary.com/dictionary/english/wanton

8 Ingram, K. M., Davis, J. P., Espelage, D. L., Hatchel, T., Merrin, G. J., Valido, A., & Torgal, C. (2019). Longitudinal associations between features of toxic
masculinity and bystander willingness to intervene in bullying among middle school boys. Journal of School Psychology, 77, 139-151.
https://doi.org/10.1016/j.jsp.2019.10.007

8 Spinner, L., Tenenbaum, H. R., Cameron, L., & Wallinheimo, A.-S. (2021). A school-based intervention to reduce gender-stereotyping. School Psychology
International, 014303432110099, 014303432110099-014303432110099. https://doi.org/10.1177/01430343211009944

8 Ingram, K. M., Davis, J. P., Espelage, D. L., Hatchel, T., Merrin, G. J., Valido, A., & Torgal, C. (2019). Longitudinal associations between features of toxic
masculinity and bystander willingness to intervene in bullying among middle school boys. Journal of School Psychology, 77, 139-151.
https://doi.org/10.1016/j.jsp.2019.10.007
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While the previous theme discussed the need to address toxic masculinity, it is important
for us to not allow gender-stereotypes to produce double-standards. Thus, if a female is exhibiting
toxic behaviour, her behaviour must be called out immediately as well. In a fully-expressed
comment by a parent, we see the evidence of a double-standard:

“When my son was in grade 8 at his old school, a girl in his grade really liked him [but he
wasn't interested in her]. She pursued him for months, messaged him everywhere on his
social media accounts, always sat next to him in class, and would wait for him at his locker.
She wouldn’t take no for an answer. We addressed this with the school a number of times,
because at that point we felt it was harassment, but nothing was ever done. Finally the jilted
girl’s sadness turned to anger and she came to school with fake brass knuckles and she
and her friends backed my son into a corner. My son is very tall—he was 6 ft tall by that
age. He’s also an athlete. He could have taken her down in an instant, but he was scared
to do anything because it would look like he had attacked a girl. Finally his friends stepped
in and held her down until a lunch monitor showed up. We then went to the police, but we
didn’t press charges, because it was clear to us that there was some kind of mental health
component here and we just wanted the girl to get help. It was only after the police notified
the school and gave them instructions to keep the girl away from my son that the issue was
actually addressed. She was kept away from him after that. But why did it have to come to
this? It didn’t fit stereotypical gender roles for a girl to be harassing a boy, so the school
brushed it off...”

This example highlights the necessity for schools to be aware of how they may be inadvertently
perpetuating gender stereotypes.

From the discussion of the first three themes brought to our attention by Montreal parents
on social media, we see that gender stereotypes are learned, and schools can play a significant
role in perpetuating these toxic gender-stereotypes. However, as difficult as it may be, if
something is learned, it can be unlearned. Our recommendations for this section involve the
educators of the LBPSB constantly having important and informative dialogues with the students
and community.
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2.1.3 Recommendations
1. Encourage LBPSB educators to help students identify and critically challenge stereotypes;

2. Encourage LBPSB educators to display and “normalize” counter stereotypes?® (i.e. show men
talking about their feelings and emotions, show males and females pursuing careers that
their genders don’t “normally” pursue, normalize men wearing colours that society has
deemed as “female” colours etc.);

3. Encourage LBPSB educators to help students to not only see the differences amongst the
genders, but to see the similarities (i.e. “teach them that a range of emotions are experienced

by women and men, boys and girls...”);®

4. Encourage the LBPSB community to address the idea that “heteronormativity is a harmful
component of toxic masculinity”;®

5. Encourage the LBPSB community to challenge homophobic language.

84 One frequently tested approach for reducing gender stereotyping is counter stereotyping. Counter Stereotyping interventions highlight specific examples
of stereotype-inconsistent information.”
See: King, R. A., Scott, K. E., Renno, M. P., & Shutts, K. (2020). Counter Stereotyping can change children’s thinking about boys’ and girls’ toy preferences.
Journal of Experimental Child Psychology, 191. https://doi.org/10.1016/j.jecp.2019.104753

8 Spinner, L., Tenenbaum, H. R., Cameron, L., & Wallinheimo, A.-S. (2021). A school-based intervention to reduce gender-stereotyping. School Psychology
International, 014303432110099, 014303432110099-014303432110099. https://doi.org/10.1177/01430343211009944

8 |ngram, K. M., Davis, J. P., Espelage, D. L., Hatchel, T., Merrin, G. J., Valido, A., & Torgal, C. (2019). Longitudinal associations between features of toxic
masculinity and bystander willingness to intervene in bullying among middle school boys. Journal of School Psychology, 77, 139-151.
https://doi.org/10.1016/j.jsp.2019.10.007
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2.2 How do we meet the needs of Transgender®’, Nonbinary® & Gender Nonconforming®®
youths?

The impact of the gender-stereotypical environment described above is particularly crippling
for transgender, nonbinary and gender-nonconforming youth. Consider the following excerpts
from families speaking to the need for LBPSB to be aware of the challenges faced by transgender
students specifically:

“Over the past several years I've been lobbying for changes to the board’s policies with
regards to bullying in order to specifically address gender-based harassment (such as
homophobia, transphobia, and sexual harassment), in addition to incidents related to race,
ability, religion, etc....In March 2018, both my daughter, who was then an LBPSB student,
and my husband, spoke before the school board council to address these topics...Both my
son and daughter ended up withdrawing from their schools at different times due to this
harassment and the inability of the schools to change their environments to make safe
spaces for students of all genders, sexualities, races, religions, and abilities.”

Reading this suggests that the family withdrew their children from these schools because their
children did not feel safe, and that the needs of their children were not being met. In another letter,
one parent wrote:

“My child came out as transgender during Secondary 2. The school we attended was
extremely supportive and helpful during this situation. The issue that arose was the lack of
a gender neutral bathroom. | had to meet with the admin for this request and then the admin
had to consult with the LBPSB in order to put something in place. Meanwhile, my child had
to start school with a temporary solution.

There was a bathroom offered that was used for the public who attended shows and it was
close to the main office and away from students' classes. This caused my child to have to
travel far from their class just to use the washroom. It wasn't placed like a regular
washroom in the school. It was a temporary solution that still exists. My child now feels
comfortable using the bathroom that aligns with their gender so they no longer use the
gender neutral washroom. Many students still use it but it still feels like an afterthought.”

8 “Transgender people are people whose gender identity is different from the gender they were thought to be at birth. ‘“Trans’ is often used as shorthand for
transgender...A transgender woman lives as a woman today, but was thought to be male when she was born. A transgender man lives as a man today, but
was thought to be female when he was born. Some transgender people identify as neither male nor female, or as a combination of male and female. There
are a variety of terms that people who aren't entirely male or entirely female use to describe their gender identity, like non-binary or genderqueer.”
https://transequality.org/issues/resources/frequently-asked-questions-about-transgender-people

8 “Most people — including most transgender people — are either male or female. But some people don't neatly fit into the categories of ‘man’ or ‘woman,’ or
‘male’ or ‘female’... People whose gender is not male or female use many different terms to describe themselves, with non-binary being one of the most
common. Other terms include genderqueer, agender, bigender, and more. None of these terms mean exactly the same thing — but all speak to an experience
of gender that is not simply male or female.”
https://transequality.org/issues/resources/understanding-non-binary-people-how-to-be-respectful-and-supportive

8 “Gender nonconforming’ is a term given to people who don't conform with the gender norms that are expected of them. The term usually refers to gender
expression or presentation (that is, how someone looks and dresses). It can also refer to behavior, preferences, and roles that don't conform to gender

norms.”
https://www.healthline.com/health/gender-nonconforming#:~:text=%E2%80%9CGender%20nonconforming%E2%80%9D %20is%20a%20term,t%20conform%20to%20gender%20norms
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Each testimony made us aware that the needs of all students were not being met.
Transgendered youth feel excluded and unimportant, or, “like an afterthought”, a phrase that
particularly resonated with us. With this being said, the learning environments that these students
occupied were not optimal for them.

Acknowledgement of transgender, non-binary and gender non-conforming students
renders an inflexible binary system exclusive by definition. Dismantling that system is thus a call
for equity.®® These students are not asking for much. They are simply asking for the same
freedoms, liberties and respect that their cisgender®' peers are granted by default.

What can be done to meet the needs of these students, so that they too can have access
to optimal learning environments, and learn to the best of their ability? The recommendations
formulated based on the issues discussed in these letters will now be presented.

2.2.1 Recommendation

Respect students by acknowledging & seeing them for who they really are: address students
with their preferred pronouns & by their chosen name and use gender neutral language.

How often is a cisgender individual constantly misgendered® and/or repeatedly called the
incorrect name? Not quite often... if this were happening to a cisgender individual, most would
find this peculiar, absurd, offensive, upsetting, etc. yet many transgender youth frequently “face
disregard for their gender identity and expression,”? which is unjust. It is particularly important to
realize that “transgender individuals are at higher risk of poor mental health in comparison to
nontransgender individuals”® and amongst transgender youths there are “extremely high levels
of suicidal ideation and behavior.” However data suggests that “the use of gender-affirming
language, specifically [chosen] name and pronouns, in more life contexts is associated with
improved mental health outcomes;”*® Russel et al. (2018) assert that:

Because first names are often gender-specific, chosen name use is part of the social
transition process to align one’s gender presentation with one’s gender identity. This gender
social transition process, including changing first names, pronouns, hair, and clothing, is
associated with better mental health among transgender youth.% (p.503)

%t is important to note that “equity” and “equality” are often used interchangeably, but they do not mean the same thing...”"Equality means each individual or
group of people is given the same resources or opportunities. Equity recognizes that each person has different circumstances and allocates the exact
resources and opportunities needed to reach an equal outcome.” https://onlinepublichealth.gwu.edu/resources/equity-vs-equality/

91“Cisgender”: “of, relating to, or being a person whose gender identity corresponds with the sex the person had or was identified as having at birth.”
https://www.merriam-webster.com/dictionary/cisgender

92“Misgendering” is to “refer to (someone, especially a transgender person) using a word, especially a pronoun or form of address, that does not correctly
reflect the gender with which they identify.” https://www.lexico.com/definition/misgender

9% Wernick, L. J., Kulick, A., & Chin, M. (2017). Gender identity disparities in bathroom safety and wellbeing among high school students. Journal of Youth and
Adolescence, 46(5), 917-930. https://doi.org/10.1007/s10964-017-0652-1

%Russell, S. T., Pollitt, A. M., Li, G., & Grossman, A. H. (2018). Chosen name use is linked to reduced depressive symptoms, suicidal ideation, and suicidal
behavior among transgender youth. Journal of Adolescent Health, 63(4), 503-505.

% Grossman, A. H., Park, J. Y., & Russell, S. T. (2016). Transgender youth and suicidal behaviors: applying the interpersonal psychological theory of suicide.
Journal of Gay & Lesbian Mental Health, 20(4), 329-349. https://doi.org/10.1080/19359705.2016.1207581

% Sequeira, G. M., Kidd, K., Coulter, R. W. S., Miller, E., Garofalo, R., & Ray, K. N. (2020). Affirming transgender youths’ names and pronouns in the electronic
medical record. Jama Pediatrics, 174(5), 501-503. https://doi.org/10.1001/jamapediatrics.2019.6071

9 Russell, S. T., Pollitt, A. M., Li, G., & Grossman, A. H. (2018). Chosen name use is linked to reduced depressive symptoms, suicidal ideation, and suicidal
behavior among transgender youth. Journal of Adolescent Health, 63(4), 503-505.
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As adults who want to ensure that our youths are as mentally healthy as they can be, we
should definitely do everything that is within our power to help. That is to say, referring to youths
by their preferred pronouns, and chosen name, even if their names have not been legally
changed.®® If indicating chosen name and preferred pronouns are a part of the registration
process, teachers would receive this information on their class lists, and transgender students
would no longer have to endure the fear and pain of being misgendered and/or referred to by an
incorrect name. What’s more, while these gender-affirming actions are a recommendation of the
Task Force, it should be noted that the government is making similar strides to better serve
transgender youths as well. In the explanatory notes of Bill 103, which is entitled “An Act to
strengthen the fight against transphobia® and improve the situation of transgender minors in
particular” (which was adopted in June 2016) it states:

This bill amends the Civil Code to provide that a minor child 14 years of age or over may
act alone in applying for a change of name to the registrar of civil status and that, in such a
case, the application will not be granted, except for a compelling reason, if both the minor
child’s parents, as legal tutors, or the tutor, if any, have not been notified of the application
or if one of them objects to it... The Civil Code is also amended to allow a minor child to
obtain from the registrar of civil status a change of designation of sex as it appears in the
act of birth. "%

2.2.2 Recommendation

LBPSB must clearly articulate the process by which a student may indicate their chosen name
and gender and ensure that this choice is respected by all members of the school community.

% Sequeira, G. M., Kidd, K., Coulter, R. W. S., Miller, E., Garofalo, R., & Ray, K. N. (2020). Affirming transgender youths’ names and pronouns in the electronic
medical record. Jama Pediatrics, 174(5), 501-503. https://doi.org/10.1001/jamapediatrics.2019.6071

% Transphobia: “an irrational fear of, aversion to, or discrimination against transgender people.” https://www.merriam-webster.com/dictionary/transphobia

190 http://www.assnat.qc.ca/en/travaux-parlementaires/projets-loi/projet-loi-103-41-1.html?appelant=MC
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2.3 Inconsistencies in the gender language that is used in LBPSB By-Laws

It is not only important for youth to feel included, respected and cared for by being referred
to by their chosen name and correct pronouns, it is important for youth to see gender-inclusive
language'™' used within their environments (both physical and digital environments). Upon
examining policies and other content on the LBPSB website, we noticed some inconsistencies in
the gender language that is used. In the By-Law 9 — A Complaint Examination Procedure
(updated in October 2019), in a footnote it states:

“Note that the masculine gender, when used in this document, refers to any person
without discrimination;”

which is not gender-neutral language.’® However, in another document that was updated in
June 29, 2020, the footnote reads:

“In this document, the use of gender-neutral plural or collective form has been used
whenever possible in the context. The addenda are for reference and administrative
purposes; it is subject to updates and modifications without consultation.”

The latter excerpt demonstrates that the LBPSB is aware of the need to use
gender-inclusive language, and is making strides to do so. Unfortunately, in a form entitled
“Registration Form For Parents” (dated November 19, 2020), it only exhibits a binary'® option for
gender. Additionally, we came across a document which outlined the dress-code and uniform
rules for a LBPSB secondary school'®, and often there is reference to gender binary terms, which
does not consider transgender, nonbinary nor nonconforming students.

Based upon these observations, we have-made the following recommendations:

2.3.1 Recommendations

1. All documents and website content be examined to ensure that gender neutral and inclusive
language is being used board-wide;

2. Teachers should also be using gender neutral language within their classrooms. This would
also mean that prior to presenting content to their classes, they should ensure that there is
use of gender-neutral language in the contents of the lesson plan. The consistent use of
gender neutral and inclusive language would reinforce some of the LBPSB’s values which
state that they are comprehensive, and that they respect and embrace diversity.

91 Interesting article which discusses “How to Use Gender-Neutral Words”: https://www.teenvogue.com/story/how-to-use-gender-neutral-words
192 Examples of “gender neutral language”: https://writingcenter.unc.edu/tips-and-tools/gender-inclusive-language/

19 “Gender Binary” is “a classification system consisting of two genders, male and female.” https://www.dictionary.com/browse/gender-binary
194 https://boardsite.lbpsb.qc.ca/Modules/FileManagement/files/Root/OpenHouse2020/Beurling/Welcome_to_Beurling_Academy.pdf
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2.4 Make the environment inclusive & safe
2.4.1 Increase representation in presented content: Representation Matters

There are often outcries from marginalized'® groups for the government to change the
curriculum in order for it to be more diverse and inclusive.'® While we are well-aware that
changing the curriculum in order to increase representation amongst marginalized groups, such
as LGBTQIA2s+'%7, is necessary, we know that this is not something that will happen overnight.
In the meantime, we are recommending that teachers adapt their pedagogical approaches and
find creative ways to incorporate LGBTQIA2s+ topics; for example teachers can choose to have
students “study biographies of LGBTQIA2s+ scientists, discuss biological theories of sexual
orientation and gender identity, construct math word problems so as not to assume heterosexual
context, etc.”.' Increasing LGBTQIA2s+ representation in course content is important because
not only does it make these students feel included; it normalizes their sexual and gender
identities; and will reduce negative behaviours such as homophobia'® and transphobia.’® This
adjustments will make classrooms feel safer for LGBTQIA2s+ individuals. Moreover, diverse
positive representation matters because what young people see, positively or negatively, shapes
their expectations for themselves and each other. In other words, we must all do our part to help
students view themselves, and their peers, as strong, creative, capable, happy, and connected.™’

2.4.2 Recommendation

Teachers should adapt their pedagogical approaches and find creative ways to incorporate
LGBTQIA2s+ topics, in order to increase LGBTQIA2s+ representation and make class
content more inclusive.

%5 Marginalize: “to treat someone or something as if they are not important” https://dictionary.cambridge.org/dictionary/english/marginalize

1% https://www.thecanadianencyclopedia.ca/en/article/anti-racism-education-in-canada

97 Pride 101: LGBTQIA2S+ Terminology - Cumming School of ... https://cumming.ucalgary.ca » sites » files » teams

1% Macgillivray, I. K., & Jennings, T. (2008). A content analysis exploring lesbian, gay, bisexual, and transgender topics in foundations of education textbooks.
Journal of Teacher Education, 59(2), 170-188.

1% "Homophobia, culturally produced fear of or prejudice against homosexuals that sometimes manifests itself in legal restrictions or, in extreme cases, bullying
or even violence against homosexuals.” https://www.britannica.com/topic/homophobia

1° This idea will be further-developed in a later section.

" https://www.edutopia.org/blog/why-representation-matters-laura-thomas
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2.5 Educate the community about the Transgender, Nonbinary & Gender Nonconforming
community

“Prejudice reduction refers to a decrease in (most often) negative attitudes or evaluations
that individuals hold in relation to other people.”"2 Additionally, studies have shown that prejudice
reduction, in regards to transgender individuals, and a reduction in transphobia can be achieved
by engaging in “informative discussions about transgender people.”'"*""* The previous-mentioned
information coupled with the concerns expressed by parents in the letters to the TF lead to
recommend the following:

2.5.1 Recommendation

The LBPSB should gather information about the LGBTQIA2s+ community, and then
disseminate this information to the entire LBPSB community.

LBPSB has done a lot of work in this area and has amassed a great deal of information on
gender and sexuality. However, families expressed the need for greater development in this area
as the information is not easily accessible to the community. Therefore,we recommend the
following:

2.5.2 Recommendations

1. LBPSB should do more “footwork” to gather information about the LGBTQIA2s+ community,
and then must disseminate this information to the entire LBPSB community;

2. LBPSB must make the information that they gather about the LGBTQIA2s+ community easily
accessible to the community;

3. LBPSB should be more transparent and accountable when implementing changes to
address the needs of their community;

4. Create a ninth tab on the current LBPSB web page, entitled “Equity, Diversity and Inclusion
at Work” this area will house all of the EDI work done by the board, and will be kept
up-to-date.

"2 http://psychology.iresearchnet.com/social-psychology/prejudice/prejudice-reduction/

3 Broockman, D., & Kalla, J. (2016). Durably reducing transphobia: a field experiment on door-to-door canvassing. Science (New York, N.y.), 352(6282),
220-4. https://doi.org/10.1126/science.aad9713

4 Flores, A. R., Haider-Markel, D. P., Lewis, D. C., Miller, P. R., Tadlock, B. L., & Taylor, J. K. (2018). Transgender prejudice reduction and opinions on
transgender rights: results from a mediation analysis on experimental data. Research & Politics, 5(1), 205316801876494—-205316801876494.
https://doi.org/10.1177/2053168018764945
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“I will NOT refer to you with female pronouns’: Duval teacher snubs transgender
student’'s request”' read the headline of a news article. “A teacher says he was fired for
refusing to use male pronouns for a transgender student”'® read the headline of another
article outlining an incident where a student transitioned to male and asked his teacher to use the
‘he, him, his” pronouns, but the teacher refused to address him with his preferred pronouns
because the teacher said that “lying was against his religion.” This same article mentions that the
student once said:

“Mr. Vlaming, you may have your religion..but you need to respect who | am!”

These articles reflect a painful reality: as much as teachers are often part of the solution to
the problems of marginalized students, sometimes they are a part of the problem. Research
shows that staff must be properly trained in order to ensure safety and support for students’

(p-561) but unfortunately little or no formal education on subjects related to gender diversity is
provided to educators.'® (p.449) Based on this information, we recommend the following:

2.5.3 Recommendations
1. Schedule regular workshops on gender and sexual identity;

2. Recommending that the school board work towards building a library of professional
development videos, so that teachers can view the informative videos on their own time;

3. Develop and promote a specific training package for teachers receiving a transgender in their
classroom or for teachers working with transitioning students.

5 https://www firstcoastnews.com/article/news/education/i-will-not-refer-to-you-with-female-pronouns-duval-teacher-snubs-transgender-students-request/77-7567acd6-1b5¢-45eb-a1fd-ba1fc8d89691

16 https://www.cnn.com/2019/10/02/us/virginia-teacher-says-wrongfully-fired-student-wrong-pronouns-trnd/index.html

"7 Demissie, Z., Rasberry, C. N., Steiner, R. J., Brener, N., & McManus, T. (2018). Trends in secondary schools' practices to support lesbian, gay, bisexual,
transgender, and questioning students, 2008-2014. American Journal of Public Health, 108(4), 557-564. https://doi.org/10.2105/AJPH.2017.304296 (p.561)

8 Meyer, E. J., & Leonardi, B. (2018). Teachers’ professional learning to affirm transgender, non-binary, and gender-creative youth: experiences and
recommendations from the field. Sex Education, 18(4), 449-463. https://doi.org/10.1080/14681811.2017.1411254 (p. 449)
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2.6 Access to the proper spaces

For many cisgender students, the bathroom is a place of refuge. After a stressful test, a
student may have knots in their stomach, and asks, “May I go to the bathroom please?” Two
friends may strategically ask to go to the bathroom in order to escape the stress and pressures of
the classroom, and exchange pleasantries. The same may not hold true for transgender youths
who frequent a school that only has gender binary washrooms. For them, going to the bathroom
is more intimidating because they are unable to be themselves.™®

The exclusive provision of gender binary bathrooms is a subtle, yet powerful, form of
gender policing which regularly forces non-binary students into behaving in ways acceptable to
society. Facing that binary choice, most opt to use a bathroom that will allow them to “fly under
the radar”, as opposed to using a bathroom that is aligned with their identity. That lack of options
is damaging to the development of an adolescent’s authentic identity and self-esteem.’?°
Additionally, studies show that transgender and nonconforming youths were more likely to miss
school “due to concerns for their safety,”?' (p.14) which causes them to underperform
academically when compared to their cisgender counterparts. Not only does not having access
to gender-neutral bathrooms cause psychological stress, there are also adverse physiological
health effects. Many transgender and nonbinary youths avoid using the bathrooms at school
which often results in “dehydration and urinary tract or bladder infections.”'?? (p.918) From this
discourse, we see that not having gender-neutral bathrooms makes school a hostile terrain for
transgender and nonconforming youths, which has many negative repercussions, therefore we
recommend the following;

2.6.1 Recommendations

1. LBPSB does a thorough investigation on how many of their schools (elementary, secondary
and the adult education centres) have gender-neutral bathrooms and changing rooms, how
many facilities they have, and their locations (are they in inconvenient locations?)'?®. The board
should ensure that every one of their Adult Centers has more than one gender-neutral, and
they should be placed in areas that are not too far from the students’ classrooms;

2. A general washroom sign is posted on all gender neutral washrooms in both primary and
secondary locations clearly differencing them from the gender specific washrooms.

"9 Davies, A. W. J., Vipond, E., & King, A. (2017). Gender binary washrooms as a means of gender policing in schools: a Canadian perspective.
Gender and Education, 1-20, 1-20. https://doi.org/10.1080/09540253.2017.1354124 (page 870)

20 Davies, A. W. J., Vipond, E., & King, A. (2017). Gender binary washrooms as a means of gender policing in schools: a Canadian perspective.
Gender and Education, 1-20, 1-20. https://doi.org/10.1080/09540253.2017.1354124

21 Klemmer, C. L., Rusow, J., Goldbach, J., Kattari, S. K., & Rice, E. (2019). Socially assigned gender nonconformity and school violence experience among
transgender and cisgender adolescents. Journal of Interpersonal Violence, (201904). https://doi.org/10.1177/0886260519844781 (Page 14)

122 Wernick, L. J., Kulick, A., & Chin, M. (2017). Gender identity disparities in bathroom safety and wellbeing among high school students. Journal of Youth and
Adolescence, 46(5), 917-930. https://doi.org/10.1007/s10964-017-0652-1 (page 918)

123 The location is important as some parents have expressed that some schools only have one gender neutral bathroom, and it is often not in close-proximity
to their children’s classrooms, which causes students to miss out on class instruction time.
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Our team did an informal survey on the gender neutral facilities in the LBPSB secondary
schools; while our survey gave us a general idea about the situation, there is still a lot of
information missing such as whether each school has only one gender neutral bathroom; and for
those who have them, what is their location. Additionally, the survey only gave a snapshot of the
gender neutral facilities within the secondary schools as no information was available in the
elementary schools or the adult education centres.

Evidence suggests that LGBTQIA2s+ adolescents suffer greater victimization than their
peers,”?* (p.1277) and that such victimization often leads to high rates of depression and other
forms of self-harm, including suicidal ideation.'® Importantly, “gay-straight alliances (GSAs) are
school-based organizations for lesbian, gay, bisexual, transgender, and queer (LGBTQIA2s+7?)
youth and their allies,”'?® and studies have shown that groups of this sort and other safe spaces
for the LGBTQIA2s+ community are central to reducing suicidal thoughts and drug abuse as well
as, being instrumental in improving academic performance'? (p.557) Given the evidence that
having safe spaces like GSAs'® are beneficial to LGBTQIA2s+ youths, LBPSB should do a
similar survey as outlined above (re: gender neutral bathrooms), to ensure that every school has
a LGBTQIA2s+ club space.

2.6.2 Recommendations

1. Ensure that secondary and Adult Centers have more than one gender-neutral bathroom, and that
these bathrooms are located in an ideal location for the transgender and nonconforming students;

2. Ensure that primary schools have at least one gender-neutral bathroom, and that these
bathrooms are located in an ideal location for the transgender and nonconforming students;

3. Ensure that schools have gender-neutral changing rooms;

4. Ensure that each school has a LGBTQIA2s+ club space.

In summary, in this section we briefly discussed aspects of what could be called,an
optimal learning environment’. We also addressed what should be done in order to meet the
needs of transgender, nonbinary, and gender nonconforming students so that they can attend
school in ‘optimal learning environments’ and reach their academic potentials. Evidence-based
recommendations were made. We are, therefore, confident that implementing them will improve
the learning environment of the LGBTQIA2s+ community.

24 Marx, R. A., & Kettrey, H. H. (2016). Gay-straight alliances are associated with lower levels of school-based victimization of Igbtq youth: a systematic review and
meta-analysis. Journal of Youth and Adolescence : A Multidisciplinary Research Publication, 45(7), 1269-1282. https://doi.org/10.1007/s10964-016-0501-7 (p. 1277)

25 Day, J. K., Perez-Brumer, A., & Russell, S. T. (2018). Safe schools? transgender youth's school experiences and perceptions of school climate. Journal of
Youth and Adolescence, 47(8), 1731-1742. https://doi.org/10.1007/s10964-018-0866-x

26 Marx, R. A., & Kettrey, H. H. (2016). Gay-straight alliances are associated with lower levels of school-based victimization of Igbtq youth: a systematic review
and meta-analysis. Journal of Youth and Adolescence : A Multidisciplinary Research Publication, 45(7), 1269-1282. https://doi.org/10.1007/s10964-016-0501-7

27 Demissie, Z., Rasberry, C. N., Steiner, R. J., Brener, N., & McManus, T. (2018). Trends in secondary schools' practices to support lesbian, gay, bisexual,
transgender, and questioning students, 2008-2014. American Journal of Public Health, 108(4), 557-564. https://doi.org/10.2105/AJPH.2017.304296 (p. 557)

28 https://gsanetwork.org/what-is-a-gsa/
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2.7 Addressing disciplinary and policy double-standards and biases in school settings

While what we are about to discuss was not sparked by the social media responses, we
feel that it is important to address these other gender-related issues at this point as they relate to
double-standards that we have seen within the LBPSB community. Firstly, within the school
system we see another double-standard when we compare disciplinary measures taken with
Black and White students: we see that Black students, especially Black male students, are
disciplined more harshly than their White counterparts.'®

On more than one occasion, group members have spoken to mothers of Black sons who
attend LBPSB schools (which have a predominantly white student body), and they all shared a
similar narrative.

They felt as though their sons were being picked on and bullied by some of the teachers
and administrators in their schools. One boy told his mother that his teacher just doesn’t
like him because he’s Black, and when asked why he felt this way, he stated that he knows
this because there are white students doing “worse” things, but they aren’t punished as
severely as he has been: they get spoken to by the teacher, whereas he is always sent
down to the principal’s office. This same child was suspended numerous times for talking
back to a specific teacher, who the mother says: “had it out for him”; on one occasion in
particular, the young man was suspended because the teacher said that she felt
“threatened” by him, however, the young man said that he didn’t do anything but ask why
she was sending him down to the office.

While on suspension, the mother recalls that they asked if they could have some work for
him to do while he was at home on suspension, and the administration told him that he will be:

“lucky if he gets work from his teachers."

No child should be denied access to school work, even if they have been suspended.
When the mother had had enough of this “bullying” she stated that she contacted

‘the head of the school board and even left a message for him to call her back, but he
never did.”

The mother saw her son losing motivation to go to school. In fear of her son being deprived
of a good education, she withdrew her child, and put him in another school where there were more
Black students. There, the teachers and administration seemed to “understand and care” about the
non-White students. Studies have shown that the lived experiences of these young Black men are
far too common and shows that Black males are “stereotyped as troublemakers and undisciplined”*
(p.480) which results in “Black males being sent to the principal office more than their counterparts
for more subjective reasons such as ‘disrespect’ and ‘perceived threat.”3! (p.1057)

2% Riddle, T., & Sinclair, S. (2019). Racial disparities in school-based disciplinary actions are associated with county-level rates of racial bias. Proceedings of the
National Academy of Sciences of the United States of America, 116(17), 8255-8260. https://doi.org/10.1073/pnas.1808307116. See page 8255

30 James, C. E. (2012). Students "at risk": stereotypes and the schooling of black boys. Urban Education, 47(2), 464—-494. See page 480.

31 Caton, M. T. (2012). Black male perspectives on their educational experiences in high school. Urban Education, 47(6), 1055-1085. See page 1057.
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Within the LBPSB community, we have seen clear evidence of Black males being
perceived as ‘threats’ and ‘troublemakers’. In June 2020, the community was outraged when a
young Black male, who was graduating from high school, was labeled as “most likely to become
a wanted criminal” in the school’s yearbook.'2 From the extensive research done in this area, it
has been suggested that “racial bias'™3, particularly explicit bias, is associated with racial
disciplinary disparities.”’®* (p.8258) Unfortunately, the “stereotypes of Black males—immigrants,
fatherless, athletes, troublemakers, and underachievers—" shape racial biases (both explicit and
implicit'®®) and “educators’ conceptions of these youths’ abilities, skills, and aspirations.”’*® These
socially constructed stereotypes of young Black males “operate to categorize, essentialize, and
disenfranchise young Black male students as they navigate and negotiate the school system.”?’
What often follows from this “web of stereotypes” is young Black males being labeled as “at risk”
individuals “who need special educational support” and/or these young males dropping out of
school.’® Young Black males are shaping their identities and figuring out what it means to be a
Black male in these unhealthy learning environments, which has long lasting negative
repercussions on many. The goal of our education system should be to empower our youths to
be proud, strong and autonomous learners, not to disempower them and leave them feeling
defeated and helpless.

2.7.1 Recommendations

1. Staff and faculty must undergo professional development which will allow them to become
aware of their implicit and explicit biases, and work towards removing these biases;

2. Faculty must undergo professional development in order to learn how to exercise “culturally
responsive pedagogical” practices, which “recognize the importance of including students'
cultural references in all aspects of learning.”13%140

32 https://www.cbc.ca/news/canada/montreal/wanted-criminal-lindsay-place-lbpsb-1.5629575

133 “Explicit bias is the traditional conceptualization of bias. With explicit bias, individuals are aware of their prejudices and attitudes toward certain groups.”
https://www.justice.gov/crs/file/836431/

3 Riddle, T., & Sinclair, S. (2019). Racial disparities in school-based disciplinary actions are associated with county-level rates of racial bias. Proceedings of
the National Academy of Sciences of the United States of America, 116(17), 8255-8260. https://doi.org/10.1073/pnas.1808307116. See page 8258.

35 Implicit Bias: “...we use the term ‘implicit bias’ to describe when we have attitudes towards people or associate stereotypes with them without our conscious
knowledge. A fairly commonplace example of this is seen in studies that show that white people will frequently associate criminality with black people without
even realizing they’re doing it.” https://perception.org/research/implicit-bias/

%6 James, C. E. (2012). Students "at risk": stereotypes and the schooling of black boys. Urban Education, 47(2), 464-494. See page 471.

37 Ibid

%8 James, C. E. (2012). Students "at risk": stereotypes and the schooling of black boys. Urban Education, 47(2), 464-494. See page 464.

139 https://www.brown.edu/academics/education-alliance/teaching-diverse-learners/strategies-0/culturally-responsive-teaching-O#ladson-billings

40 adson-Billings, G. (2013). The dreamkeepers : successful teachers of african american children (2nd ed.). Wiley.
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Gender based double-standards are also evident in school dress codes and “body
policing.”*! Schools with strict dress code policies often contend that the policies are put in place
to “prevent in-class distractions, create a workplace-like environment, reduce pressures based on
socioeconomic status, and deter gang activity.”'*2 However, research shows that “dress codes are
used as a justification for openly policing female bodies.”'** (p.15) A school in Florida made the
news because they “altered girls’ yearbook photos to hide their chests and other elements
deemed ‘immodest’ under the school’s controversial dress code.”** The previously mentioned
singling-out of females when it comes to dress code matters is not a situation that is isolated to
schools in the US: a search on the internet, using the words “spaghetti straps” and “LBPSB”
reveals many codes of conduct which indirectly “police female bodies,” here are some examples:

« “Girls are not to wear spaghetti straps, halter tops, short tops or very short shorts.”'*

+ “..we do not permit clothing that is unnecessarily sexualised or conveys messages
inconsistent with good emotional health; no spaghetti straps, crop tops, mini-skirts or
short shorts, halter tops.”'46

« “Skimpy or revealing clothing is not appropriate, i.e.: Short shorts, tank tops, spaghetti
straps cut-offs or torn jeans.”™#’

Furthermore, the various codes of conduct often outline what the repercussions will be if
the dress code is “violated.” These dress code policies “problematize female bodies” and
“contribute to the marginalization of females.”'*¥(p.2) So, while these dress codes are supposed
to “reduce distractions” in the school environment, “codifying these ideas by prohibiting certain
attire within the educational system only further objectifies women,”**(p.4) which is ultimately
stressful, distracting and disempowering for females. It is unfair for females to have the pressure
of being the “gatekeepers of sexuality,” which holds them responsible for “protecting male
students from temptation.”’® In a Teen Vogue article, entitled This School Just Showed How to
Do Dress Codes Right, it states that “all students and staff should understand that they are
responsible for managing their own personal 'distractions' without regulating individual students'
clothing/self expression.”'s!

2.7.2 Recommendations

1. LBPSB to incorporate additional educational workshops for students and staff facilitating the
un-teaching of gender stereotypes disrupting gender norms;

2. LBPSB to task its schools and centers to review all codes of conduct, and ensure that the
language used to outline dress codes is neither discriminatory nor victimizing of any genders.

41 “Body policing” basically refers to the act of someone telling someone else what they can and cannot do with their body.

42 https://www.edweek.org/leadership/do-school-dress-codes-discriminate-against-girls/2018/08

43 Neville-Shepard, M. (2019). Disciplining the female student body: consequential transference in arguments for school dress codes. Women's Studies in
Communication, 42(1), 1-20. https://doi.org/10.1080/07491409.2019.1573771. See page 15.

44 https://globalnews.ca/news/7890796/high-school-yearbook-girls-photo-altered/

45 https://stpatrick.lbpsb.qc.ca/PARENTS-INFO/Dress-Code

146 https://terryfox.lbpsb.qc.ca/Portals/TerryFox/Documents/Parent-Handbook.pdf?ver=2021-01-14-155000-237

47 https://verdun.lbpsb.qc.ca/Parents-Corner/School-Policies/Dress-code

48 Neville-Shepard, M. (2019). Disciplining the female student body: consequential transference in arguments for school dress codes. Women's Studies in
Communication, 42(1), 1-20. https://doi.org/10.1080/07491409.2019.1573771. See page 2.

49 |bid. See page 4.

50 |bid

51 https://www.teenvogue.com/story/anti-body-shaming-high-school-dress-code
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2.8 Bullying linked to gender and sexuality

Finally, bullying linked to gender and sexuality is another area where the parents who
responded to the social media post and students of LBPSB shared first and second hand
examples with our group. Verbal, social, physical and cyber bullying are all commonly experienced
in school settings and the following are some examples emanating from the community:

*  “I'm gonna go with my daughter's, which was mine as well back in the 90's. Body shaming
for girls. My daughter is a healthy kid who happens to be just like | was as a kid, which is
really skinny. She's in 5th grade and this year. There's a little girl who is jealous of her for
being friends with some boys (confirmed by the school, not just based on my daughter's
words) that spent the whole year picking on my daughter's weight. She kept on telling her
that she was ugly, that we could see her bones, that asked her if she was anorexic, told
her that she should eat more, asked her if she was starving herself. I'm kinda happy that
other kids jumped in to defend her, but | find it sad that 25 years after me, she's still going
through the same body shaming | went through.”

*  “My daughter, who is half Bengali and half caucasian, was ridiculed incessantly starting in
grade 3 for being "too hairy". They made fun of her dark eyebrows and the hair on her
upper lip. She felt like she could never fit in because she wasn't "a white girl" like all her
classmates. It has left emotional scars and to this day, at age 14, she still cannot see how
beautiful she really is.”

* “Fat shaming. My daughter is in gr 3. It started this year. She’s not even remotely
overweight...”

* “l'am called ‘gay’ or ‘it on a regular basis in class...”

Weight bias and gender discrimination can affect one’s health and confidence which is
evident in these parents and students examples. One of the parents compares her experiences
as a child with her daughter's body shaming, reiterating that not much has changed since she
was in school. There are long term harmful effects as children and youth subjected to these types
of experiences often suffer negative physical, social, emotional, academic, and mental health
issues. Beyond addressing these behaviours, it would be important to include follow up
discussions utilizing these situations and/or actions as teachable moments. Considering a
percentage of students do, in fact, retaliate against their bullies, the way in which consequences
are managed is imperative. Therefore our last recommendation is the following:

2.8.1 Recommendations

1. School supplementary curriculum should support critical thinking in classroom settings for all
students in order to promote active learning;

2. Encourage student reporting of any form of bullying as well as encouraging bystanders to
report such activities;

3. Develop a whole-school approach to bullying prevention.
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It is important to note that after all of the work and time that our subgroup put into
producing these recommendations, we are concerned about their implementation on the part of
LBPSB. This is not because we believe that the board does not want to effect change (we know
that they want to make change, the strides that they have already made demonstrate this), but we
recognize how hard it is to address all of the issues that have been uncovered by the Task Force.

2.8.2 Recommendations

1. The LBPSB should hire a group of individuals who are trained in the area of EDI to help
implement and maintain the recommendations;

2. The LBPSB should be in constant communication with the LBPSB wider community in order
to be aware of their continuing needs and/or concerns. In other words, LBPSB must keep the
channels of communication open, even after the Task Force has been dissolved.

2.9 Conclusion

The Task Force was separated into five subgroups: Race & Ethnicities, Religion,
Sexualities, Abilities and Genders. Many of the members of the Task Force were questioned by the
community “Why are you all focusing on so many other problems? The reason why you guys were
put there was to fight against Anti-Black Racism: clearly there isn’t enough “traction” in this area!”
Even at times, the members of our subgroup questioned why all of the focus wasn’t on Anti-Black
racism; then it clicked: “intersectionality.” Intersectionality is defined as “the complex, cumulative
way in which the effects of multiple forms of discrimination (such as racism, sexism, and classism)
combine, overlap, or intersect especially in the experiences of marginalized individuals or
groups.”™? If you think that transgender, nonconforming and nonbinary youths face many
hardships, just imagine the added burden and pain that a Black transgender youth experiences. In
one of the research papers referenced in this report, it states that “researchers have found that
acts of anti-transgender violence, including murderous attacks, are disproportionately targeted
toward trans women of color”’'*3(p.918): imagine the layers of pain, burden and discrimnation that
this “hyper marginalized” group of individuals feels. With this being said, peeling back this layer of
gender-descrimination is an act of equity: before Blacks can obtain justice and equality, equity
must be exercised in order to remove the multiple layers that some Blacks face.

%2 https://www.merriam-webster.com/dictionary/intersectionality
83 Wernick, L. J., Kulick, A., & Chin, M. (2017). Gender identity disparities in bathroom safety and wellbeing among high school students. Journal of Youth and
Adolescence, 46(5), 917-930. https://doi.org/10.1007/s10964-017-0652-1 (p. 918)
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While this chapter placed a great emphasis on raising awareness of the necessity to
dismantle the barriers that are created by gender which prevent transgender, nonbinary and
nonconforming youths from having access to an optimal learning environment, this chapter also
aimed to highlight that dismantling crippling gender binary systems within the LBPSB is not only
important to this group of marginalized individuals, it is important to the entire LBPSB community,
regardless of their gender. Negative effects of gender binary systems can also be seen
throughout the entire population (not just within the transgender community). One research paper
contends that “the more one agrees with gender stereotypes, the lower one’s school achievement
is (this finding is valid for both boys and girls).”"** (p.281) Research also shows that the socially
constructed idea of gender often confines and restricts individuals - a classic example of this can
be observed within the STEM'® fields where females continue to be underrepresented because
Science “has been widely characterised as a masculine terrain.”’®*® In the beginning of the
chapter, we established that an optimal learning environment is one which fosters growth and
allows a child to develop into the best version of themselves: the previously-mentioned ideas
demonstrate that a gender binary school system does not permit this.

Universal Design (UD) is defined as “the design and composition of an environment so that
it can be accessed, understood and used to the greatest extent possible by all people regardless
of their age, size, ability or disability, etc.”’>” a similar framework ought to be applied to the design
and construction of an optimal learning environment. In other words, in order to construct an
optimal learning environment, one must have a universal design which is void of any barriers.

54 Bouchard, P., & St-Amant, J.-C. (2000). Gender identities and school success. Alberta Journal of Educational Research, 46(3), 281-83. (page 281)

%5 STEM stands for “Science Technology Engineering Math”

% Francis, B., Archer, L., Moote, J., de Witt, J., & Yeomans, L. (2017). Femininity, science, and the denigration of the girly girl. British Journal of Sociology of
Education, 38(8), 1097-1110.

157 https://uwaterloo.callibrary/aoda-toolkit/universal-design
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Sex is a category assigned at birth according to a person’s set of external genitalia, and also refers to their
chromosomal or hormonal makeup, in a medical context. In biology, sex is not strictly binary (either male or female),
and so the boundaries of rigidly assigned sexual categories are often troubled when compared to real people.

2SLGBTQIA+ is an acronym for regrouping sexual and gender minorities together. It stands for: Two-spirit, Lesbian,
Gay, Bisexual/Pansexual, Trans/non-binary/gender-nonconforming, Queer/Questioning, Intersex, Asexual/Aromantic,
and more.

Gender expression describes the ways one engages with gendered norms of appearance and behaviour. This may
or may not be aligned with what is expected of one’s assigned sex and presumed gender identity.

Queer is a reclaimed slur that is now often used as an identifier, and as an umbrella term to refer to LGBTQIA2S+
people.

Sexualities, like gender identities, can be static or fluid. Beyond the heterosexual/lhomosexual binary, there exist
many variations of sexual and romantic attraction. (eg: bisexual or pansexual, asexual or aromantic, etc).

Two-spirit refers to people whose Indigenous, Inuit, or Métis identity intersects with an LGBTQIA+ identity.

Gender is a collection of supposedly inherent qualities, range of abilities, interests, attitudes, etc., as they are
described in a specific time and place, that is often paired with a specific sexual assignment. Gender identity can be
in line with one’s assigned sex (ie. cisgender), or not (ie. transgender), or something in between. The relationship
between gender and sex, and associated social attitudes, can be named or not, static or fluid, queer, etc. (eg:
non-binary, genderqueer, gender-neutral, queer, questioning, x, etc.)

3.0 Introduction

This chapter will assess current policies and practices as they relate to the needs and
accommodations necessary for students as they develop, learn about and express their sexuality
throughout elementary, secondary and adult education. For youth, schools are:

a primary institution for identity formation.... They are important sites for the construction
of race, class, and gender inequalities as well as pivotal locations of social change in
challenging these inequalities. Social groups in schools, such as cliques, provide one of
the ways that youth begin to identify and position themselves by social class, gender, and
race. °® (Pascoe, 2007, p.18)

%8 Pascoe, C.J. (2007). Dude, You're a Fag: Masculinity and Sexuality in High School. Los Angeles: University of California Press.
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Conforming to and performing gendered and sexual expectations is part of the work all
students do as they form their sexual identity, try to maintain social status, and keep themselves
afloat at school. While it is especially difficult for queer, trans, intersex, gender non-conforming
and two-spirit students to navigate this pressure, it is no less difficult for all students to sustain
themselves in this environment. The impacts of these pressures are felt well into adulthood, as
even students who do not seem obviously impacted can feel the consequences of a negative
experience throughout their lives, in ways that are often not immediately visible.’™® With this in
mind, this chapter will address processes in the school environment that impact equity and
inclusivity across the themes of awareness; covering pedagogical resources; policy, to address
students needs in the development of their sexual identities, to improve accessibility and provide
reasonable accommodations for them; and safe facilities, to re-examine anti-bullying policy and
practice, to provide safe spaces for students, and to ensure their value and self-worth within the
school climate. These recommendations do not only address the needs of LGBTQIA2s+
students, who likely exist in every classroom across all schools', but aim to support the healthy,
considered sexual development of all students, so that they all may be ensured an equitable
school experience.

3.1 School policies

It is very important that school policy emphasizes the value of their student body’s sexual
and gendered diversity, and a commitment to addressing and preventing harms that would
damage their healthy development and relations to each other. The TF has found positive
instances where good practice and access to resources have enabled staff to support students
with different sexual identities, however more support is needed and more specific policies must
be put in place to facilitate this work. Policies, such as the Safe and Caring School Policy, that
commit to aspirational values such as “a spirit of understanding, peace, tolerance, and equality of
sexes based on the principles of respect, diversity and inclusion”'®', disguise the reality of
inclusivity in practice; that decisions about the ways marginalized groups are included into a
majority are determined by a limited, dominant group.'®? “Canada is not a cultural mosaic, but a
vertical mosaic, meaning that the Other is included (ie ‘tolerated’) in the hierarchical space that
the dominant structure allows them to reside in.”'®® Policies centered on “nebulous ideas” that
blend differences together and “promote a color-blind, transnational discourse,....suggest that the
(white Canadian) educator has nothing to do with oppression—e.g. [homophobia, transphobia,
racism], (neo)colonialism, etc.” (Heringer, 2020, p.55)'®* when this is not the case. The ideologies
that do cause harm to students in their sexual development, namely cissexism, heteronormativity,
homonormativity, sexism, orientalism, anti-Black and anti-Indigenous racism and ableism, are not
named in places such as the Safe and Caring Schools Policy and Anti-Bullying and Anti-Violence

159 Kumashiro, K. (2000). Toward a Theory of Anti-Oppressive Education. Review of Educational Research, 70(1), 25-53. doi:10.2307/1170593

%0 Taylor, Catherine & Peter T. (2011) Every Class in Every School: Final Report on the First National Survey on Homophobia, Biphobia, and Transphobia in
Canadian Schools. Egale Canada Human Rights Trust.

61 LBPSB. Safe and Caring Schools Act.

62 Heringer, Rebecca (2020). Reconceptualizing Anti-Oppressive Education: A Lesson From the Other. Journal of Contemporary Issues in Education 15(2):
pp. 57. http://ejournals.library.ualberta.ca/index.php/JCIE
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policy. These ideologies risk remaining embedded in typical school climates unless a specific
effort is made to call out and disrupt them. More specific, situated and contextual policies are
required to ensure equity and inclusivity for all students. A recommendation for a more specific
policy covering student sexuality will be discussed further.

For two-spirit and other Indigenous students to feel safe and valued in their school
community, a practical relationship between their school and community needs to be established.
The bridge between their communities and their school must be built on “the practical work of
understanding,” what can be understood as “the art and practice of neighborliness, based in
mutual respect, co-equality, common goals, and regularized channels of communication,” (Epp,
2008, p.138)'® as well as a recognition that the nations they are a part of have maintained a
resilient “cultural continuity” throughout centuries of occupation. As such, changes should be
made to school policy to reflect this understanding.

3.1.1 Recommendation

It is recommended that the Safe and Caring Schools Act be amended to include an
acknowledgment that all students are Treaty people engaged in mutual relationships with
the original and current stewards of the land, that they should be knowledgeable about their
rights and duties as Treaty people, and that they be engaged towards the values described
above.

3.1.2 Recommendation

It is recommended that the Safe and Caring Schools Policy be amended to reflect an
appropriate understanding of anti-oppressive practices in schools, to specifically name the
systems of oppression and ideologies that cause inequality for all students and in the
development of their gendered and sexual identities.

%5 Epp, Roger (2008). We Are All Treaty People: Prairie Essays. Edmonton: University of Alberta Press. pp. 120-141
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3.2 Sexual and gendered violence

This section of the report will explain some of the context for sexual and gendered
divisions and violence, and offer tools for educators to aid in the development of students’ healthy
sexual identity and behaviours. Students’ gender and sexual identities are formed through their
day-to-day actions and interactions with each other, as they learn, manage and reproduce
gendered behaviours. “Gender is not just natural, or something one is, but ... something we all
produce through our actions. By repeatedly acting ‘feminine’ or ‘masculine’ we actually create
those categories. Becoming gendered, becoming masculine or feminine, is a process.”'®®
(Pascoe, 2007, p.13) Masculinity and femininity are not traits that are innate to people with male
or female bodies, not just because the boundaries of what a male or female body is is not as
obvious as one would assume; they are traits that are created through the act of doing them.
Adolescence and youth culture in North America, especially since the emergence of large public
high schools, is largely centered around heterosexual rituals and courtship that are expressed in
school imaging, yearbooks, the structure of school dances, and in classrooms, etc.'®” As one
student explains quite clearly:

“l feel like in general the Lester B. Pearson's school board program, classes, presentation
and all around influence is very straight and cisgender. Which results in me feeling
unwanted, unloved, and judged in a negative and frankly oppressive way....I can't even
explain to you how much my anxiety has spiked since you announced we were going to
school full time, because | fear my other students. In my own school | am afraid of my
students who should be my friends.”

3.2.1 Historical influences of gender expressions

In Canada, sexual norms have been influenced by the histories of colonialism, christian
expansionism and capitalism. From these histories we can understand the stories and stereotypes
that have shaped perceptions of sexuality, different judgments of morality, deviancy, acceptability
and risk in sexual behaviour; ideologies that have led to the exotification and fetishisation of
others, to distorted ideas about who requires sexual protection or liberation; and the economic and
social forces that have shaped sexual behaviour for the past several centuries. When harmful
ideas about gender and sexuality go unchallenged; when students are not given the proper tools
to think about how these histories and norms relate to the ways they fit in to the school
environment and beyond, the dangers of sexual harassment, violence, and other divisions and
harms continue to operate freely, and throughout all of their lives.

% Pascoe, C.J. (2007). Dude, You're a Fag: Masculinity and Sexuality in High School. Los Angeles: University of California Press.
67 1bid
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Norms of masculinity and femininity have important effects for the experience of sexuality
for all groups of people. This often has effects that reach other aspects of students’ lives, long
before they are sexually active because, as shall be seen later on, many elements of gendered
behaviour are inherently sexualized in their meanings. As social boundaries around sexuality are
created and maintained, certain groups are dominated by others; some people face exclusion
because of their behaviour, dress or interests; many are not taught to recognize, assert, or
respect physical and emotional boundaries, and many more experience their gender and
sexuality through the history of colonisation.

Ideal masculinity is a paradox, an unachievable and contradictory standard that no man
alive is able to meet. So much of boys’ behaviour between them has sexualized, or gendered
meanings,'®® as one student told the TF in a letter:

“l do see many people being very homophobic and proud of it. They use gay as an insult and
the f-word a lot in their vocabulary. When it comes to sexism, | usually go through most of it in
gym class, when the boys don't want to pass it to anyone else. Or when they make stupid
Jokes about how women aren't funny or that we should be in the kitchen making a sandwich.”

Through these “sexual discourses and practices that indicate dominance and control,”
(Pascoe, 2007, p.13)'® students are ordered into a hierarchy according to how well they are able
to meet this standard, or not. Masculinity is constructed as something that is explicitly not
feminine, not gay, not expressive, not unsuccessful, not physically weak or hurt, even if only for a
moment. The result is that feminine boys, people with non-normative genders and sexualities,
and girls, find themselves at the bottom of the pecking order. This pressure to properly act like a
man, as if it was a ball being thrown from boy to boy, is confronted mostly through humour'”® and
sexual humour, or by deflecting attention to someone lower in the hierarchy. These strategies are
used to avoid the fear and anxiety of being labelled an unmasculine ‘other’ by their peers. As one
researcher puts it:

“Any boy can temporarily become a fag in a given social space or interaction. ... becoming
a fag has as much to do with failing at the masculine tasks of competence, heterosexual
prowess, and strength or in any way revealing weakness or femininity as it does with a
sexual identity. This fluidity of the fag identity is what makes the specter of the fag such a
powerful disciplinary mechanism. It is fluid enough that boys police their behaviors out of
fear of having the fag identity permanently adhere and definitive enough so that boys
recognize a fag behavior and strive to avoid it. (Pascoe, 2007, p.49)""

This is an example of what is meant by gender policing, or the ways students subconsciously
and explicitly monitor each other’s behaviour to enforce gendered norms. This form of masculinity
rejects the discomfort of possibly being seen as less powerful, this rejected, feminine ‘other.’

1% Pascoe, C. J. (2013). Notes on a Sociology of Bullying: Young Men's Homophobia as Gender Socialization. QED: A Journal in GLBTQ Worldmaking,

87-104. doi:10.14321/qed.0087
89 Pascoe, C.J. (2007). Dude, You're a Fag: Masculinity and Sexuality in High School. Los Angeles: University of California Press.

70 Pascoe, C. J. (2013). Notes on a Sociology of Bullying: Young Men's Homophobia as Gender Socialization. QED: A Journal in GLBTQ Worldmaking,

87-104. doi:10.14321/qed.0087
" Pascoe, C.J. (2007). Dude, You're a Fag: Masculinity and Sexuality in High School. Los Angeles: University of California Press.
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3.2.1.1 Masculine sexuality stereotypes

For Black and other racialized students who identify as male, masculinity is expressed
under additional constraints. For much of recent history, Black men have been stereotyped as
being hyper-aggressive and hyper-sexualized on the whole, perceived as older and more
threatening than their peers.'”? In the school environment, this manifests in the ways Black boys
are routinely punished more severely and harshly for the same sexualized behaviours as white
boys.'

Teenagers are seen as inherently sexual and black men are seen as extremely sexual. So
the sexual behavior of African American teenage boys is taken much more seriously than
that of white boys. In [